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PREFACE

An annual evaluation of California's compensatory education program
under the Elementary and Secondary Education Act, Title I, is required by
federal legislation and by the state McAteer Act of 1965. The State Office of
Compensatory Education has the responsibility of evaluating and disseminating
information to school districts and other interested parties on the results of
activities designed to strengthen the educational program for children from
disadvantaged backgrounds.

California's ESEA Title I program was initiated in the spring of 1966.
This report contains an evaluation of the program during the 1966-67 school
year, the first full year of operation. Most of the Title I activities were
operated by school districts for disadvantaged children regularly enrolled in
school. Specialized programs were also implemented for children of migrant
agricultural workers, handicapped children in state schools and hospitals and
neglected and delinquent children in state and local institutions.

Major responsibility for the preparation of the state report was asc
sumed by Robert A. Braund, Alexander I. Law, J. Vincent Madden, Hubert Reeves
and Gerald S. Rider, consultants in the Bureau of Evaluation and Research;

and Ralph D. Benner, consultant in the Bureau of Community Services.

Wilson C. Riles, Director Thomas A. Shellhammer, Chief
Office of Compensatory Education Bureau of Evaluation and Research,
Office of Compensatory Educaticn
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SUMMARY REPORT

This section is a synopsis of the evaluation report of

compensatory education activities under the Elementary

and Secondary Education Act of 1965, Title I.




SUMMARY REPORT

The goal of compensatory education is to enhance the educational
attainment of children from poverty backgrounds. Compensatory education
recognizes that if every child is to receive an equal opportunity to suc-
ceed to the full extent of his potential, the schools must give special
attention to children who have educational needs that cannot be met by the
regular instructional program,

Children from lower socio-economic backgrounds generally do not
come to school as prepared for successful learning as do their more advan-
taged classmates. The disadvantaged child does not have the verbal and
language skills which form the basis of classroom instruction, He 1is
likely to lack many of the cuitural, social and educational experiences
common to children of his age group. His parents generally have a low
educational background and are unfamiliar with the educational process.

He may be in poor health and may lack adequate nutrition.

This combination of factors often results in the disadvantaged child
developing a poor self-image and a lack of educational aspiration that fur-
ther impedes his learning progress. Past evidence based on test scores in
reading indicated that the average child from a poverty background gained
approximately 0.7 of a year's growth per school year. Thus he tended to
fall farther and farther behind his middle class schoolmates as he pro-
gressed through the grades.

The Elementary and Secondary Education Act of 1965, Title I, 1is
California's major source of funds for compensatory education., The Act
authorized federal funds to strengthen educational programs for economi-

cally, socially and culturally disadvantaged children, Title I was first




implemented in the spring semester of 1965-66, and the 1966-67 school year
marked its first full year of operation.

California's allocation under ESEA Title I for 1966-67 was $73.6
million, as compared to $78.5 million in 1965-66., New amendments passed
by Congress in 1966 earmarked part of the state's allocation for educational
programs serving children of migrant agricultural workers, and neglected
and delinquent youths in state and local institutions. Mentally ill and
mentally retarded children in state hospitals and state schools were also
provided additional services through Title I.

When funaus for programs for specialized categories of disadvantaged
children were subtracted from the state's total Title I allocation, the
amount available for school district programs in 1966-67 was $70.7 million,
with 938 districts participating. Funds were allocated to school districts
according to the number of children from families that met the low income
criteria.

While the funds available for school district programs decreased,
the number of students eligible and participating increased from 289,382
in 1965-66 to 372,146 in 1966-67. Therefore, the amount of Title I funds
approved per student dropped from $252 in 1965-66 to $190 in- 1966-67.

Title I programs served disadvantaged public and non-public school
students of all ages, ranging from youngsters who had not yet entered
kindergarten to teenagers who had already dropped out of high school.

Table A shows the grade-by-grade distribution of Title I participants,

About two-thirds of the students were in the elementary grades.
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OBJECTIVES AND ACTIVITIES

Pach district determined its objectives from the particular educa-

tional needs of disadvantaged children in its schools. Activities were
developed to implement the objectives. The most frequent objectives of
California's Title I projects, stated in general terms, were:
e Improve classroom performance in reading beyond usual expectation.
e Improve performance as measured by standardized achievement tests.
e Improve the verbal functioning level of the children.
e Improve the children's attitudes toward school and education.
e Improve the children's self-image.

The categories of activities and their frequency as the primary,
secondary or tertiary activity of school district projects conducted under
Title I in 1966-67 are shown in Table B. As the categories of primary,
secondary and tertiary are mutually exclusive, adding the percents of the
three categories would be misleading. Secondary and tertiary actjivities
were implemented, in most cases, to support the objectives of the primary
activity.

For example, a district's project may have had as its major objective
the improvement of reading skills., 1Its primary activity would be reading
{nstruction which falls in the curriculum programs category. Recognizing
that one cause of its students' reading problems might be impaired eyesight
and hearing, the district hired personnel for vision and audiometric screening.
Health services would be the district's secondary activity. Iz additionm,
the project may have included study trips to broaden the students' back-

grounds and employment of teacher aides to enable the teacher to work more

fntensively with individual students. Reduction of teacher load and cultural




enrichment would be designated as tertiary activities of the project.

The activities were identified by projects and not by districts.
Some districts operated several projects, with each of these having a
primary activity and perhaps supporting activities, Another district
conducting the same activities, but under one project, may have had only
one primary activity and several secondary and tertiary activites, Table B
is based on 1,118 projects implemented by 702 districts.

The majority of the primary activities were curriculum programs
directed toward raising achievement in subject skill areas. The most
frequent curriculum programs were in the areas of reading and basic com-
munication skills., Other activities in the curriculum programs category,
but conducted less frequently, were English as a Second Language, social
sciences, science, mathematics and a comprehensive curriculum comprising
more than one subject area.

Second in order of emphasis as a primary activity was reduction of
teacher load, which accounted for eight percent of the projects. The most
prevalent method of reducing teacher load was employment of teacher aides,
followed by the addition of elementary grade teachers. Other categories
accounting for more than five percent of the primary activities were cul-
tural enrichment and guidance and counseling,

A comparison between 1966-67 and 1965-66 activities indicates a
shift in emphasis between the two years, Curriculum programs, which con-

stituted 47.2 percent of the 1965-66 projects, increased by 10 percentage

points as the primary activity, Cultural enrichment and auxiliary services
which included library services, physical education, special education and

speech therapy -- decreased in emphasis as primary activities. Reduction
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of teacher load, which comprised 23.4 percent of the secondary activities
in 1965-66, accounted for only 11.2 percent of the secondary activities in
1966-67. Part of the decrease could be attributed to the 1966 amendments
to the McAteer Act of 1965, which made available state funds for reducing
pupil-teacher ratio in urban school districts.

To implement their Title I activities, school districts increased
their staffs by 20,174 persons, of which about 6,500 were volunteers. The
largest increase in employed personnel was in the category of teacher aides,
with 4,274 hired on a full time or part time basis. Elementary school
teachers comprised the next largest group of new employees. The number of
positions supported by Title I during 1966-67 is shown in Table C.

State guidelines require that school districts establish advisory
committees for Title I to insure community involvement in programs for dis-

advantaged children. A total of 7,577 persons served on school district

advisory committees during 1966-67. Of the committee members, 5,012 were

residents of the target area, and 2,869 of these were parents of disadvan-

taged children participating in Title I activities.

EVALUATION METHODS

Standardized achievement tests were used by most districts to evaluate
the effectiveness of their Title I projects in meeting the stated objectives.
This reflects the emphasis of the projects on raising student achievement
level. Teacher observations were the second most frequently used evaluation
technique. The 10 most common evaluation methods are shown in Table D.

Six of the top 10 ranked devices were objective in measurement, while the

remaining four were subjective,




TABLE C

NUMBER OF POSITIONS SUPPORTED
BY ESEA TITLE 1 FUNDS

1966-67
More Than
Half-Time
Full Less than Half-Time

Positions Time Full-Time or Less Total

Teaching
Teacher - Pre-kindergarten 207 30 60 297
Teacher - Kindergarten 111 4 20 135
Teacher - Remedial Reading 985 71 261 1,317
Speech Correctionist 29 7 30 66
Teacher of the Handicapped 42 3 37 82
Elementary Teacher 633 112 1,003 1,748
Secondary Teacher 624 68 275 967
Other Teaching Assignments
not listed above 205 41 570 816
Total Teaching 2,836 336 2,256 5,428

i Non-Teaching

Teacher Aide 1,412 934 1,928 4,274
Librarian 140 26 92 258
Supervisor or Administrator 170 33 289 492
Counselor 268 16 124 408
Psychologist 54 12 112 178
Testing Assignment 20 2 34 56
Social work assignment 50 11 27 88
Attendance Assignment 42 5 22 69
Nurse 115 25 118 258
Dental Hygienist 4 1 10 15
Clerical Position 754 116 349 1,219 |
Volunteer 81 113 6,350 6,544 "
Other 252 37 598 887 "
Total Non-Teaching 3,362 1,331 10,053 14,746 '
GRAND TOTAL 6,198 1,667 12,309 20,174




TABLE D
TYPES OF EVALUATION DEVICES
USED MOST FREQUENTLY TO ASSESS PROJECT ACTIVITIES
1966-67
Type Percentage of Projects

Standardized Achievement 58.4
Tests
Teacher Observations 11.8
Questionnaires to
Teachers 6.6
Anecdotal Records 6.0
Other Published Tests 5.2
Pupil Count 3.5
Locally Constructed
Achievement Tests 3.4
Ability Tests 1.8
Questionnaire to Students 1.7
Local Attitude Scales 1.5

; FINDINGS

In practically all cases, the achievement rate of students in Title I
programs increased as measured by objective tests. The range of gains was
substantial. Relatively few districts reporéed average gains of less than
a month for every month of instructionm, while in some districts the average
3 - was almost three years' gain during the year, In rare instances, the
growth exceeded four years in special tutorial programs with highly indivi-

dualized instruction.
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The majority of the gains can be classified as significantly more
than the one month's growth per month of instruction that the students
averaged during the brief operation of Title I in 1965-66. Thus, the
achievement gap that has traditionally existed between the disadvantaged
student and the middle class student appears to be gradually closing.
Title I students increased in percentile rank on standardized achievement
tests, although the majority still fall in the first quartile.

An analysis of the evaluation data submitted by school districts
leads to certain conclusions:

e The greatest progress in achievement was observed in districts,
schools and grade levels that had the most comprehensive compensa- :
tory education programs concentrated on a few selected objectives.
Projects which attempted through a single activity == such as field
trips or arts and crafts -- to overcome the learning problems
caused by poverty usually failed to result in demonstrable achieve-

ment gains.

The majority of the Title I programs were comprehensive in nature,

with the primary activities concentrated in skill development areas,

usually reading or language development. Supportive activities of

successful programs included diagnosis of individual student learning
difficulties, counseling and guidance, inservice training of staff
personnel and efforts to increase parent involvement in the educa-

tional process.

A frequent element of successful comprehensive programs was a re-

duced pupil-teacher ratio, usually accomplished by employment of
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teacher aides. However, programs which consisted solely of reduced
treacher load or class size -- without additional services or special-
{zed instruction -- were generally not as effective in raising
student achievew2nt as were the comprehensive programs.

Achievement gains tended to be greatest in the elementary grades,
especially in grades one through five., The least amount of growth
was at the high school level, where some of the districts reported
gains of less than one month per month of instruction. Generally,
the zlementary students tended to receive more saturated Title I
services than did the secondary students. Also, increments of
growth are more easily measured and observed in the elementary
grades than in the secondary grades.

Createst gains, on the average, were recorded in medium sized urban
areas, and the least demonstrated gains were in the rural areas.
Medium sized urban districts, which had Title I allocations large
enough to support a comprehensive compensatory education program
but had smaller concentrations of disadvantaged students with

less severe educational problems than did the largest districts,
averaged about two months' growth for every month of instruction,
The largest districts' average was about a month's growth per month

of instruction,

The rural districts, on the other hand, tended to have smaller
allocations with disadvantaged students spread over a larger geo-
graphical area., These districts generally spent less per Title I

student, indicating an effort to reach more children with a less

comprehensive program. Rural districts also tended to lack the
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specialized personnel to implement or evaluate a comprehensive

program. While rural districts reported positive change by their
students, usually in grades one through five, in most cases the
objective data submitted by the districts were inadequate to deter-
mine the spiecific magnitude of growth.

o In addition to increased student achievement, most districts .

reported that students in Title I programs improved in attitudes

toward school, motivation in learning and self-confidence. These

factors were often reflected in an increase in school attendance

and a decrease in dropout rate and behavioral problems.

Following are descriptions of some of the Title I activities and

services.,

Reading. Title I students usually scored higher gains in vocabulary

or word recognition skills than in paragraph meaning. Some districts made

comparisons of gains of students from varying income backgrounds within the
target areas. Children from the lowest income group in the target area
schools made greater gains in vocabulary than in paragraph meaning, while

the reverse was true of students from relatively higher income families

within the target area.

Students with the most severe reading disabilities among the disad-
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vantaged students in the target area were selected for remedial reading
instruction. These students were usually a year or more behind the reading
level of their disadvantaged classmates, which meant they were even further ,f

behind when compared to the general student population.

The most frequent organizational system for remedial reading was

TR




use of a special reading teacher who worked with a team in a reading labora-
tory to diagnose and remedy individual learning deficiences. Almost 57
percent of the reading projects used this system. Other frequent proced-
ures were employment of teacher aides to assist regular classroom teachers
during reading instruction and employment of additional classroom teachers
to reduce class size. Many districts used more than one organizational
system or modified the structure tc account for variations in reading needs
of students. For example, some districts used reading specialists for
students with severe reading disabilities, while teacher aides were pro-
vided for the regular teachers to assist students with less severe problems.
An analysis of the most effective reading projects showed that they
jnvolved a substantially higher expenditure per student than the average
for the state. Characteristics of the projects in which students with
severe reading disabilities showed the greatest achievement gains were:

e Students received reading instruction from a remedial reading
specialist. Some projects also included the use of an aide to |
bassist the remedial reading specialist,

6 The organizational system included extensive diagnostic services
to identify causes of reading and/or learning deficienciss and
specify remediation techniques. Some distr{cts also developed
case conferefice techniques using a variety of specialists to deter-
mine the causes of reading and/or learning difficulties, Case con-
ferences included recommendations and observations from the nurse,
reading specialist, classroom teacher, counselor, teacher aide and

school psychologist.
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e The pupil-teacher ratio during remadial reading instruction was
five to one or smaller.

e The organizational system provided for frequent communication
between the reading specialist and the classroom teacher to dis-
cuss individual student progress.

e The organizational system used more than one instructional method
for remedial reading. A pragmatic approach to reading instruction
was adopted. The focus was on finding methods or techniques which
were successful with each individual student, Districts reported

success in using a variety of instructional methods, including

phonics training, creative writing, language experience stories

and linguistic approaches.
e The student received instruction in a room specifically organized

for remedial reading instruction., The reading laboratory, also %

called a language laboratory or reading clinic, contained a wide

variety of mechanical and printed devices which enabled the indivi-
dual student to proceed at his own pace in remediation of a specific
deficiency. Immediate assistance from an aide or a reading specialist

was available when the student was not successful,

In summary, the key to reading improvement for students with severe
reading disabilities was a flexible instructional systeh conducted by a
reading specialist working closely with the classroom teacher. The in-
structional system contained enough individualized instruction and special-
ized materials to guarantee daily success and continued improvement by

each student,




Cuidance and Counseling., Guidance and counseling activities were

aimed primarily at improving student attitudes, raising educational and
occupational aspirations, improving school-parent relationships and diag-
nosing student learning problems. In most cases guidance and counseling

was a supportive activity to a curriculum program,

Individual counseling was the most frequent procedure, followed by

psychological testing. Parent and group counseling were also conducted in

Title I programs, Among the trends was increased use of social workers
for home visits and counselors at the elementary and junior high school
level.

The most effective counseling procedures were multiple counseling
sessions, in which the counselor met with the student regularly over a
substantial period of time, usually more than one semester, Other charac-

teristics oi effective counseling programs were: !

e There was frequent consultation between the classroom teachers, f

administrators and counselorsd,

e Contacts between the counselor and the parents of the student
were frequent,

e After diagnecsing the student's learning problems, provision was
made for follow-up activities. Thus, the counseling and psycho-
logical staff assisted the school in placement of the student,

then followed his progress in the compensatory education program,

Inservice Training. An important element in the strengthening of

instructional programs for disadvantaged youth is an effective inservice

training program for personnel in compensator; education activities, 1In

the first year of Title I, the emphasis of inservice training projects was
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on improving the attitudes of school personnel toward disadvantaged children.

During

thz 1966-67 school year, there was a significant shift from under-

standing the problems of the disadvantaged to the development of specific

skills

crease in the number of inservice training projects concentrating on improving

skills

of new

to meet the needs of disadvantaged students. There was also an in-

in diagnosing educational and learning deficiences and on development

curriculum materials. Very little inservice training was directed

specifically at improving skills in guidance and counseling.

Elementary school teachers comprised more than two-thirds of the

participants in training activities, while about one-fourth were secondary

teachers. Only a small percentage of the participants were administrators

or non-certificated personnel, such as teacher aides.

varied
by the

Although the types and intensity of inservice training activities

considerably, the most promising inservice projects were characterized

following factors:

The goals of the inservice program were clearly defined and a con-

centrated effort was made to improve instruction in a specific area.
!

The inservice program 1nc{3de§ all the professional and para-pro-

fessional staff whose acquisition of new knowledge or a specific

skill would affect the behavior or achievement of disadvantaged

students.

Districts used a workshop approach with an organizational structure

which provided for small group interaction.

Skills were developed or modified over an extended period of time

during the regular school year.

e o, Salikinko K
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e The attitude change or new skill advocated during the inservice pro-
f gram was implemented and modified under local classroom conditions
{ with local students.
e The organizational system included routinely scheduled periodic
group meetings of participants for discussion, evaluation and
modification of new techniques and materials advocated during the

initial phases of the training program.

Least effective were inservice training programs that consisted of
one all day meeting for the school year. It was usually a large group
meeting with a formal speaker, and did not provide opportunities for indivi-
dual participants to actually use new techniques or materials with disad-

vantaged students.

Teacher Aides. Teachers and administrators gave high praise to the

value of non-certificated teacher aides in compensatory education activities. ;
The aides were hired to reduce pupil-adult ratio, provide assistance and
gservice to certificated personnel, allow the teacher time for special
attention to individual students and serve as liaison between school and
home.

Assignments for teacher aides varied widely. The activities most
frequently performed by aides were preparation of instructional materials,
working with individual students and small groups, supervising class work
and group games, correcting ﬁapers and performing clerical duties. In
addition to using aides for classroom teachers, many districts employed
aides to reading specialists, community workers, nurses, counselors,

librarians and other personnel.
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Teacher aides were most successful in projects where:

e The aides, along with the classroom teachers, received inservice
training to familiarize them with the nature and purposes of the
compensatory education program,

e The duties of the aides were clearly delineated.

e Bilingual aides were used in schools with large numbers of non-
English speaking students.

e The aides were recruited from the target area population,

English as a Second Language (ESL) . English programs for non-

English speaking students were concentrated in three areas of the state:
the southern counties adjacent to the Mexican border, the San Joaquin
Valley agricultural area and the large cities.

Most of the ESL projects were conducted in special classrooms by
bilingual teachers with the assistance of bilingual aides. Resource teachers
were often employed to prepare materials for the teachers and students., Most
of the programs relied on new and often experimental materials, Evaluation
data indicated that the students' reading comprehension, ability to express
jdeas in English clearly and confidence in speaking increased as a result
of ESL activities.

The most successful ESL projects were those which included extensive
{nvolvement of parents and community resource persons in the activities.

At the secondary level, an effective technique was to relate the use of

English skills to vocational training programs.

Preschool. An analysis of test data indicated that kindergarten

children who had attended preschool scored substantially higher on reading

readiness tests than did disadvantaged children who had not gone to pre-
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school. The preschool programs were particularly helpful to youngsters

from homes where English is not the primary language. The preschool chil-
dren also scored higher on intelligence tests after participation in pre-
school activities,

Other evaluation devices, such as teacher rating scales, indicated
that the preschool children made appreciable progress in language and
cognitive development, Their emotional maturity and behavior, especially
in working cooperatively with other children, generally improved,

Strong emphasis was placed in preschool programs on involvement of
parents as volunteers and aides in the classroom and as participants in

activities.

Integration. Title I funds were used by several school districts
to implement integration plans designed to alleviate the adverse effects
of racial isolation on minority group students.

The general pattern for integration was to reassign minority group
students from heavily impacted target area schools to elementary schools
which had small percentages of ethnic minority pupils and adequate class-
room space. Where necessary, transportation was provided to the "receiving'
schools. Some of the Title I services and personnel normally provided in
the poverty area schools followed the integrated pupils to their new schools.
These included language and remedial reading specialists, cultural enrich-
ment, home-school coordinators, human relations specialists, free lunch
programs and after-school study centers, In most of the districts, 1966-67
was the first year of their integration program.

Data submitted by the school districts indicated that the integrated

students progressed at a slightly augmented rate of achievement, as compared
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to their previous growth, while the achievement of the "resident' students
in the receiving schools was not affected. Where studies were conducted
to compare the achievement of integrated students with that of students
who had similar pre-test scores but who remained in the poverty area schools,
the integrated pupils made similar or slightly higher scores.
Teachers reported that the integrated pupils had shown improvement
in attitude toward school, interest in learning, self-image and general
appearance during the year. The majority of parents expressed the opinion
that their children were getting a better education because of the inte-
gration program.
From the data available at this time, it appears that integration g
has had a positive effect on the minority children involved. There is
evidence to suggest that the effect has been greatest on the higher
~achieving groups within the target area population.
Other implications of the data are:

e Integrated children seem to achieve higher when they are grouped
with high achieving, academically-oriented pupils from the receiving
schools.

e Clustering the integrated students from the target area in a single

class or with low-achieving pupils results in continued poor achievement,
e Integration with motivated pupils results in improved performance on

ability tests, even after a short time,

Health Services. Through Title I, disadvantaged students in poverty
areas received physical and dental examinations, nutrition in the form of

free breakfasts, lunches or snacks, and instruction in proper health habits.
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Most of the health services programs were conducted by school nurses, who

identified children to be referred to doctors and dentists for correction
of medical and dental problems, including visual and auditory handicaps.

Parents, as well as students, received health education instruction

in nutrition, personal care, immunization and disease control. The uurses

often served as the school-home liaison person, providing families with

medical advice and information, gathering information on the reasons for
student absences and relaying information from the school to home.

The health services resulted in identification of many health pro-

blems which were affecting student progress in school. Health services

also resulted in an increase in parent involvement in school activities,

Cultural Enrichment. Cultural enrichment activities were most

| effective when they were planned around classroom teaching units. In most

cases, cultural enrichment was in the form of study trips, which were pre-

ceded by classroom preparation so that the students gained an understanding

and appreciation of what they would see. The study trips were followed up

with discussions, written reports and other activities centered around the

experiences of the students.

Trips were conducted to governmental agencies, business firms, com-
munity centers, institutions of higher education, parks and recreation
areas, and fine arts performances. In many districts parents were encouraged
to accompany their children on study trips, often as chaperones.

Teachers reported that study trips were of value both as a teaching
tocl and as a means of broadening the cultural background of the students.

These activities also helped improve the students' conceptual and verbal

skills,
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PROGRESS RATINGS

Each project was rated by the Office of Compensatory Education on
a four point scale as to its degree of success in meeting its objectives,
The four ratings were "substantial progress,' '"moderate progress,' ''some
progress,” and "little or no progress or progress not specified,"

Rigorous standards were applied in judging the degree of success,
To receive a rating of 'substantial progress,' a project had to result in
substantial growth or positive change that was greater than would have
been expected in the regular school program and that was statistically
significant, meaning the obtained results could not have occurred by
chance. A control or comparison group had to be used to show that the
positive growth or change was due to the Title I project.

For a project to receive a "moderate progress' rating, there also
had to be substantial and significant growth or positive change. There
was no control or comparison group, usually because none was available,
but the magnitude of change was such that the same result would not have
been expected from the regular school program,

Projects receiving a ''some progress" rating had data to show growth
or positive change, although the magnitude of the growth or change was not
sufficient to justify a higher rating.

The "little or no progresé or progress not specified" rating was
applied to projects which did not result in positive change or where growth
was not specified. This included cases where the school officials stated

that their project was effective or successful but submitted no supporting

information,
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The percentage of projects, categorized by their primary activity,
receiving each rating in 1965-66 and 1966-67, is presented in Table E.
It should be noted that the percentages of projects receiving each rating
do not necessarily reflect the percentages of students participating in

the projects. On the average, the projects that were more successful and

received higher ratings were in the larger districts and involved larger
numbers of students,while the projects with lower ratings tended to be in
the smaller districts. For example, the 44,6 percent of the remedial
reading projects which received a "substantial" or "moderate progress''
rating represented more than two-thirds of the Title I students participating
in reading activities.

A comparison of the two years shows an increase in the percentage of
1966-67 projects that were effective in meeting their objectives, 1In
1966-67, 44,3 percent of the total projects received a '"substantial progress"
or "moderate progress" rating, as compared to 33.7 percent in 1965-66. There
was a corresponding decrease in the percentage of projects receiving lower

ratings. About 85 percent of the projects in 1966-67 resulted in demon-

strated growth or positive change to some degree.

MIGRANT EDUCATION

Through 1966 amendments to Title I, the California Plan for the
Education of Migrant Children was developed and implemented in the spring
of 1967. The program constituted California's first statewide effort to
strengthen educational opportunities for children of migrant agricultural

workers. Some 9,671 children participated in projects in 66 school dis-

tricts in 21 counties.
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TABLE E

PROGRESS REPORT ON PRIMARY ACTIVITIES CONDUCTED
BY CALIFORNIA SCHOOL DISTRICTS
1965-66 and 1966-67

Substantial Moderate S ome . Little or No Number of ;
Progress Progress Progress Specified Prog. Projects .3

% of Proj. % of Proj. 7 of Proj. % of Proj.

Preschool
1965-66 3.9 31.4 33.3 31.4 51
1966-67 5.0 45.0 35.0 15.0 42
Curriculum Programs =-- Total
1966-67 9.0 37.2 39.9 13.9 621
Curriculum Program -- Communicative Skills
1965-66 2.6 36.8 46.5 14.0 114
Curriculum Program -- Remedial Reading
1965-66 2.4 38.0 46.2 13.3 368
1966-67 9.2 35.4 43.9 11.7 326
Curriculum Program -- English as a Second Language
1966-67 3.2 29.0 48.4 19.4 31
Supportive Auxiliary Services
1965-66 3.7 15.7 36.1 44,5 108
1966-67 9.4 18.8 37.6 32.9 52
Guidance and Counseling
1965-66 - 30.0 33.8 36.2 80
1966-67 12.3 28.1 45.6 14.0 57




TABLE E (Cont o)

Substantial Moderate Some Little or No Number of
Progress Progress Progress Specified Prog. Projects

% of Proj. % of Proj. % of Proj. % of Projects

Health Services

1965-66 6.6 46,7 26.7 20,0 15
1966-67 11.1 11,1 44,5 33.3 18
School-Community Coordination

1965-66 - 70,0 23.3 6.7 30
Cultural Enrichment

1966-67 7.5 36.4 36.4 19,7 66

Reduction of Teacher Load
1965-66 - 32.3 43,4 24,3 99
1966-67 6.0 37.4 32.5 24,1 83
Dropout Projects
1965-66 - 80.0 - 20,0 5
1966-67 20.0 20.0 20,0 40,0 5
Study Centers and Tutoring Projects -

"~ 1965-66 3.8 22.6 43,4 30,2 53

1966-67 10.4 31.0 27.6 31.0 29
Inservice Education

1965-66 - 16.4 24.7 58.9 73

1966-67 17.1 48.6 25.7 8.6 35
Attitude Development

1965-66 - 41,7 45,8 12,5 24

1966-67 3.7 25.9 55.6 14.8 27

TOTAL
1965-66 2.3 31.4 41,2 25.1 1,282
1966-67 9,0 35.3 38.8 16.9 1,050
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A major feature of the migrant program was the development of a

multi-district and multi-agency approach to the education of migratory

children. Regional and countywide projects were implemented to demonstrate
the advantages of coordinated efforts involving funds and resources of
several agencies.

As most of the migrant children were Mexican-Americans with limited
command of the English language, the instructional program placed strong
emphasis on language development and English as a Second Language. Pupil-
adult ratios were substantially reduced to provide individualized and
small group instruction. In the majority of cases, this_objective was
accomplished through use of teacher assistants and teacher aides, many
of whom were bilingual and were former migrants.

Aides were also used to provide direct contact with parents of

migrant children. Involvement of parents was an important part of all
the migrant projects. In addition to being employed as aides, they served

as members of school district advisory committees to plan and implement

programs and participated in activities designed specifically to improve
their understanding of the importance of education.

Other major activities for migrant children included preschool,
cultural enrichment, health and food services, physical education and
recreation, and after school study centers. A primary goal of the Calif-
ornia Plan for the Education of Migrant Children was full integration of
the children into the mainstream of school activities. Whenever it was
physically possible, migrant children were integrated into regular class-
rooms rather than placed in separate classrooms or schools. The result
of integration was that the migrant children gained rapidly in accultura-

tion and language development because of increased contact with their




non-migrant classmates.

The Caiifornia Plan for the Education of Migrant Children included
interstate cooperation with Arizona, Oregon, Texas and Washington. The
five states participated in exchange of teachers, inservice education of
migrant education staff personnel, transfer of student school and health
records, and exchange of information on effective techniques in educating

migrant children,

PROBLEM_AREAS

Major problem areas in implementation of Title I programs in

California were the reduction in appropriation and delay in funding,

lack of adequate personnel and, in some cases, misunderstanding of the

purpose of Title I.

Reduction in Appropriation and Delay in Funding. The reduction

of California's Title I appropriation from the 1965-66 level created

serious problems in maintaining the quality of the programs.
The problems caused by reduced funding could be successfully re-
solved only through a restoration of funds; however, steps were taken by

the State Office of Compensatory Education and school districts to alleviate

the effects of the cutback, Districts generally adopted one of three alter-
natives: reduced the number of children served; continued some of the pre-
vious year's Title I activities with other resources, such as district
funds; or eliminated or reduced some procedures, such as equipment purchases,
and concentrated funds on personnel and services.

Late Congressional action in appropriating funds for Title I com-

pounded the program planning and implementation problems caused by the
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cutback in funds. For maximum efficiency in use of resources, school dis-
tricts must know the amount they have available from Title I in the spring
of the previous school year, Late funding also had an adverse effect on
employment of qualified personnel for Title I activities as recruitment 1is
generally conducted during the spring and early summer.

The problems caused by late funding were partially alleviated by
the State Office of Compensatory Education's policy allowing school districts
to apply and receive approval for 85 percent of their previous year's allo-
cation amount, pending official action by Congress. This allowed school
districts to begin implementing their Title I program prior to notification
of their actual allocation. However, some of the districts, particularly
the smaller ones, postponed implementation of their 1966-67 projects until
i they received official notification of their entitlement, Consequently,
many projects were not in operation for the full school year. In addition
to earlier Congressional action on appropriations, funding over a longer
period of time is needed to reduce uncertainty of allocations and to pro-
mote more efficient long range planning.

Lack of Personnel. The inadequate supply of qualified personnel,

especially specialists such as reading teachers and school-community liaison
workers, continued to be a major problem during the 1966-67 school year,
School districts generally attempted to resolve their-personnel problems
by special training for existing employees and by extensive use of para-
professionals, especially teacher and clerical aides,

Many smallet districts also had insufficient personnel with the

background and knowledge to plan, implement and evaluate compensatory

education programs. Use of county office personnel, contracts with outside

i s
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consultants, development of cooperative projects and assistance from the
State Office of Compensatory Education helped alleviate the problem,

More intensified inservice training for all staff personnel in
compensatory education is needed, School district reports indicated
that few administrators or teacher aides were receiving inservice training.
There was also evidence that many teachers in compensatory education schools
were not aware of the purposes of the specialized programs for disadvantaged

children.

Misunderstanding of Title I Philosophy. A major problem during the

1965-66 school year was that many school districts misunderstood the con-
cept of the program and sought approval for general aid programs rather
than activities concentrating on the needs of the most disadvantaged chil-
dren. Great progress has been made in this area and the problem was sub-
stantially reduced during the 1966-67 school year, as the concept of
compensatory education for disadvantaged children gained understanding
and acceptance.

However, the problem still exists in some school districts, which
continue to submit applications that would spread the funds too thinly over
a poorly defined target area, Because funds are insufficient to enable all
children in need of compensatory education to receive services, it is

necessary to focus activities on the learning handicaps of the most

severely disadvantaged students,
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SECTION I

A GENERAL LOOK AT ESEA TITLE I IN CALIFORNIA

This section gives an overview of ESEA Title I in California during

1966-67, including statewide statistics on school district activities and

operations.




A GENERAL LOOK AT TITLE I IN CALIFORNIA

The Elementary and Secondary Bducation Act of 1965, Title I, author-
ized federal funds to strengthen educational programs for economically,

socially and culturally disadvantaged children. Title I was first imple-

mented in the spring semester of 1965-66, and the 1966-67 school year

marked its first full year of operation.

Title I is California's major source of funds for compensatory educa-
tion programs to raise the achievement level of children from low-income
families., Compensatory education recognizes that if every child is to
receive an equal opportunity to succeed to the full extent of his potential,

the schools must often compensate for the disadvantaged backgrounds of

some children who have educational needs that cannot be met by the regular
instructional program.

Title I programs served children and youths of all ages, from the
youngster who had not yet entered kindergarten to the teenagers who had

already dropped out of high schools.

FUNDS AND PARTICIPANTS

California's aliocation under ESEA Title I for 1966-67 was $73.6
million, as compared to $78.5 million in 1965-66. In both years, funds were
included for handicapped children in state hospitals and state schools,
During 1966-67, however, new amendments passed by Congress in 1966 earmarked
part of the state's allocation for programs serving children of migrant
agricultural workers, and neglected and delinquent youths in state and
local institutions,

School District Programs. When funds for programs for specialized

categories of children are subtracted from the state's total Title I allocation,
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the amount available for school district programs was $70.7 million, with 938
districts participating in 1966-67.

While the funds available for school district programs decreased, the
number of students eligible and participating increased from 289,382 in
1965-66 to 372,146 in 1966-67. Therefore, the amount of Title I funds approved
per student dropped from $252 in 1965-66 to $190 in 1966-67.

Of the students participating in 1966-67, 16,140 were enrolled in non-
public schools. Table I-A shows the grade-by-grade distribution of Title I
students in the public and non-public schools. Among the public school stu-
dents, 1.4 percent were in preschool, 41.1 percent were in the kindergarten
and primary grades, 24,3 percent were in the upper elementary grades, 19.8
percent were in the junior high grades and 13.4 percent were in the high
school grades. Elementary school students, then, comprised two-thirds of
the participants in Title I programs.

In addition to students, 1,055 dropouts and 16,001 adults participated
in Title I programs.

Specialized Programs, Of the state's total Title I allocation for
1966-67, $1.4 million was approved for compensatory education activities for
children of migrant agricultural laborers. The total number of children par-
ticipating in the California Plan for Migrant Education, which was implemented
in the spring, was 9,671.

About $442,000 was approved for projects for handicapped children in
state hospitals and state schools. These included mentally 111 and mentally
retarded children in state hospitals operated by the California State Depart-
ment of Mental Hygiene, and blind, deaf and cerebral palsied children enrolled

in residential schools administered by the California State Department of

Education. The California Youth Authority received $203,000 in funds for
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Title I programs for neglected and delinquent youths in its institutions,
while about $800,000 was earmarked for programs that served neglected and
delinquent youths in local institutions., The remainder of Section I per-
tains to school district Title I programs for regularly enrolled disadvan-
taged children in public and non-public schools. Reports on programs for

specialized categories of students are contained in Section IV,

ACTIVITIES

The categories of activities and their frequency as the primary,
secondary or tertiary activity of school district projects conducted under

Title I in 1966-67 are shown in Table I-B., As the categories of primary,

secondary and other are mutually exclusive, adding the percents of the
three categories would be misleading. Secondary and tertiary activities

were implemented, in most cases, to support the objectives of the primary

activity.,

For example, a district's project may have had as its major objective

the improvement of reading skills. Its primary activity would be a reading
program, which falls in the curriculum programs category. Recognizing that
one cause of its students' reading problems might be poor eyesight and
hearing, the district hired personnel for vision and audiometric screening,
Health services would be the district's secondary activity. In addition,
the project may have included cultural study trips to broaden the students'’
backgrounds and employment of teacher aides to enable the teacher to work
more intensively with individual students. Reduction of teacher load and
cultural enrichment would be designated as tertiary activities of the project.
The activities were identified by projects and not by districts. Some

districts operated several projects, and each of these had a primary activity
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and perhaps supporting activities. Another district conducting the same
activities, but under one project, may have had only one primary activity
and several secondary and tertiary activities, Table I-B is based on 1,118
projects implemented by 702 districts.

The majority of the primary activities were curriculum programs
directed toward raising achievement in subject skill areas. The most fre-
quent curriculum programs were in the areas of reading and basic communication
skills. Other activities falling in the curriculum programs category, but
conducted less frequently, were English as a Second Language, social studies,
science, mathematics and a comprehensive curriculum comprising more than one
subject area.,

Second in order of emphasis as a primary activity was reduction of
teacher load, which accounted for eight percent of the projects. The most
prevalent methods of reducing teacher load was employment of teacher aides,
followed by adding elementary teachers, Other categories accounting for
more than five percent of the primary activities were cultural enrichment
and guidance and counseling.

A comparison of 1966-67 activities with 1965-66 activities is presented
in Table I-C. There were several shifts in emphasis between the two years,
Curriculum programs increased by 10 percentage points as the primary activity,
while cultural enrichment decreased by 4 percentage points, and auxiliary
services -- which included library services, physical education, special
education and speech therapy -- dropped by 5 percentage points, Reduction
of teacher load, which constituted 23.4 percent of the secondary activities
in 1965-66, accounted for only 11.2 percent of the secondary activities in
1966-67. Part of the decrease could be attributed to the 1966 amendments to

the McAteer Act of 1965, which made available state funds for reducing pupil-
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TABLE I-D

FUNDS ENCUMBERED FOR TITLE I ACTIVITY CATEGORIES 1966-67

$ ENCUMBERED FOR
PRIMARY ACTIVITY

TYPE OF ACTIVITY

$§ ENCUMBERED FOR
SECONDARY ACTIVITY

$ ENCUMBERED FOR
TERTIARY ACTIVITY

Preschool

Curriculum Programs
Language Development
Remedial Reading

All Others

Supportive and
Auxiliary Services

Guidance and
Counseling

Health Services

School-Community
Coordination

Cultural Enrichment

Reduction of
Teacher Load

Dropout
Pro jects

Study Centers
and Tutoring

Inservice Education

Intergroup Relations

Improved Physical
Environment and Addi-
tional Equipment

Attendance Improve-
ment

Attitude Development

2,468,185

6,223,112
13,705,635
4,399,086

1,667,036

1,930,812

920,577

586,590
955,749

4,420,707

357,826

429,038
587,651
102,009

141,321

276,834
569,311

1,
2,

1,

1,

1,

198,858

517,176
267,306
380,412

780,849

329,869
347,788

93,172
468,888

991,275

17,000

133,989
260,185

52,995

347,140
289,179

134,531

132,441
32,101
622,490

516,305

1,176,153

159,483

110,379
351,165

1,117,528

116,716

89,468
508,000

25,096

103,538
96,066

St s s vt tc Bt
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teacher ratio in some of the school districts.

The amount of funds that districts reported they encumbered for

various activities 1is showﬁiin Table I-D. The table is not to be construed

as a financial report, which districts must submit separate from their

evaluation report and which must follow established accounting procedures.

The table is presented to reflect the relative financial emphases that

districts placed on different activities.

funds for summer school activities, capital outlay or administrative expenses.

The table is based on projects of 702 districts and does not include

OBJECTIVES

Each district, in developing an application for Title I funds, was

required to state the objectives of its project or projects. A list supplied

by the U, S. Office of Education was used to categorize objectives. The

most frequent objectives of Title I projects, stated in general terms, in

1966-67 were:

Improve classroum performance in reading beyond usual expectation.
Improve performance as measured by standardized achievement tests.
Improve the verbal functioning level of the children,

Change (in a positive direction) the children's attitudes toward
school and education,

Improve the children's self-image.

A comparison of the objectives reported by districts for 1965-66 and

1966-67 is shown in Table I-E. A project could have more than one objective,

The increase in numbers of objectives in 1966-67 reflects the efforts of

districts to implement more comprehensive projects. Percentages listed for
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CODE FOR TABLE I-E

Achivvomcnt

11 To improve performance as measured by standardized achievement tests.

12 To improve classroom performance in reading beyond usual expectation.

13 To improve classroom performance in other skill areas beyond usual expectations.

14 Other achievement objectives

Abi.ity

21 To improve performance as measured by standardized tests of intellectual ability.

22 To improve the verbal functioning level of the children.

23 To improve the non-verbal functioning level of the children.

24  Other ability objectives

Attitude

31 To improve the children's self-image.

32 To change (in a positive direction) the children's attitudes toward school and
education.

33  To raise the children's occupational and/or educational aspirational level.

34 To increase the children's expectations of success in school.

35 Other attitudinal objectives

Behavior

41 To improve the children's average daily attendance.

42 To improve the holding power of schools (to decrease the dropout rate).

43 To reduce the rate and severity of disciplinary prablems.

44 To improve and increase the children's attention span.

45 Other objectives dealing with children's behavior

Other Arcas Relating tc the Learning Procecs

51
52
53

54
55

To improve the physical health of the children.

To improve the nutritional health of the childxen.

To improve the children's emotional and social stability and/or that of their
families.

To provide adequate clothing for the children.

Other objectives relating to the learning process

Unique Objectivcs

61
62
63
64
65

English as a foreign language.
Reduce class size.

Cultural enrichment.

In-service training.

Improve home-school communication.




COMPARISON OF TITLE 1 PROGRAM OBJECTIVES:

TABLE 1-E

1965-66 AND 1966-67

1965-66 1966-67
OBJECTIVE NO. OF PROJS. % OF OBJTVS, NO. OF PROJS. % OF OBJTVS.
Achievement
11 120 9.4 391 13.3
12 2390 22.7 417 14.1
13 156 12.2 192 6.5
14 23 1.8 44 1.5
Ability
21 3 2 59 2.0
22 48 .8 373 2.7
23 9 o7 73 2.5
24 1 ol 20 7
Attitude
31 19 1.5 300 0.2
32 33 2.6 277 9.4
35 24 1.9 81 2.7
34 28 2.2 182 6.1
35 2 o2 20 7
Behavior
41 5 A 40 1.4
42 10 .8 46 1.6
43 1 .1 41 1.4
44 1 .1 24 .8
45 1 .1 7 o2
Other Areas
51 43 3.4 33 1.1
52 5 4 19 .6
53 34 2.7 63 2.1
54 1 .1 5 o2
55 64 5.0 35 1.2
Unique Objectives
61 32 2.5 29 1.0
62 73 5.7 23 .8
63 155 2.2 85 2.9
64 76 6.0 43 1.5
65 16 1.2 25 .8
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objectives should be compared within years and not between years, because the
base of the percentage computation changed due to the increase in numbers of
objectives listed,

Generally, the shifts in objectives relate to the shifts in primary
activities reflected in Table I-C. For example, the number of projects aimed
at improving reading performance (Code 12) increased from 290 in 1965-66 to
417 in 1966-67, which relates to the increase in curriculum programs in
reading. The substantial increase in projects with objectives in the "attitude'
category reflected the increase in counseling and guidance and other attitude

development activities,

PERSONNEL AND ADVISORY COMMITTEES

To implement their Title I programs, school districts increased their
staffs by 20,242 persons, of which about 6,500 were volunteers, The largest
increase in employed personnel was in the category of teacher aides, with
4,274 hired on a full time or part time basis. Elementary school teachers
constituted the next largest group of new employees. A breakdown of the number
of positions supported by Title I during 1966-67 is shown in Table I-F.

State guidelines required that school districts establish advisory
committees for Title I to insure community involvement in programs for dis-
advantaged children. A total of 7,577 persons served on school district
advisory committees during 1966-67. Of the committee members, 5,012 were
residents of the target area, and 2,869 were parents of disadvantaged children
participating in Title I activities,

In working with advisory committees, 44.6 percent of the school dis-
tricts reported a high degree of success, 46.8 percent reported an average

degree of success and 8.6 percent reported a low degree of success.
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TABLE I-F
NUMBER OF POSITIONS SUPPORTED
BY ESEA TITLE I FUNDS
1966-67
More than
. Full Half-Time Half-Time
Positions Time Less than or Less
Full-Time
Teaching
Teacher - Pre-kindergarten 207 30 60
Teacher - Kindergarten 111 4 20
Teacher - Remedial Reading 985 71 261
Speech Correctionist 29 70 30
Teacher of the Handicapped 42 -3 37
Elementary Teacher 633 112 1,003
Secondary Teacher 624 68 275
Other teaching assignments
not listed above 210 41 570
Total Teaching 2,841 399 2,256
Non-Teaching

Teacher Aide 1,412 934 1,928
Librarian 140 26 92
Supervisor or Administrator 170 33 289
Counselor 268 16 124
Psychologist 54 12 112
Testing assignment 20 2 34
Social work assignment 50 11 27
Attendance assignment 42 5 22
Nurse 115 25 118
Dental Hygienist 4 1 10
Clerical position 754 116 349
Volunteer 81 113 6,350
Other 252 37 598
Total Non-Teaching 3,362 1,331 10,053

GRAND TOTAL 6,203 1,730 12,309
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TABLE I-G

TYPES OF EVALUATION DEVICES
USED MOST FREQUENTLY TO ASSESS PROJECT ACTIVITES

TYPE TYPE
1966-67 PERCENTAGE 1965-66 PERCENTAGE
Standardized Standardized
Achievement Tests 58.4 Achievement Tests 29,2
Teacher Teacher
Observations 11.8 Observations 26,1
Questionnaires to Pupil Count 8.3
Teachers 6.6
Anecdotal Records 6.0 Questionnaire to
Parents 7.8
Other published
Tests 5.2 Anecdotal Records 7.2
Pupil Count 3.5 Local Constructed
Achievement Tests 7.2
Locally Constructed
Achievement Tests 3.4 Other Published
Tests S.4
Ability Tests 1.8

Local Attitude Scales 4.1
Questionnaire to
Students 1.7 Attendance Records 2.4

e
[ 3
(%,

Local Attitude Scales Questionnaire to

Students 1.5

Vs




EVALUATION METHODS

AT AT TR e e R

Standardized achievement tests were used by most districts to evaluate
the effectiveness of their Title I projects in meeting the stated objectives.
This reflects the emphasis of the projects on raising student achievement
level, Teacher observations were the second most frequently used evaluation
technique. A comparison of the 10 most common evaluation methods for 1965-66
and 1966-67 is shown in Table I-G. The percentage of projects evaluated by
standardized tests doubled from 29.2 percent in 1965-66 to 58.4 percent in
1966-67. In both years, six of the top ten ranked devices were objective

in measurement, while the remaining four were subjective.

SUCCESS OF ACTIVITIES

Each project was rated by the Office of Compensatory Education,
Bureau of Evaluation and Research, on a four point scale as to its degree
of success. The four ratings were 'substantial progress,' ''moderate pro-
gress,' ''some progress," and"little or no progress or progress not specified.”

Rigorous standards were applied by the Office of Compensatory Educa-
tion in judging the degree of success. To receive a rating of 'substantial
progress,' a project had to result in substantial growth or positive change
that was greater than would have been expected in the regular school program
and that was statistically significant, meaning the obtained results could
not have occurred by chance. A control or comparison group had to be used
to show that the positive growth or change was due to the Title I project.

For a project to receive a "moderate progress" rating, there also had
to be substantial and significant growth or positive change. There was no

control or comparison group, usually because none was available, but the

magnitude of change was such that the same result would not have been expected
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from the regular school program,

Projects receiving a ''some progress' rating had data to show growth or
positive change, although the magnitude of the growth or change was not suf-
ficient to justify a higher rating,

The "little or no progress' rating was applied to projects which did
not result in positive change or where growth was not specified. This in-
cluded cases where the school officials stated that their project was effec-
tive or successful but submitted no supporting information,

The percentage of projects, categorized by their primary activity,
receiving each rating in 1966-67 and 1966, is presented in Table I-H., A
comparison of the two years shows an increase in the percentage of 1966-67
projects that were effective in meeting their objectives. In 1966-67, 44.3
percent of the projects received a ''substantial progress' or 'moderate pro-
gress" rating, as compared to 33,7 percent in 1965-66. About 85 percent of

the projects in 1966-67 resulted in demonstrated growth or positive change

to some degree,
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TABLE I-H
PROGRESS REPORT ON PRIMARY ACTIVITIES CONDUCTED
BY CALIFORNIA SCHOOL DISTRICTS
1965-66 AND 1966-67
Substantial Moderate Some Little or No Number of
Progress Progress Progress Progress Projects
% of Proj. % of Proj. % of Proj. % of Proj.
% Preschool
1965-66 3.9 31.4 33.3 31.4 51
: 1966-67 5.0 45.0 35.0 15.0 42
g Curriculum Programs =-- Total
1965-66 2.6 35.7 45.2 16.5 611
: 1966-67 9.0 37.2 39.9 13.9 621
Curriculum Program -- Communicative Skills
1965-66 2.6 36.8 46 .5 14.0 114
1966-67 9.3 45.9 31.4 3.1 169
Curriculum Program -- Remedial Reading
1965-66 2.4 38.0 46.2 13.3 368
1966-67 9.2 35.4 43.9 11.7 326
Curriculum Program -- English as a Second Language
1965-66 2.3 27.9 44 .1 25.6 26
Supportive Auxiliary Services
1965-66 3.7 15.7 36.1 44,5 108
Guidance and Counseling
1965-66 - 30.0 33.8 36.2 80

1966-67 12.3 28.1 45.6 14.0 57




TABLE I-H (Cont.)

Substantial Moderate Some Little or No Number of
Progress Progress Progress Progress Projects
7 of Proj. % of Proj. % of Proj. % of Proj.

Health Services

1965-66 6.6 46.7 26.7 20.0 15
1966-67 11.1 11.1 44.5 33.3 18

School-Community Coordination

1965-66 - 70.0 23.3 6.7 30
1966-67 6.7 33.3 33.3 26.7 15

1965-66 3.8 21.8 47 .4 27.0 133
1966-67 7.5 36.4 36.4 19.7 66
Reduction of Teacher Load
1965-66 - 32.3 43 .4 24.3 99
1966-67 6.0 37.4 32.5 24.1 83
Dropout Projects
1965-66 - 80.0 - 20.0 5
1966-67 20.0 20.0 20.0 40.0 5
Study Centers and Tutoring Projects
1965-66 3.8 22.6 43.4 30.2 53
1966-67 10.4 31.0 27 .6 31.0 29
Inservice Education
1965-66 - 16 .4 24,7 58.9 73
1966-67 17.1 48.6 25.7 8.6 35
Attitude Development
1965-66 - 41.7 45.8 12.5 24
1966-67 3.7 25.9 55.6 14.8 27
TOTAL
1965-66 2.3 31.4 41.2 25.1 1,282
1966-67 9.0 35.3 38.8 16.9 1,050




SECTION II

AN ANALYSIS OF SELECTED SCHOOL DISTRICT REPORTS

This section contains an analysis of a sample of school district

Title I programs in four types of population areas: central city, urban,

suburban and rural.
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CENTRAL CITY DISTRICTS

The eight school districts with the largest ESEA Title I entitlements
for 1966-67 were analyzed separately because they represent a significant
portion of the funds spent and the children involved. These districts serve
the central cities of California where the largest concentrations of dis-
advantaged children from poverty backgrounds reside and attend school. The
districts were Fresno City Unified School District, Long Beach Unified School
District, Los Angeles City Unified School District, Oakland Unified School
District, Sacramento City Unified School District, San Diego City Unified
School District, San Francisco Unified School District and Stockton Unified
School District.

The smallest of these districts had an ESEA Title I allocation of
$960,000; the other seven received more than $1 million each, with the big-
gest district having an allocation of $14.8 million. The total approved
for the eight districts was $27,938,093, which represented 38 percent of

the ESEA Title I funds in California for 1966-67.

PARTICIPANTS AND STAFF

Participants. ESEA Title I programs in the central cities served
140,025 children from preschool through the twelfth grade. Of these chil-
dren, 131,875 attended public schools and 8,150 attended non-public schools.
Preschool children totaled 3,219 while 591 dropouts were involved in continua-

tion or work study programs.

A grade level breakdown of public and non-public school children

participating in the central cities' programs is presented in Table II-A.
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TABLE II-A

NUMBER OF CHILDREN SERVED BY TITLE I ACTIVITIES IN EIGHT
CENTRAL CITY SCHOOL DISTRICTS DURING 1966-67

Grade Public Non-Public Total

P 3,169 50 3,219
K 11,737 71 11,808
1 14,530 576 15,106
2 15,100 770 15,870
3 12,991 735 13,726
4 10,181 771 10,952
5 9,521 508 10,029
6 9,171 409 9,580
7 10,053 1,064 11,117
8 8,573 1,008 9,581
9 7,796 392 8,188
10 7,268 810 8,078
11 6,298 552 6,850
12 5,487 434 5,921
TOTAL 131,875 8,150 140,025

In addition to children, Title I activities in the eight central
cities served 2,501 adults. The adults included beneficiaries of activities
such as parent counseling or continuing education and participants in in- F
service training programs for staff personnel.
Staff, To implement curricular activities, additional teachers were
hired by the central cities with ESEA Title I funds, These included pre-
school teachers, kindergarten teachers, remedial reading specialists, teachers
for handicapped children, and elementary and secondary school teachers,
Personnel were hired on a full-time, half-time or less than half-time basis.
Supportive personnel were also hired for curriculum programs or for

administrative aspects of Title I activities, While most of the non-teaching

positions were teacher aides, one school district reported that it used




T 00 vaiuntsers an a part-time Sasis. Otber supportive persoanel included

Ciyrgrians, administrators, coenselors, psychologists, social workers,
nrses and clerical pesitions.

maile [T-3 shows the mumbers of personnel suprorted by Title 1 finds

fr e etzght central cities during 1966-67.

TABLE II-B

T¥ ZICHT CEWTRAL CITY SCHOOL DISTRICTS DIRING 1966-67

Full

¥More than
Half-Ti

Less than
Full Time

Or Less

Ximiergarten 51
Hemeiizl Aesding 3046

Hamizcapped 31
EleerentaTy 167
Secandary 385

e 17

Torzl 1,090

Supervisar or Administrator 57
Counseior 130

1
ﬁ
L B8 s

Clerical Position 456

164

Tatal 1:138

B‘w\owwp

115

29

148

y2

35
656

300
1,041

76
3,165
21

3,886

WITAL 2,228

171

4,927




The PSZA Title I requirements fer coordination of school and community
grosracs, perticipation of non-public school children and efforts to alle-
viare the nezative effects of de facto segregation are particularly impor-
ca=c i= the ceantral cities. The eight largest districts serve areas where
Comm=nity Actioc programs, non-public schools and concentrations of minority
groep chkildrec are the most prevalent,

Coordination with Commmity Action Agencies. All eight districts

served 2 geocraphic area where there was an approved Community Action pro-

gram, Wwhen asked to report the degree of success achieved in securing the

cooperartioe of the Commmity Action agency, four districts indicated "high,"

o districts indicated "average" and two districts indicated "low.”
Districts were asked to report any problems that were encountered

j» securi=y cocrdinaticu with Commmity Action agencies. Four districts

j$adiczted there were nc problems, while others made the following recommen-

- -

éations for corrective action:

e TEeadstart programs should be funded through and supervised by
the Department of Bealth, Education and Welfare.

e The relationship of the Economic Opportunity Act to the Elemen-
tary ané Secoadary Education Act needs further clarification,

o The purpose of application review by Commmnity Action agencies
needs to be further defined. Some Community Action agencies
feel they should have the authority to sanction or approve the
school district's ESEA Title I program,

e More lead time from the federal govermment is needed so school
diszricts imow at an earlier date the funds available for various
aspects of their programs for disadvantaged children.

e Commapity Action agencies should report their programs to school
districts to avoid duplication and over-saturation of services in
areas of joint jurisdictiom.




District Advisorv Comxittee. £33 efgr: cexrrzl city school districts

established district advisory committees for ESER Ticle I programs, as
reguired by State guidelines. Total nenbersiy cu these comnittees was

333 perscos, of wvhom 211 were residerts im the tz-gyer area and 168 were

parents of children participating in T acriwities. Community per-
sormel oo the adviscry comzittees inclpied Tegressatarives of public and
non-poblic schools, Community Action agencies, ethmic action groups, PTA's
and school bPoards. Five cistricts reporred 2 "Eigh™ degree of success in
workins with the advisory committee, W0 Bistricts rsgorted an "average'
degree of success and one district Teported 2 “low" degree of success.

Soo-Public Schocls. Nor-pudlic school children participated in

Tirle I activities in 21l eight distTicts. Districts reported that of the
L& scrivities irvolving nom-public school children, 39 were operated on
nor-public school grounds and served 2 total of 13,097 children. Five
projects were conducted on public school Tacilities and served 1,037 non-
public school children. Each of the centrzl city Jistricts reported a
"nigh™ degree of success in developing &nf implementing cocperative pro-
jects izwolving both public and nop-pudlic sc3ool childrem. The districts
indicated that the relationship Detween miblic #nd noa-public school programs
was excelieat,

Integration. Some effort was made by seven of the central city
districts to alleviate the effects of de facio segregation, In some dis-
tricts, children from predorinantiy winority zroup populzated schools were
trazsported to other schools. Title I proerazms exzbled student exchange
activities between target schools and mor-izrzer scheols and joint activities
of both an acadewmic and cultural enriciment T2tare. Zxpansiom or establish-

mert of human relations Programs W2 inclnfed im Title I programs.
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OBJECTIVES AND ACTIVITIES

Programs and activities in the central cities were directed primaxily
toward the improvement of student achievement levels from preschool through
high school. Comprehensive programs were conducted by the districts, with
the main emphasis on curricular activities in the areas of language develop-
ment, remedial reading, English as a Second Language and mathematics.
Associated with curricular programs were ancillary services, such as guidance
and counseling, health services, cultural enrichment and libraries. Special
activities such as study centers and tutorial projects were developed to
provide additional assistance to children having difficulties in school.

Six of the central city districts provided library services, coun-
seling and guidance programs and health services, with nurses employed by
five of the districts. Cultural enrichment activities were operated by all
eight districts as part of their program to improve opportunities and ex-
periences of disadvantaged youth,

Reduction of teacher load to support the curriculum program was accom-
plished by reducing class size, hiring teacher aides and teaclier assistants
and organizing teacher teams, One source of teacher assistaats was college
students.,

Three central city districts conducted programs specifically designed
to improve the student's self-image, attitude toward school and education,
occupational aspirations and attitude toward success. Other activities
described by one or more districts included efforts to improve attendance,
reduce the dropout rate and improve the physical environment.

Inservice education programs for Title I staff personnel were con-

ducted in all eight central city districts. Equipment purchased with Title I

funds totaled $1.2 million in 1966-67, a reduction of 70 percent from the
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$4,1 million spent by the central cities in 1965-66.

EVALUATION TECHNIQUES

The eight central city districts generally had the most sophisticated
evaluation designs and techniques. All eight used a pre and post test
design in obtaining objective data on the curricular aspects of their
program,

In most instances, achievement test data was gathered as part of the
district's regular testing program, but in other cases specific achievement
tests were used to evaluate particular activities.

Attitudinal scales, rating scales and questionnaires were developed
by the central city districts to elicit information on the objectives and
purposes of compensatory education programs. Opinions of pupils, parents,
teachers and principals were sought to assess the effectiveness of specific
activities.

The central cities analyzed their evaluation results by descriptive
methods, including percentile ranks, quartile ranks, medians and grade
equivalents to report placement status of students, Means and standard
deviations were computed and reported., Use of inferential statistics
included t-tests, the chi square test, and analysis of variance and covariance.
Comparison data were provided from regression equations, national and/or
state norms and children with similar characteristics to Title I children

but not participating in Title I activities.

FINDINGS

Remedial Reading. Remedial reading programs were operated by all

eight central city districts. The districts reported that 42,367 children
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were involved in reading programs during 1966-67. The modal program time
was nine months, |

Several approaches were used by the central cities to implement
reading programs, Children left their regular classrooms for part of the
day to receive individualized and small group instruction by reading special-
ists. Three teachers were assigned to every two classrooms in grades one
through three, while five teachers worked with four classrooms in grades
four through six to assist in reading and language instruction. Teacher
aides were provided in classrcoms so the regular teacher could devote more
attention to remediaticn problems. Reading laboratories were staffed by a
teacher and two aides, with supplementary materials and equipment provided
for children with diagnosed remedial needs, One district with a saturation
program approached remediation with reduced class size, speech therapists,
community teachers, social workers, paid aides and volunteers, after school
tutorial centers and cultural enrichment materials.

Evaluation strategies for remedial reading programs involved the
use of silent reading tests, oral reading tests, interviews with teachers
and principals, questionnaires to regular teachers and teacher evaluations,

In the central cities where reading specialists were used, the
students showed achievement gains approximating one month for every month
of instruction. In general, second and third grade students made greater
gains than did first grade pupils. At the intermediate level, fourth grade
pupils made greater progress than did fifth and sixth grade pupils, with
sixth graders making the least progress.

Remedial assistance to junior high school pupils in grades seven,
eight and nine was provided in reading clinics on the basis of a pre-

determined reading level. Achievement test results indicated that students




gained about eight months in reading level during the school year. Gains
were registered in all three grades, with greater gains in grades seven
and eight., Supportive services in the junior high schools included nurses,
guidance consultants, psychological testing consultants, instructional
media specialists and parent aides in the classroom.

Senior high school students in reading and language programs showed
a moderate degree of progress in achievement, as compared to previous
growth, None of the gains observed in the senior high schools equaled a
month's growth for each month of instruction,

The most progress in achievement was observed in schools and at grade
levels that had the most comprehensive programs, involving the greatest in-
vestment of Title I funds, personnel, auxiliary and supportive services,
equipment and materials. Generally, the elementary school students tended
to receive more saturated Title I services than did the secondary school
students., However, it should be noted that some of the services introduced
by Title I into the elementary grades, such as guidance and counseling, have
traditionally been a regular part of the high school program to some extent,.

First, second and third graders in schools that had several supportive
activities to supplement the special reading program showed higher mean
scores on reading tests in May 1967 than in May 1966. Generally, these
gains were higher and were statistically significant at grades one and two,
On the other hand, students in target area schools which merely reduced
class size without additional services did not show statistically significant
gains in the first three grades, as compared to the year before, although
the third graders did have a higher mean score.

However, where there were supportive compensatory education services,
a reduced class size was found to have a positive effect. Generally, the

classes were reduced to 22-27 students, often as a result of special state




aid under the 1966 amendments to the McAteer Act of 1965, A comparison was

made of achievement test gains between students in comprehensive compensa-
tory education activities where class sizes had been reduced and students
who received comprehensive services but without a reduction in class size.
The fourth grade pupils in small classes gained more than their counter-
parts in larger classes. Gains made by fifth and sixth graders were the
same for both groups., In grades one, two and three, the test scores of
students in the smaller classes were similar to those found when reading
specialists were used. Differences were not found as a result of reduced
class size in grades seven through twelve,

One district used the Initial Teaching Alphabet (ITA) to teach read-
ing to first graders in Title I target area schools. Based on reading
readiness scores, a group of the Title I students was paired with non-
Title I students for comparison purposes. An analysis of Stanford Reading
Test scores of the two groups led the district to conclude that the ITA
program for the Title I students was not superior to the traditional in-
structicnal program for the non-Title I students, Where significant differ-
ences were found, they tended to favor the non-Title I students taught by
traditional methods.

The central cities' reports on teacher ratings of individual student
reading skills were quite encouraging. Positive results were obtained from
an analysis of pre and post readings in specific skill areas, as well as in
post readings of the degree of improvement. Pre and post ratings of im-
provement were more pronounced at grade three than at grade five.

Reports on student self-ratings of their skill levels, behavior and
educational-vocational aspirations did not conform to patterns which are

often assumed to exist in target area schools. A sampling of responses by




students generally indicated that they believed their skill levels were
average or above average. Relatively few students reported disobedience of
school rules, tardiness or unexcused absences. Large proportions of the
students expressed high aspirations for educational and occupational
attainment,

Results from principal and teacher questionnaires indicated general
satisfaction with the instructional services provided by Title I. The great
majority of the respondents working in schools with team teaching felt the
program was beneficial in providing more time for individualized instruction
and more opportunities for meaningful reading and language development ex-
periences for the children.

In the elementary schools, the central cities hired teacher assis-
tants, teacher aides and auxiliary teacﬁers to assist the classroom teacher
in preparation of instructional materials, grading papers, conducting inde-
pendent reading activities, working with individuals on special problems,
supervising small group games, supervising library activities, assisting with
bulletin boards, planning field trips and performing clerical services,
Teachers responded on questionnaires that the teacher aides were of value
in compensatory education programs,

More than 90 percent of the principals indicated that teacher aides
were moderately or very effective in improving classroom instructional pro-
grams and in effecting positive changes in pupil attitudes, interest and
aspirational levels. The evaluation reports did not identify achievement
gains resulting from the additional personnel in the classroom,

In general, the objective test data, staff ratings and parent opinions
support a conclusion that fuvorable progress has been made by students in

the central cities' remedial reading activities. Both staff and parents
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indicated strong support for the value of remedial reading programs in im-
proving student motivation and interest as well as improving the achievement
levels of students having serioué reading deficiencies., Based on the results,
it is reasonable to expect that continued efforts in remedial reading are
likely to produce gains of sufficient magnitude that many of the students
{nvolved will be able to return to regular classroom situations and progress
at a competitive rate in regular classroom situations.

English as a Second Language (ESL). English programs for non-English

speaking students were designed and implemented in five central city dis-
tricts. The objectives of the programs were to develop the students' ability
to understand and speak English, to develop reading and English skills at the
pre-primer level, to develop skills in writing correctly and creatively, and
to improve reading and language skills,

Special instructional techniques were employed in ESL programs,
Class sizes were small, Spanish-speaking teachers worked with small groups
of children, regular classroom teachers were assisted by bilingual teacher
aides, and resource teachers were employed to prepare materials for pupils
and teachers., Instructional materials such as tape recorders, record players,
maps, globes, texts and charts were purchased for use in ESL classrooms.

Teacher responses on questionnaires indicated that more than 80
peccent of the students now read for leisure as contrasted to 50 percent
vefore the program started. The teachers reported that the students' accur-
acy in reading comprehension had increased substantially, that ideas were
expressed more clearly and that confidence in speaking had increased con-
siderably. ESL participants scored significantly higher on sub-parts of the
English proficiency test than did comparison groups.

Parent and teacher ratings indicated that ESL programs were effective,




and teachers and principals reported that the prog—aw imgraved scudent
attitudes and self-image as well as learning s x. Me gr=stsst improve-
ment in listening and speaking skille was Ioumd in Srce—retizes grade pupils,
while attendance was the greatest area of improwesmws St ‘unmiar bigh schoal
pupils.

Counseling and Guidance. Counseling and mudtarns scrizitries sers

implemented in six of the eight central rity fisr—fir=s. Services wer= pro-
vided at the elementary, junior high and high sciwr’ T=re’s  and sers gvaili-
able to both public and non-public schopl chiideer.

The objectives of the counseling servires ser= tx emcourage mores

regular attendance of students, improve tomm
and home, work with parents on family problems and Sferci=» [esraing pro-
blems. The activities included individuel, mprour &ut gar=ac counseling,
psychological testing and home counseling. Lroup comme Taxr sesgions wers
held at the high schools and were often dewptet =p cixussions of the stud-
ents' educational and vocational aspirations.

While principals and counselors were enfmeizsci goome the addi-

tional counseling services provided by Title 7, dt=arijers exgresged z less

positive evaluation of the expanded merwices, moesriilx due tx x lack of
direct contact with all aspects of the coumesline mrrer=w. Hore than two—

thirds of the principals, teachers and rounssliors e=sgrzsmet z need for more
individual guidance services for the students. JImne rzsuit of the counseling
activities was more appropriate educational ylamtny Geset ar fdentification
and diagnosis of students' educational meeds.

Parents reported a general satisfaction afifh comse oy services and
many indicated they had been in contact with heir iiilifrer's commselor.

The parents stated that their children's aspiretions]) lewels had facressed
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as a reswit of extended counseling services and that they were more saris-
fied at the end of the school year. There is evidence o suggest Thar
parents cf senior high school students seldom knew the principal of The
school azd were not acquainted with their children's teachers.

Ome central city district established a guidance clinic Tor STUGenTs,,
parents and other commmity persons. The clinic was staffed v a2 psycihwir
gist, a psychiatric social worker, a secretary and a part-time consulting
psychiatrise. psychiatrist held extensive consultations imvolwing morheT
and child,

The proximity of the clinic to the center of the target arsa TegyrlTes
in more parents utilizing its services and facilities than they had pre=viousiz.
Parental resporse was generally positive toward the extent and effectiveness
of the serwices available at the clinic. Substantial acceptance ©f the clZxic
was evidenced by the cousistency with which appointments ware kept. The
clinic wag effective in improving family and child-school adjustment, I
imprevine pepil behavior at school and in identifying serious proviens.

Pareci-Commmity Involvement. Efforts to involve the commumity weere

axznented by parent participation in Title I activities and by socia]l workers"
contzcts with the commnity. Six of the central city districts designed yro-
blems of educating disadvantaged children.

Cexeral objectives of these programs were to involve parents In
experiences that would be meaningful for them and beneficial for their
children, to increase the parents’ understanding of the importance of
education, to rzise the aspiration levels of parents for their childrer

and to imcresse perent understanding of and participation in educatiomal

activities.




T iavaive pareats in school programs, school personnel invited them
tx smzll group meetings or round-table discussions, encouraged thex to be-
—ae~ active ix PTA groups, provided report card conferences with teachers
st {awirsd parencs to attend assemblies vwith their chiléren.

Some—achool Iiafson was established by use of social workers, rurses
ar counselars, whao assisted parents in comswmity vork, participated actively

students from bilingusl or non-English speaking homes and developed inter-

grmp aducations] centers. Pareantal cooperation was sought in attempting to
aver-ome atrendance proble=ss and to develop students' interest in the ednca-

=mce tx pareats and children, consultation with faculty members on learming
FESFrcaitfes and behavior problems of children and participation in comsmnity

One ceatrxl city district developed an extensive parent interview
stefuie at the conclusion of the school year. Purpose of the survey was o
Fscertair tie parents’ avareness of Title I activities and obtain their ob-
seryatians on the effect of the incressed services on their children’s atti-
=yfes znd achievement. Parents of students in grades one through twelve

Tr the survey, the parents expressed the opinion that their children’s
aiflty to understand school work was high; more than six out of ten parents
fnifcatet they felt their children understood their school work more easiiy.
Zarents aof elewentary school children showed a greater avareness of Titie I
accigiries and services during 1966-67 than they did the previous year, but
e responses of parents of junior and semior high school stndents indicated

2nu=ﬁfnrmm-seic_micatimbemeen:heschoolmdhmetom
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sare=tal awarecess of Title I services.

Principals of target area schools indicated that, with few exceptions,

t=e cumber of parents involved in school affairs was very low in coamparison

ro the number of parents living in the school attendance area. However, when

parents were asked the question, "How often this year has anyone from the

school visited your home?™, nearly 70 percent of the 860 respondents replied,

“.o¢ at all,™ while nearly 24 percent indicated about the same or more often
tBar in the previous year. When asked the question, '"What do other parents
iz vour neighborbood think of the ESEA program?”, nearly 60 percent of the
pareats responsed that they "did not know," while 29 percent indicated that
it was better tihar the regular program. Based on parent replies, teacher
responses, and data submitted by principals, one district assessed the
eifectiveness of the pareant involvement program as "none to moderately
effective™ for the eutire parent population, and "moderate to highly effec-
tive™ for the parents whe participated in the program.

Libraries. Five city school districts improved or increased their

lidrary facilities in target area schools with Title I funds.

Library services were developed to augment language development programs
and to provide recreational reading materials. Librarians served as
resozrce persons to teachers and assisted in selecting books and materials

fer classroon use., Tull-time librarians were assisted by library aides.

Althonsh complete library facilities were not available in all schools, books
were housed in cormers of rooms, behind curtains on stages and in separate
snall Paildirgs. Library facilities were available for use before, during
and after school hours.

District evaluation reports indicated that Title I was a substantial
impetns ia increasing the use of library facilities and in adding enrichment

asterisls to the library. Parents reported that their children enjoyed and
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benefired from the library activities ani rerammended that the services be
continved, Teachers responded that fhe imrrezsed use of Library materia 1ls
was helpful to the students and that improwed LiBrary skflls were evident.

anf exviromment that encouraged
learring and stody and enabled both teachers zmnd rupils to have direct access
tr sources of information.

Bealth Services. Bealth ser=ices were provided for 132,708 public and

non-public school children in the central cities. Tocluded were additional
nurses, medical and dental reviews of particyizr problems aand nutrition in
the form of a free breakfast or lunch. Inpilemextaticn of health services
resulted in an increase in parent ipwolwement with the schools and provided
an incentive for parental followup oo health problems zs they relate to the
child"s progress in school.

Sarses participated in health instructiom programs, parent dental
programs, asalysis of adolescent developmert greblens, parent and student
study groups and teachers meetinzs. They helped ifentify visual and auditory
handicaps in students, screened students for receiving matrition services
and deweloped parent edocatior programs aimed 2t healithful family living.

Nurses’ assistants were providei te release the murse from clerical
duties and routine tasks, thus permittinz her to devote more time to a com-
ptebmive commmity service program for ciilfrer znd thefr families. As a
result of Title I, the ratio of nurses oo pupils im target area schools was
increased.

The nurses often served as the sciecl-fome Lizisom person and provided
families with professional medical advice ard imformzticm. She gathered in-

formation on the reascns for student absences fram school and relayed infor-

mation from the school to the home. At the sexfor Hgh school Ievel,
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pregnant girls who had dropped out of school, and their parents, were pro-
vided consultative services by health personnel.

Elementary school teachers reported that nursing services were most
beneficial in assisting students to receive needed health services and in
following up on health recommendations and referrals. Junior high school
teachers indicated that identification of students in need of health ser-
vices was the most beneficial function of the nurses., Teachers generally
felt that more health services should be provided for Title I students.

Cultural Enrichment. Cultural enrichment activities were implemented
in all eight central city school districts for public and non-public school
children. Enrichment activities included study trips, use of community
resource persons to enhance educational opportunities, development of study
trip guides, use of aesthetic materials, opportunities for children to ex-
press themselves creatively and outdoor educational programs.

In general, teachers planned cultural activities around classroom
teaching units, Study trips were preceded by sufficient preparation so
that pupils gained an understanding and appreciation of what they were to
see, and were followed up by discussions, writings, and other activities,
Trips were conducted to governmental agencies, business firms, community
centers, 1nst}tutions of higher education, parks and recreation areas and
other places of interest.

Resource teachers trained in art and music assisted classroom teachers
in providing enrichment experiences for disadvantaged children. Additional
music equipment and art supplies were purchased through Title I, and children
participating in music activities attended professional performances.

An important phase of cultural enrichment programs was encouraging

parents to participate and act as chaperones. However, one central city




district reported that nearly 90 percent of the parents did not accompany
children on any of the field trips.

Teachers reported that study trips were of value both as a teaching
tool and for the cultural enriciment of the students. About 75 percent of
the teachers indicated that student response to the trips was strong and
enthusiastic. Administrative personnel concurred with the teachers in their

judgment that study trips and cultural enrichment activities were effective.

SPECIAL ACTIVITIES

Included in ESEA Title I programs of the central city districts were
special, often experimental, activities for selected target area students.
Three of the activities -- college environment enrichment, a counselor con-

tact study and a more capable learner program -- are described below.

College Environment Enrichment. In an attempt to raise the educational

insight of fifth and sixth grade youngsters from low-income areas,acollege
environment enrichment class was provided at a state college and a college
area school. Children selected from the target area were considered to be
of at least average intelligence and were transported daily to college area
schools. The professional staff consisted of district teachers, college
professors, teacher assistants, a counselor and an additional library staff.
The regular fifth and sixth grade curriculum was enriched with educational
experiences in art, science, physical education, drama and music, through
the use of additional equipment and appropriate teaching methods. Classes
were in operation during the entire spring semester of 1967.

Achievement gains in reading were observed in fifth and sixth graders
participating in this activity. Teachers indicated that classroom behavior,

academic performance, social behavior, and initiative in class activities
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increased during the project time. Students indicated that their aspira-
tional level had changed over the interim of the project; ell of the stu-
dents from the central area indicated that they hoped to go to college
someday. A majority of pupils felt that they were doing better in school
and that they were reading more books, newspapers or magazines at home.

Counselor Contact Study. Another central city district conducted

a study to determine whether the amount of time that counselors spent with
students had an effect on the students. Students with "high" counselor
contacts were compared with students with "low" counselor contacts.

The district reported that counseling sessions with "low" contact
students were most frequently concerned with academic achievement and class

changes, while meetings with "high" contact students were usually more re-

lated to attendance and behavior. Counselors believed that the level of

rapport was very good or good in 82 percent of the "low'" contact cases and

72 percent in "high" contact cases, An analysis of achievement test data

{ndicated there were no differences in English mechanics, spelling, reading

vocabulary or ieading comprehension between "high" and "low" contact students.
Results of the study seem to indicate that counselors' activities

are still primarily problem oriented. Most of the counselors' time was

spent working with students who have problems in academic achievement,

5 behavior or attendance, while little time was spent with the "high'" contact

group on educational and vocational objectives. Responses on a self-rating

scale showed that the "high" contact students were in need of assistance in

vocational and educational planning, but were not receiving the attention from

the counselors that was warranted.

More Capable Learner Program, To provide additional educational

opportunities for above average disadvantaged students, classes were con-




ducted for more capable fifth and sixth graders on Saturday mornrings. The
classes, consisting of 15 students with a staff of one teacher and one
teacher aide, offered extra activities in science, oral language &and art.
Several study trips were taken with other classes. Students who were sel-
ected were in the top 15 percent of their regular classes and had the quali-
ties of self-discipline, self-direction and ability to work independently.
Pupil, parent and teacher assessments of the program were positive.
Field trips were most frequently mentioned as the outstanding activity.
The responses indicated a need for better coordination between the program
objectives and regular classroom activities. Several of the pupils stated

that more learning time was needed in the program.
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SUBURBAN DISTRICTS

Suburban districts selected for analysis were located mear the
largest metropolitan areas of the state. A characteristic of the suburbs
{s that they are largely residential and serve as bedroom communities for
the cities they surround. Counties represented in the 16 district subur-
ban sample were Alameda, Contra Costa, Los Angeles, Marin, San Diego, San
Mateo, Santa Clara and Sacramento.

ESEA Title 1 allocations for the selected suburban districts ranged
from $50,000 to $335,000 and the number of children participating ranged
from 220 to 1,150, Only 2.9 percent of the Title I children in the

suburban sample were from the non-public schools.

OBJECTIVES AND ACTIVITIES

The most frequently {dentified objectives of Title I activities in
the suburban districts were improvement of the child's self-image and his
attitude toward scheol and education. Other major goals were to improve
reading performance and raise achievement as measured by standardized
tests.

The suburban districts also identified as objectives improvement
of performance in skill areas, improvement of verbal functioning, raising
of the children's occupational or aspirational level, improvement of home-
school communications and improvement of staff through inservice training
programs.

Most of the suburban districts operated curriculum programs, such
as remedial reading and language development, or offered counseling and
guidance services as their major activity. Other primary activities im-

plemented less frequently were health services, cultural enrichment, study
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centers, library services, tutoring programs, intergroup relations and in-
service education.

Counseling and guidance were the most prevalent secondary or ter-
tiary activities. Cultural enrichment, reduction of teacher load, curricu-
lar programs, and auxilliary services also accounted for a substantial
portion of the secondary and tertiary activities. None of the districts
in the suburban sample operated a preschool program under Title I.

To implement their programs, additional personnel were employed by

s e -

the suburban districts. The largest group of new employees was teacher

o g

aides; however, use of the aides was limited to a few districts. Teaching

- e memaL,

positions were added at the elementary and secondary level and in specialized
areas such as remedial reading, speech therapy, music and art. Non-teaching

positions supported by Title I included librarians, counselors, social

workers, nurses, clerical workers and tutors. No volunteer aides were

reported in the suburban sample.

FINDINGS

Standardized tests, including achievement and intelligence tests,
were used to measure the impact of curriculum programs on target area
children. Non-standardized instruments that were used included teacher-
constructed tests on subject matter, questionnaires developed by school

districts and attitude surveys administered to students, teachers and

parents.

Remedial Reading. Remedial reading programs were implemented by

gsix districts in the suburban sample. Most of the programs were carried
out in grades one through six, although some districts continued to provide

remedial reading in the junior and senior high schools. Participants in
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remedial reading activities were generally identified by achievement scores
falling in the lowest quartile on standardized reading tests or by grade
placement scores at least two years below their grade in school.
The research design used for measuring the effectiveness of re-
medial reading activities provided for pre and post testing with Title I
students and comparison students, often from the same school. In addition
to standardized tests, some districts used attitude scales to measure the
change in behavior of children as a result of remedial reading programs,
Although there was considerable variability in the results of
remedial reading programs in the suburban districts, the most frequent
result was at least a month's growth per month of instruction in terms
of grade placement. In some instances, the achievement gains made by
Title I students were twice as much as the length of time they were exposed
to the program, while in other cases a mean gain of two or three months
was found in a seven month remedial reading program., Some districts in-
dicated that their comparison groups did significantly better than the
Title I groups, although there was a question of whether the comparison
students started out with the same deficiencies as their Title I counterparts,
Questionnaire responses indicated that the attitude and behavior of
students had improved. The children were reading more at home, showing
more interest in reading and improving their classroom behavior as a
result of the additional attention.

Communication Skills., Activities involving listening and speaking

were implemented to build the reading readiness of younger children. Re-
source roome were established with special equipment and a special teacher
to work with small groups of children to improve their language skills. As

most of these efforts were ultimately directed toward the improvement of

»
i o




II - 26

reading, achievement tests in reading were adminisieret oD mEEsure the im=—
pact of these programs on the children.

In general, test data indicated that Title I <l ami comperison
group children improved comparably. The selection rriterss Zaxr Ticle T
and non-Title I children limited generalizatioms From “he w1 T¥.

Counseling and Guidance. Major activitiss Sn oot Sy and. guid—

ance included individual counseling and peycholngics) g S pubTic
and non-public school children. Activities were aimed & Swgrowing the

attitudes of children toward school and raising Theisr

tional and aspirational levels.

While individual counseling sessions deworet =& ar=smrion
discipline problems rather than learning priblems, snme exiierce wes sub-
mitted to show that student achievement levels aeere etitnr=t Gw counseling..
In other cases, n_ differences in achievement Jeus] e Smmi.. IE success
of group counseling can be reflected in achievement tewt |xr=s, o dis—
trict reported that during a seven month intervsl Thetamsen gr= ami post
testing, students in grades 7 through 9 gained 14 monfhs, amd studenrs i
grades 10-12 gained 12 months.

Psychological testing services were provifiet tto dEaprose perricular
needs of the students, identify students Tor sperizl efwzion cIrsses ad
maximize classroom flexibility to meet etucationsd] meefis. Prowisionr for
follow-up activities was also jmportant, and 31 mamy @it ogportuni-
ties for improving home-school relationships were Ancreaget.

Evaluation of counseling and guidance ProgTSms s ar—magl ishied by
student and teacher questiomnaires. Results oF Fhe quesSommeiTes to tes—

chers indicated that guidance and counseling Fforts ser= mcressful i

providing testing assistance to teachers and aftitinns] el to exceptional
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childrem, but were less successful in improving student arrirufes amt
behavior. Student responses indicated that group counseling was HeneT=-Z2]
im prowiding dfscussion which improved their self-understanting., Do s
less thas sstisfactory in improving their achievement levels. Ome o=

the effects of counseling programs appeared to be improwed commuri-a=Zom
and inreracticn between the student, the school and the commmirry,

Cultural Enrichment. Cultural enrichment programs in The saiarhac

districts cousisted primarily of field trips. Irips were designel To -
nent the curriculum program and were frequently conducted ar The concixsize
of a amit of study.

Field trip activities were held during the regular schonl ey,
after school and on Saturdays. The children visited busipess Jocarinrs,
historical sites, college campuses, airports and libraries anf arTemied
synghomy coucerts and athletic events. Freguent visits were maie T The
State Capitol a=d Sutter's Fort in Sacramento, Golden Gate PArY ANt WMuRems

jm Sam Francisco and Balboa Park and Sea World in Sonthem Celiferriz, Ine-

door educational experiences were provided through camping rips =D sT&=
2nd matficanal parks and forests,

Data collected from students, teachers and parsnts Inficatef

the field trips were valuable in improving stundent interest, mor2le ant
attitodes toward school. Teachers reported that the trips sgrower Zhe
students® conceptual and verbal skills.

School-Commmity Coordination. Activities to improwe home-schoc

relatioaships, increase parent and commmity involvement in SENDY) ZRITE.,
farilitate commmications between students, teachers and parsnts and mre-
wide iztcorgroup education were frequently implemented to supprr: pe

subwrbanr districts® primary activities. Some districts hiref socizl




@ariiers ar commnity aides to implement their school-commonity coordinatriom
AeFpi e @hile ather districts used counselors.

Taragracion specialists worksd with schools and commmity action
z—nins & developing programs to alleviate de facto segregation., DParents
amr fnreruiewed By school persomnel to determine the child's perception
If schomi,, the pareat's opinfon of the school program and the relationship
af e persac’s arritudes to the child’s school performance. Disciplinary
acrFor bw e school or behaviocral problems in the classroom prompted
cmmeslar-osrenr conferances..

Fesponses from questionnaires to parents indicated there had beer
BT fr—mane= T commmications between the school and the commmity and
Gmraper tie sciionl and the home. Parents became more involved in school
w—Fairies awi more aware of the purpose of the school. They reported
St e werm concerned about their children's attitudes toward school

CiSraries. Library services werz established to encourage children

1 raaf far Iefsure, to provide a source for reference information and to
Srreaese tie mmber of volumes in school libraries. Volumteers were used
#r THhirsry programs o assist in processing and circulatiom. Districts
Fmifearei thst [ibrary facilities were used to a much greater extent than
=S wer= prior to implementation of Title I.

Bealth Services. Physical exaxzinations, identificatiom of physical

FTments amf mtrition were same of the health services received by Title
T Sifldrer fx suburban districts. Nurses conducted health education ac-
cspFrves  fncloding instruction in growth, mutrition, general health,

S rarEar ad disease control. They referred children to the school

darrar ar dentist for follow-up work in vision, hearing or dental needs.
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Districts reported that many crotional and physical problems were identi-
fied as a result of the health services.

Dietary supplements were provided for children who came to school
Bungry or wvithout lunches from home. HMany children benefited from well-
balanced meals as a result of free lunch programs. Teachers cbserved that
weli-fed children were more willing and ready to learn and accomplished
more in their school work.

Carriculum Planning and Development, Curriculum planning and

development activities were closely related to ingervice training pro-
grams in the suburban districts. Special curriculum materials for dis-
advantaged children were developed, courses of study were established,
sctivational materials were designed and programmed learning materials
were cbtained for classroom use. Evaluation of new curriculum materials
vas limited to the application of the study guides in the classroom.
Districts reported that materials directed specifically toward the disad-

wantaged child were belpful in their Title I programs.

O T L P D N




The urban school districts typically serve areas which are contiguous
to the central cities of San Diego, los Angeles, Saxr Francisco, Oakland and
Sacramento, buot which are distincrly separate politrfical enticies. The urban
areas are characterized by an infiux ©f mefiom to heavy fndustry, and the
residents generally are employed within The cities served By the school dis-
tricts, as compared with the suburbar classificerion characterized by commuters
of a typically higher socio-economic class. Exanples of the fifteen urban
school districts selected as samples for axalysis zre Pasadena, Alameda, South
San Francisco, Compton and Sorwalk. The averape number of students enrolled
in ESEA Title I programs ia the urbar sample was 1,500, and the average ESEA

Title I gramt for 1966-67 was $200,000.

ORJECTIVES AND ACTIVITIES

The urbae districts had comprehensiwe E3EQ Title I programs with mul-

tiple activities usually covering a grade spax frow kindergarten to 12th
grade. Skill development and curriculum prograns were geanerzlly the primary

activities of the urban districts, jost as they were statewide. Frequently
these curriculum programs were supplementei by otiter major activities, such

as those aimed at improving student self-image and attitudes. While curriculum
programs were mot mmiversally cited as rhe major activity, each of the dis-
tricts in the urban sample had at least one compowent iz [anguage development,
remedial reading, English for noe-Engliish speaking students, language skill
laboratories or a combination of these making ap 2 comprehensive curriculum

program.
Each of the urbam districts had an imservice training program, and many

bad supportive sad auxiliary services, such as school psychologists, social
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workers and health and nutrition services. Counseling and guidance was a fre-
quent Title I activity in the urban districts, with an increasing number of

guidance personnel employed in the elementary schools.

FINDINGS

All of the urban school districts used standardized achievement tests,
such as the Stanford Reading Test and the California Achievement Test in read-
ing, to evaluate their Title I projects. The standardized tests were frequently
supplemented by locally constructed non-standardized instruments and informal
evaluation techniques, including check lists, attitude scales and teacher,
parent and student questionnaires.

Reading and Skill Development. In general, remedial reading activities

in the urban districts resulted in substantial and significant success. Growth
on standardized tests ranged from one month for every moath of instruction to
substantial gains approaching three years of achievement over a six to eight
month period. The average gain appeared to be between 1.2 and 1.4 years for
programs operating for six months.

The greatest gains tended to be in the lower elementary grades, espe-
cially at grades 2, 3 and 4, with lesser growth in the junior high school
grades and the poorest results in grades 10, 11 and 12. In some projects with
reading specialists and individual tutors, the substantial growth cf the ele-
mentary grades was extended into the junior high and senior high school grades.
Even at the senior high school level the modal growth in the urban districts
was typically a month's growth per month of instruction.

A careful diagnosis of the individual students' learning difficulties,
followed by treatment by reading specialists, was characteristic of most of the

reading programs in the urban sample. Reduction of pupil-teacher ratio through
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use of teacher aides, cultural enrichment activities, psychological services
and individual counseling were generally employed to support the reading
pro ject.

Evaluation reports from school districts indicated a wide range of
achievement results even within a district. For example, one urban district's
test results for eight different groups, shown in Table II-C, shows a median
growth ranging from 2.6 months for one group to more than 17 months for an-
other group during a six month period. The median growth for the eight
groups combined was 10.2 months, as compared with 1.4 months for a comparison 3
group which did not participate in ESEA Title I activities. This data clear-

ly indicates that exceptional progress was made by ESEA Title I students

overall, but within the project population the variation is quite large,

probably due to small groups tested.

TABLE II-C

RANGE OF GROWTH IN ONE URBAN DISTRICT DURING A SIX MONTH PERIOD
(Comparison Group: Mean Growth = 1.4 Months)

Instrument Group Size Mean Growth (Months)
Gilmore Oral Reading Test 84 Accuracy 17.1
61 Comprehension 15.5
Durrell Analysis of Reading
Difficulty 60 Reading 12.1
Gray Oral 32 10.2
California Phonics Survey 19 6.2
Botel 39 15.1
Spache Diagnostic 11 13.1
Gates McGintie Survey 39 Vocabulary 2.6
30 Comprehension 9.3 3
California Achievement Test 17 8.3 ;

Another district reported improvements in student achievement ranging

from one year to two years and one month, with an average gain of one year
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and three months. The percentage of gain ranged from 15 percent in the second

E

grade to 62 percent for the district's fifth graders. §

This district's reading improvement program was conducted in small }
groups with a highly skilled reading teacher. A special effort was made to
analyze and evaluate the individual needs of each child and to motivate the
students to develop more of an interest in reading. In the same district,
the secondary grade students, while generally showing lower gains than the
elementary grade students, had average gains of one year in reading speed,
2.1 years in vocabulary and one year in reading comprehension.

Another district summarized its findings as follows:

"There was a dramatic movement of ESEA Title I students up from the
first quartile. The number of Q1 dropped from seventy to thirty-six; Q2 in-
creased from sixteen to twenty-seven, Q3 from five to fifteen; and Q, from
one to seven. Because this movement was distributed, eleven to Q,, ten to
Q,, and six to Q;, the standard deviation was increased from 17.9 to 22.51.
Tge expected result of good teaching is to increase the differences between

students.

"Perhaps a corollary of the above is the apparent fact that the lower
elementary students benefited a great deal more than the upper elementary
students. The former moved from an arithmetic mean of 15.26 to 36.47 (raw
scores) while the latter moved from 27.55 to 38.15 (raw scores). However,
the upper elementary started with only fifty percent of their group in the
first quartile while the lower elementary had eighty-two percent in that
range. This is evidence that the project is doing what it was designed to
do; help the educationally handicapped. Actually forty-two percent of the
seventy-two lower elementary students moved up from the first quartile during
the six months of the study. During the twelve month period between tests
in the Comparison School, this was true of only nineteen percent of their

sample."

Generally, there was also a marked improvement in measured IQ scores

among ESEA Title I students in the urban districts. In one sample of 87

students, for example, the average 1Q scores increased from 90 points to 97
points during a six month period.
Remedial programs in mathematics and social studies were conducted by

some of the urban districts, but these were relatively few as compared to

reading projects. The mathematics programs were generally at the upper ele-
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mentary and junior high school grades. Results of subject matter classes were
measured by teacher-developed instruments and informal evaluation, which in-
dicated growth that exceeded the previous achievement of the project students
and, in almost all cases, approximated the growth expected from an average
student of a middle class background.

However, it is difficult to generalize from these findings because of

the limited cases and because of the specific nature of the subject matter

content. Reports from administrators and teachers involved indicated satis-

faction with the students' progress and with the success of the projects in
fulfilling their objectives.

Anecdotal records submitted by school districts give further insight as
to the impact of ESEA Title I projects in reading and skill development.
Following are some of the anecdotes:

"A boy who could not read his class textbook a month before remedial
instruction began was sure he could not read it later (because of his prior
failure). When he actually opened his text, however, he shouted in surprise
and pleasure, 'l can read icd.'"

"A small Chinese girl who had only been able to learn to read English

with the help of the specialist wanted to eXxpress her gratitude and shyly
offered, 'I would like to teach you Chinese.'"

"A teacher aide who was helping a small group of children with arith-
metic fundamentals was able to concentrate a good amount of attention on a
girl who did not understand the basic nature of subtraction. After only fifty
minutes of special help the child grasped the basic concept and was completely
thrilled with her success. The aide reports that what had appeared to be a
slow learner turned out only to be a child in need of some individual attention."

"A small boy with a speech impediment had obvious feeling of inadequacy
during oral reading. The aide reports that she made clear that she was only
there to listen, not to judge him. He realized this, made a much stronger
attempt to read correctly, and afterward told the aide, 'I love you.'"

1 "A 13 year old boy has never received good grades in class and has sel-
dom attended school. He was classified as a non-reader. After tutoring in
reading by the specialist he has learned to read and has requested that a
friend of his with the same difficulty be assigned to the special classes
saying, 'He doesn't know what fun it is and I want him to learn.'"
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Preschool. Two of the districts in the urban sample had preschool pro-

jects. One of the districts reported on the results of medical and dental
screening examinations of the preschool children. Of the 79 dental examina-
tions, defects were found in 32 of the cases. Hearing examinations were
given to 157 children, with 26 found to need medical attention. Thirteen of
the 170 students showed some type of nutritional deficiency.

Parent involvement in the district's preschool project was accomplished
through parent meetings conducted by outside consultants. In addition, the
teacher, social worker aide and nurse made extensive home visits, with the
social worker averaging 40 home visits per month and the nurse averaging 32
visits per month.

In the other preschool project, students who had participated in pre-
school classes during the summer of 1966 and had entered kindergarten were
compared with a random sample of kindergarten children who had not had pre-
school. In all cases there was a substantial difference in growth rate between
the two groups in favor of those having preschool experience.

The preschool students had an upward movement in class rank on certain
variables in every case. Generally the disadvantaged children advanced to the
middle ranks of the class early in the year, which had not been the case
traditionally. Virtually, all the disadvantaged children with preschool ex-
perience advanced in rank during the year. The magnitude of these advances
was found to be significant statistically. The district reported that the
summer preschool experience enabled the disadvantaged children to begin kinder-
garten on a more even footing with their non-disadvantaged peers.

Although the district's preschool project operated an average of only
four months, with three different groups participating during the year, the

average 1Q gain ranged from six points to 10 points during the short period.
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In addition, other tests given to the students showed they gained an average
of slightly more than six and a half months during the four months of opera-
tion. Anecdotal records submitted by the preschool teachers and teacher
aides indicated that preschool had improved the emotional maturity of the

children and increased their ability to work cooperatively with other children.

Supportive Activities. Among the trendsin the urban areas was the in-
creased use of trained social workers for home visits and counselors at the
elementary and junior high school level. Efforts were also made to bring
parents and students into contact with county welfare workers, public health
representatives, local physicians, school nurses, probation officers, juvenile
authorities, and in the case of high school youths, prospective employers
and law enforcement representatives. The number of positions added and the
types of services provided varied among the urban districts. Teachers and
adminis'.cators universally reported that the added services were extremely
valuable and were a major contribution to the total Title 1 program.

An important emphasis of the urban district projects was the improve-
ment of student attitudes toward themselves, toward school and toward their
future occupational goals. Some of the districts constructed local attitude
surveys to obtain quantitative estimates of progress, and where this was
done, the results were generally positive. For example, one district re-
ported that as a result of counseling services the dropout rate was signifi-
cantly reduced from 21.7 percent to 9.2 percent.

Most of the attitude changes were evaluated by anecdotal records or by
teacher judgments. There are relatively few existing reliable measuring
instruments in this nebulous field, and positive changes in attitude can

often be observed but not quantified. Evaluation of attitude changes caused
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by ESEA Title I programs must depend on teacher and administrators' subjective
judgments. As attitudes contribute in some degree to academic performance,
the ultimate value of these activities can be measured by changes in academic
progress. Thus, if individual psychological services, health screening, nu-
trition and similar activities are successful, they will help the child achieve
at a higher level. The long-term look at the success of such services will
take some time. However, each year an intermediate assessment can be made,
using evaluation techniques such as teacher rating scales, check lists and
anecdotal records. In addition, quantifiable records such as counselor-
pupil contacts, number of home visits, and number of books checked out from
the library by ESEA Title I students, are available. From these interim re-
ports it appears that auxiliary and supportive services have had a significant

impact on Title I students and are contributing to the success of the program.

SR i xS




Twenty school district repOIrLs Were selerreld o0 grasenc & sample af

ESEA Title I projects in rural areas. The " rurzl sacompassed

all areas which could not properly be ftesignated @ cerrr= cicy, urbamn or

suburban. In other words, rural included mor orily _ regians but
other non-metropolitan areas.
Districts in the rural sample rTeceived FESEL TH=Te T fands ranging from

NEg o cre $20,000 to $44,000

$215 to $80,000 with about half the fistricts =

region. About one-fourth of the rural fistrirss et Dess e 00 children In

Title I programs, and about half had betseen I0D ant 3 percicipants.

Generally, the rural districts tended +o spent Do ger Tirle L child

than did the metropolitan districts, imdirarting an s =gl CX r=gct more
children with a less comprehensive program. For examyi=, Cle sverage Title L
expenditure per student in the 20-gistrirt s samie v Fi41, compared to

the statewide average of $190.

OBJECTIVES AND ACTIVITIES

The most frzquent objectiwves of rural JorErss der= fmgrovemsnt of read-
ing performance and increased achievement Imn sStanfEri—zel CESTE. dtfier common
objectives were improvement of the rhilirer's wertsl suills, atritudes toward
school and self-image.

The primary activity of most of the mursl Csrfors was o the curricu-
lum category, with remedial reading being The s greaient,, faliowed by
development of communication skills. Most Trenquercly Smpicsented ag secondary
and tertiary activities were reduction oF t=ather [oat, culturzl enrichment

and couunseling and guidance. Relatiwely Fmw mrsl discriccs reported projects

in English for non-English speaking children, = TesarTos , grescigal, teacher
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inservice educariom, attendince improvement, creative expression, library
services and health services.

Te implement their Title I activities, most of the rural 4isTTicTs o
ployed additiomal teachers and teacher aides. Nurses, clerks, arrentance
sopervisors, coumnselors and speech specialists were also hired through TH= = .

Faw of the rural districcs reported using volunteers in their projecss.

Most of the rural districts used standardized achievement TesTs, asuEll¥
the Sranford Readicg Test, to measure change in disadvantaged ciildren. The
tests were gemerally supplemented by anecdotal records, Teacher Dhserrar=ons
and questiormmaires. Some of the districts used schooi grades, arritule s '=E,
arrendance records and dropout rates to determine student changes.

While the districts in the rural sample reported positiwve Thangs om
standardized tests results, usually in grades one through fHve, in WMOET CabEs
the baselize dara were not sufficiently defined to determime the speciTic
magnirode of growth that could be attributed to Title 1 activities. Neresibe-
less, the positive change in achievement level reported by the rTural CSsizirTs
indicated that disadvantaged children were progressing and not stanfing 300

Teachers and other staff personnel gave a more favorable assessmenT T
the impact of Title I on rural students than w2s reflected in the obiertive
rest data. The school staffs reported that Title I had improved the stufencs”
academic skills, attitudes toward school, classroom behavior, motiwatiom D
learm, oral expression, self-concept and security and rapporr with the T=acT-
ers. The rurzl districts also observed that the programs had improvel Ihe
2bility of their teaching staff to work with disadvantaged chdldren by Snc—=as-
ing their semsitivity toward the problems and needs of the chilfrep, provi-ng

more time for individualized instruction, introducing new teaciimg teriiOnes
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Fallowing are samples of narrative reports and anecdotal records std-
mrred by raral districs:

ohe classroom teachers observed that the students who were given an
extrx hal® an hour a day with a reading specialist gained in self-confidencs,
® grearec feeling of success, and an overall general attitude toward schoel
@aork.. Lt was abserved by the reading specialists that the students almost
Faays Ccame enthusiastically to the reading laboratory and maintained a hizgh

Cegrees af enthusiasa throughout the year. It is our feeling that this was
due tox Cre individualized inteasive instruction given during this period o
e

tehe increased skill which they now possess allows them ro enjoy their
remiing ssre.. They are always anxious to go to the reading class and seem
o ge=r msre= pleasure out of their reading books. I have also noticed That
chew ars checking more books cut of the library since they have beer errolied
i e remedial reading class.”

" Aci: svement Cests were given before and after the program o the
gecami group. Ihere Vas no comparison group. The entire group showeld an
auerage gain of .73 of a grade in two and one-half months. Two childrexn
gEined simost two fuil years. Fourteen showed from one o TWO years gainD.
THe: rmsr remained relatively the same or made small gains.”

"ye z result of this project we have had addirional facilities, per-
some?l,, equipmentr of ail types, supplies and other materials. The Imsact
ciar &1 of this has made has been noted relative to both students and their
parents. LC must be said that the project has fostered better and more
hehavior, provided eariched language and leartning experiences. W2

Hawe noted improved pareatal interest in and better cooperation with The
sonT. We know thac the image of the school and its public relarioms

sosture has been improved.”

“ie concinde that the 56% improvement in grade point averapge w2S

soTieged through the individual attention to subject matter and reading made
mossthle in the small group situation. Further, we conciude the decTrease im
qumiier of referrals for disciplinary action and the improvement in citizen-
sy snd social adjustment were attained through our efforts to improve The
sal F-coniidence and feeiing of individual worth through intensive counseling

ani imitwidual arrention afforded by small groups and extensive field trips-
we feel aur anticipated objective of increasing bolding power ©T redtno-
fng the dropout rate was achieved. Similar groups of this type in our bhigk
schonl experienced a dropout rate four times greater than our project
-~ 1"

aiiTiry to handle more gifficult work than they had previously wanted o IZ3-

Some of the students showed a greater enjoyment of the learning sitocatzom.
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Maoy stodeats and sowme parents showed a more positive attitude towards learn-
ing, the schools, and the teachers J

"the Z.S5.E.A project for the library extension services that permitted
the purchase of books for culturally deprived students, particularly those
stodears in low-lewel classes, appears to have had a far-reaching, worthwhile
affect on the studeants involved. Students have read three to four books dur-
ing the schocl year rather than one or, in many cases, none. The reading
comprehensioa and speed of the students appears to have increased, according
to Znglish teachers involved. The interest in literature created by the read-
tng of the books gives indications that the students will have a continued
izrerest in the stody of literature N

™3y record of absences was kept for twenty-two students with the poorest
srteacance records for the school year 1965-66. The attendance counselor
worked with these students and their parents during the 1966-67 school year.
The average percentage decrease in the number of absences for this group was
39 percear. The average number of absences per student for this group dropped
from 32.9 days in 1965-66 to 20 days per studeant in 1966-67."




A XEVIER OF SEIECTED ACIIWITIES

This secrioca contains a descxripriom oFf wariaus Title T activities

operared by schocl discricts. Further aralysis of individual activities,

as implemented in different Types oI poprlaricm FITeES, appeared in Section II.




REMEDIAL READING

School districts in California have identified reading improvement as
one of the primary needs of disadvantaged students. Upgrading reading skills
was a major objective of Title I projects for both elementary and secondary
students. About 30 percent of the 1966-67 projects had reading as the j
primary activity. |

The greatest achievement gains in Title I reading projects were by
students in grades two through six, although there was extreme variability
among districts and individual students. Progress reports on individual
students varied from little or no growth to three or more years' growth.

Higher gains were usually achieved in vocabulary or word recognition
skills than in paragraph meaning. Some districts noticed differences in
strengths and weaknesses among students from varying income backgrounds even ;
within the target areas. Children from the lowest income group in the target

area schools made greater gains in vocabulary than in paragraph meaning, while

the reverse was true of students from relatively higher income families.

ORGANIZATIONAL SYSTEMS

Each district had the responsibility for determining its students'
reading needs and the most appropriate type of organizational system for
reading instruction. Systems selected by local school districts ranged from
employing teacher aides to assist regular classroom teachers during reading
instruction to employing a special reading teacher who worked with a team in
a reading laboratory to diagnose and remediate individual learning deficien-

cies. The most frequently used systems for improving reading instruction are

jdentified in Table III-A.
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TABLE III-A

MOST FREQUENTLY USED ORGANIZATIONAL SYSTEMS
FOR THE IMPROVEMENT OF
READING INSTRUCTION

. Pzrcent of
Organizational System Projects

Reading Specialists

Reading Specialists with Aides (27) 57
Teacher Aides for Classroom Teachers 28
Additional Classroom Teachers to Reduce Class Size 15

Many school districts used more than one organizational system to im-
prove reading instruction. In some cases districts used a reading specialist
for students with severe reading disabilities, while a teacher aide was pro-
vided for the regular teacher to assist students with less severe problems.

A large city school district in Southern California described its or-
ganizational system for reading improvement as an individualized program for
students who had not succeeded within the framework of the regular classroom.
The district reported in its evaluation:

"It was recognized that causes of reading disability are often multi-
ple and interwoven and can be part of the larger pattern of nonsuccessful ex-

periences which imply a flexible, multi-level and individually-centered
approach to the remediation of reading problems."

Another district summarized its organizational system by stating:

"This project gives evidence that the success of working with the
disadvantaged child lies in small group and individual instruction with the
combination of a competent teacher, a teacher aide and allied services to

support the whole group.”

In some cases districts which selected only ome organizational system

for reading instruction modified the system to account for variations in
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reading needs of its students. In one high school district, students with
the most severe reading disabilities received individualized instruction from
a reading specialist in groups of one to five. Students with less severe
reading problems received small group instruction from a reading specialist

in groups of five to ten.

SELECTION OF STULZNTS

Remedial reading projects did not involve all the disadvantaged stu-
dents who had reading problems and needed special attention in reading. Only
students with the most severe reading disabilities among the disadvantaged
students in the target areas were selected for remedial reading instruction.
These students were usually a year or more behind the reading level of their
disadvantaged classmates, which meant they were even further behind when com-
pared to the general student population. Some districts screened possible
candidates by using a battery of diagnostic tests to determine specific read-

ing and learning deficiencies.

INSTRUCTIONAL METHODS

Districts reported success in using a variety of instructional methods
for remedial reading, including phonics training, creative writing, language
experience stories and linguistic approaches. As one city district reported:

"No comprehensive plan for correcting reading disabilities has been
designed that will correct all reading problems because each case is differ-
ent and each case must be approached in a different way, using different

means than one already tried unsuccessfully."

The following anecdotal records about the experiences of two children

underline the variety of problems that exist and the variety of methods
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necessary for successful remedial reading instruction:

"Richard entered the program in the 5th grade very hostile towards
learning. . . . After two months he began to participate in creative writing
and language experience stories. His attitude toward reading remained essen-
tially negative until late fall of 1966. Through continuation of creative
stories and a totally new approach (linguistic) to reading, he began to gain
skill and some confidence in himself. This pattern has continued until the
present. He will have made about two years progress in reading since April
of 1966. . . .

"Now Richard walks into class with a smile, is enthusiastic about
learning, has dropped his attention getting devices, and has approval of his
peers. . . . The classroom teacher reports this change in attitude has carried
over into the classroom."

"Barbara is an eight-year-old and in the third grade. . . . She did not
recognize all letters of the alphabet and test scores indicated she was vir-
tually a non-reader.

" . . There are twelve children in her family and Spanish is spoken at
home although the mother communicates well in English. She wears glasses and
has a noticeable defect whereby one eye deviates inward.

YA visit to the home was a revelation concerning Barbara's background
and environment. Without going into detail questions remained as to adequate
rest and proper nourishment. A television set seemed to be the only stimulus.
Reading material of any sort was practically nil.

"It was evident that this student would have to start with the mechan-
ics of beginning reading. Goals were set up to help the development of left-
to-right movement, to recognize letters of the alphabet, to hear basic sounds,
to recognize basic sight words and to read simple stories for meaning.

"Barbara lost no time in taking advantage of everything the laboratory
had to offer. She developed independence and skill in operating the various
machines, and became self-competitive at each activity. At first the work
was difficult and her progress extremely slow, but through her own persistence
she began to show positive results. The typewriter seemed to provide the
greatest motivation in teaching the alphabet and vocabulary, and eventually
she began to type her own sentences. Her delight and surprise at her accom-
plishments began to carry over into the classroom."

REMEDIAL READING AND STULENT ATTITUDES

The negative attitude toward reading and the low self-image of students
with severe reading disabilities was identified as a major problem in improv-

ing reading achievement. A city school system's survey of classroom teachers
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indicated that lack of student self-confidence was rated as first out of six-
teen possible factors contributing to poor reading ability in target area
schools.

Improvement in student attitudes as a result of participation in Title
1 reading projects was reported by many districts. A reading specialist in
the Sacramento Valley wrote:

"one of the greatest contributions other than increased ability to

read that was noticed by most all remedial reading teachers and regular class-
room teachers was the positive change in self-concept. In the regular class-
room situation, the student who qualifies for specialized reading experiences
much difficulty in building and maintaining a healthy self-image since he is
constantly placed in competition with others who experienced educational suc-
cess more frequently than he. As the school years progress, the student has
a tendency to become less involved in the classroom situation because he has
become conditioned to expect his responses to be less worthy than most of his
classmates."”

Another reading specialist reported:

"I knew Sam was showing signs of reading growth but I was not sure he
was aware of his increasing ability. Then one morning he came by to ask if
he could please register his seventh-grade brother for the class."

Dramatic changes resulted after non-readers were provided with indi-
vidualized instruction. A district submitted this anecdotal record:

"Robert entered the special program as a very shy, uncertain second
grade child. He spoke with much hesitancy, afraid of being wrong. He
seemed to be alone and very non-conforming. He would seem to be listening
yet could not follow the simplest direction. He was unable to work or ex-
press himself while with any other child. Robert was assigned to working
with the special reading teacher and the two aides on a one-to-one ratio.
This relationship forced a response from the child. This situation gave him
confidence that he could learn. He has gone from a non-reader to middle
second with eagerness to continue. His attitude changed from negative to
highly positive. He now reads in a group. His parents are pleased with his
attitude change and note that he volunteers now to read at home. He has be-
come accepted in his classroom by his peers."

Parents also noticed positive changes in their children's attitudes.
On district surveys two parents reported:
"He looks forward to going to the reading clinic when going to regu-

lar school was often discouraging. He also has shown interest in words and
signs and has tried to sound some out."
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"He is more interested in words and their meanings in reading. He
tries to read the newspaper and other things he has never attempted before,"

The degree of positive change in attitude was not as great with secon-
dary students as with elementary students. Although districts reported posi-
tive improvement by secondary students, the rate of improvement was less.
Almost every district reported a small percentage of individual students who

showed no progress or some degree of regression.

MOST PROMISING PROJECTS

In a sample of districts which received a "substantial progress' or
"moderate progress" rating, the reported costs ranged from $137 to $569 per
student for the remedial reading activities alone. The average for these
districts was $252 per student for reading. As the average statewide expen-
diture for all Title I activities combined was $190 per student, this indi-
cates that the most effective reading projects generally involved a substan-
tially higher expenditure.

Remedial reading projects in which students with severe reading dis-

abilities showed more than a month's achievement gain for each month of par-

ticipation had the following characteristics:

e Students received reading instruction from a remedial reading special-
ist. Some projects also included the use of an aide to assist the re-
medial reading specialist.

e The organizational system included extensive diagnostic services to

f identify causes of reading and/or learning deficiencies and specify
| remediation techniques. Some districts also developed case conference
techniques using a variety of specialists to determine the causes of

reading and/or learning difficulties. Case conferences included
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recommendations and observations from the nurse, reading specialist,
classroom teacher, counselor, teacher aide and school psychologist.

e The pupil-teacher ratio during remedial reading instruction was five
to one or smaller.

e The organizational system provided for frequent communication between
the reading specialist and the classroom teacher to discuss individual
student progress.

e The organizational system used more than one method for remedial read-
ing instruction. A pragmatic approach to reading instruction was
adopted. The focus was on finding methods or techniques which were
successful with each individual student.

e The student received instruction in a room specifically organized for
remedial reading instruction. The reading laboratory, also called a
language laboratory or reading clinic, contained a wide variety of
mechanical and printed devices which enabled the individual student to

5 proceed at his own pace in remediation of a specific deficiency. Im-

mediate assistance from an aide or a reading specialist was available

when the student was not successful.

In summary, the key to reading improvement for students with severe
reading disabilities was a flexible instructional system conducted by a read-

? ing specialist working closely with the classroom teacher. The instructional

system contained enough individualized instruction and specialized materials

to guarantee daily success and continued improvement by each student,




I - ¢

A basic assumption of ESEA Title I ds Thac

prove teaching attitudes, methods, organizarion ant mererizls 9ill resulc In
improved achievement and behavior by disstvarcaget sufenrs.. An {mportant
element in the improvement of instruction 4iF &n e~ =w—ige inservice training

program for personnel who have a direct responE nilCow for resching dis-

advantaged youth. The impact of Title X Snmerrice CoEOing acriviries om
local school districts was stated by an atmindsrmsCIr @i weace in his evalu-

ation report, "The school districr has Tarsly haf an goporounicy to concen—
trate as much on inservice education for one @res af efucacion as it has

through this Title 1 project.”

EXTENT OF INSERVICE TRAINING

—_—__.__—__—-_——_——'_—

In 1965-66, 21 percent of the gistrir:s eyt inservice traiming as
a part of their Title 1 program, but it w=E Fhe meior aoccizioy o 5.7 perceut
of the projects throughout the State. DBuring he [IG6-&7 school year, 50.4
percent of the districts reported inserwire TTRITCIE 28 garc aof their Title I
program, with 3.7 percent stating it was Thelir primecy accivicy..

Because inservice training was remiired Snr evecy Title T project and
plans for staff development were Sncluded on ey grxiecc pplicacion,
it is likely that more districts comurtef some Sew of inservwice training

than was reflected in the evaluatinn Tepnris. Imeser,, che: absence of any

mention of inservice training in halT T The e LECIOT TPPOCLS indicates
that the intensity of training activities fn mw CCITICTE Was probably

negligible. On the other hand, in some Sreeryice training relating

to the Title I project was financed From Dorel CCsc=icT famds or ather re-

gources and was not reported as 2 Title I acTORETK..
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iz 1965-66 the emphasis of inservice training projecis was arn Improw-
ing tie arritedes and knowledge of district persomnel regarding disaivanraget

childrea. Improvement of imstructional skills and teaching merhots., expe-

cially im the areas of reading and language development, was rhe secont mos:

prevalenr activity. Eight percent of the 1965-66 projects romcentratet om
improwing skills in diagnosing educational and learning defiriencies ©f Imfii-
vidual stwdeats. Inservice training of teacher aides received major consider-
atiom im six percent of the projects, vhile improvement of gpuitance anf coem-

seling skills was the emphasis of one percent.

As showr in Table III-B, there was a significant shifr of Inserwice
training im 1966-67 from understanding the problems of the disadvanrapef =@
the development of specific skills to meet the needs of disatvantapef ST
dears. As one urban district reportec, "Since a heavy emphasis was placef o
sexsitivity traiming during the initial year, the second year the inserwire
traimimg program was concentrated on helping teachers to deweiop sk3lds Im
better meeting the needs of the disadvantaged <hild.™

Persoonel in some districts were requesting inservice trIaAITINE D

imitiate mew approaches in the education of the disadvantaged. 4 high scheol
teacber im a rural a sa wrote:

"ost teachers are already aware of the culturally disadvanraped cniaf.
This course amd its cbjective only made us more aware. In my opinion hey £3L
mot Teally advise us oa how to help them other than vhat we are doing alr=atw.
Be're mor inrerested in statistics. What's the solutiom to the pribiesT"

There was also a significant increase, from B percent o 17 perrenr., Ix
the smmber of projects concentrating omn improving skills in diagnosing -
tiomal amd lezrming deficiencies. Development or new curric. dus mEteTIiAlE

was the mzjor objective of 8 percent of the inservice training PprojecTs ID

1566-67, as compared with 2 percent the first year.
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TABLE III-B

1965-66 and 1566-67

Activicy

Arrirude Change - Eon-Student Persomnnel { 43 21

Underscanding the dimeunsions of
poverty and their effect om childrem 41 117

Improving inctergroup and inter- |
culrural understanding | 4. 1 &

Improvemenc of Subject Matter Area In-
scructional Skills - Teaching Methods 2’ 37
Heading | 16 25 |
Langnage Development 6 B ]
Englisir as a Second Language S‘ 31}{
Mathemacics | 2 o |

&

Improvesenc of Instructional Skills - | :
Classcoom OQrzanization 11

Use of visiting certificated
specialists to assist the
ceacher in the classroom

EXSPSIIVORPUPI 7 SREPSINEEE L ST~

WU

Use of teacher aides 4

Other | 2° 0 ¢

Improvesenc of Skilis in Diagnosing
Tndividual Stukient Educational and ! 2 :
Leaxning Deficiencies | 8 9 17

Improvement of Instructional Skills - i
Equipment Usage &

Development of New Curriculum Materials ! 2 )

9
B

Iorovement of Counseling Skills 1 | %
100

TOTAL. 100
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STICS OF ACTIVITIES

Persccnel. Elementary school teachers comprised the largest group re-

ceiving iaservice training in both 1965-66 and 1966-67. In the sample stud-
jed, 69 percenc of the participants of inservice training activities were
elemenrary reachers and 25 percent were secondary teachers. Three percent
were administrarive and supervisory personnel, and three percent were non-
cerrificated personnel such as teacher aides, volunteers and clerks.

Organizational System. The primary organizational system used for in-

service training in 1965-66 and 1966-67 was a workshop at the local school,
district or incerdistrict level. Although many districts had more than one
crgamizational system, use of the workshop at the individual school or dis-
tricr level increased from 45 percent in 1965-66 to 75 percent im 1966-67 as
shown in Table ITI-C. Kinety-four percent of inservice training activities
were cooducted during the regular school year, with 40 percent of the pro-

grams orgamized oa a weekly basis.

Small school districts in rural or isolated sections of the State
generally had difficulties developing inservice training projects. The prob-
lem faced by these districts was exemplified by the following comment:

™The project staff has had difficulty in locating individuals with

adequare background in teaching disadvantaged students amd who are willing to

come to a small school district for lectures and workshops. We would welcome
assistance.™

Title I stimulated very little inservice training specifically directed

at improving skills in guidance and counseling or developing new skills in

teaching science or social studies to the disadvantaged.
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Ap acalysis of inservice rraining programs indicates cthat the charac-

teristics of the least effectiwve prozrams were:

e Formal inservice training comsisted of one zll-dazy meeting for the

e Imservice training corsisred ©of ome large gruup meeting with a formal
speaker.

e The organizarional system for inserwvice trzining did not provide op-
portumities for individual participants to actuslly use new techniques

or materials with disadvantagef studexts.

TAKLE III-C

Organizarional Systems 1965-66 | 1966-67

Percent Percent

41 75

Workshop at Individual School Lewved I2 : 10

College Course in the School Pistricr Ir | *
School or Classroom Visitatiom - Wirhim

the District 2 5
School or Classroom Visitariom - Ourside

the District 8 *

*jess than 1%
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PROMISING PRACTICES

Although the types and intensity of inservice training activities var-
jed considerably, the most promising inservice projects were characterized by
the following factors:

e The goals of the inservice program were clearly defined and a concen-
trated effort was made to improve instruction in a specific area.

e The inservice program included all the professional and para-
professional staff whose acquisition of new knowledge or a specific
skill would affect the behavior or achievement of disadvantaged stu-

dents.

e Districts used a workshop approach with an organizational structure

which provided for small group interaction.

o Skills were developed or modified over an extended period of time

during the regular school year.

e The attitude change or new skill advocated during the inservice pro-
gram was implemented and modified under local classroom conditions
with local students.

e The organizational system included routinely scheduled periodic group
meetings of participants for discussion, evaluation and modification

of new techniques and materials advocated during the initial phases

of the training program.
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GUIDANCE AND COUNSELING

Guidance and counseling was an activity in 223 projects. In 60 of
these projects it was the primary activity. In most cases guidance and
counseling was a supportive activity to some other primary endeavor, usually
a curriculum program with a remedial and corrective orientation.

Where it was the primary activity, guidance and counseling programs
were concerned with improving student attitudes toward school, reducing
dropouts, screening and placing students for special curriculum programs
and improving school relationships with parents. Individual counseling was
the most frequent form of guidance and counseling, followed by psychological
testing. Other guidance and counseling activities were parent counseling,
group counseling, home counseling and psychometric assistance.

Because they are essentially supportive services, guidance and coun-
seling activities can best be evaluated on a long-term or longitudinal basis.
However, intermediate evaluations were made through teacher and administra-
tors judgments, questionnaires to parents and students and other subjective
evaluation techniques.

One evaluation method was to have the teachers rate the counselor ser-
vices on a four point scale ranging from highly adequate to very inadequate.
A district using this technique reported that all the teachers rated the
counseling services as highly adequate in improving student attitudes and
self-concepts. The parents rated the activities slightly lower, with 80
percent rating them as highly adequate, 10 percent as adequate and 10 per-
cent as barely adequate.

Another counseling program was rated by analyzing the attendance re-

cords of the students at the junior high school level. Students who had
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missed 20-30 days of school during 1965-66 were absent 10-15 days during
1966-67, representing a 50 percent reduction in absenteeism. Students who
had been absent only 5-10 days during 1965-66 showed little improvement in
attendance. The classroom teachers reported that the Title I students seemed
to be more regular in attendance and more attentive to classroom activities.

An area of emphasis in guidance and counseling activities was individ-
ual testing and psychological assessment. One district reported:

"It is felt that one of the strengths of this activity was the avail-
ability of a full-time psychologist to focus attention on the needs of the
individual child and to assist teachers in gaining psychological insight into
the special learning problems and adjustments of the economically and cultur-
ally disadvantaged child."

Through individual psychological studies, the district learned of
student needs that were not being treated in the existing school program.

One of these was the need for more classes for the neurologically handicapped.
The district also found that some of the students previously considered to be
mentally retarded were able to progress in regular classes after intensive
specialized teaching. The program stimulated attention toward early identi-
fication and preve:ntion of school failures and analysis of the learning dis-
abilities of students considered to be behavior problems.

The extent of psychological services is illustrated by a report which
stated that 200 culturally disadvantaged students were given individual psy-
chological examinations by a psychologist and psychometrist during the school
year. The students were referred for examinations by adminstrators in the
target areas. Often the screening activities or testing programs uncovered
other deficiencies of the students. An example is shown in the following
anecdote:

"During the testing and perceptual development I discovered a little

5% year old boy who weighed only 29 pounds. The nurse and school staff are
cooperating with us to insure a hot breakfast and lunch for this bright
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youngster. He gained five pounds in six weeks and his attendance is almost
perfect during this period. He looks healthier and happier now."

Some districts evaluated their counseling programs by their effect on
the dropout rate among high school students. An example of this is a high
school district which compared the dropout rate of students entering in 1962
with that of the Title I group entering in 1965. Over a two year period the
dropout rate for boys decreased from 20 percent to 1.9 percent, while the
girls' dropout rate decreased from 35.7 percent to 13.8 percent. The decrease
for the total group was from 27.2 percent to 6 percent.

In a similar study the grade point average for the comparison group
was 1.1, while the Title I group's grade point average was 1.9, a significant
difference. In another school, the grade point average of Title I students

increased from 1.1 to 1.7.

In summary, guidance and counseling services appeared to have been
effective in reducing behavior disorders, absenteeism and dropouts, as well
as a valuable supportive activity for skill development programs. The follow-
ing anecdotal record from a home counselor gives an indication of the prob-
lems of disadvantaged students and the extent of counseling services in

Title I target areas:

"A high school student was referred because of non attendance. His
mother stated he had locked himself in the bedroom and threatened to kill
himself. The year before he had taken an overdcse of medicine and had to be
rushed to the hospital. His real father had died. His mother had remarried
and he had six younger brothers and sisters. Neither his mother or step-
father spoke English. The stepfather was a farm laborer and recently his
back had been injured in a farm labor accident.

"At the home visit it was learned that three of the younger children
were home because there was no lunch money. There was no food in the home
and the rent and utilities had not been paid for 2 months. The high school
student wanted to quit school to help support the family. The school author-
ities told him it was against the law to quit school until he was 18 years
old. Because of the emotional and financial problems involved the student
felt he was more of a burden to the family than an asset.
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"Since it was obvious the father was having great pain with his back,
I took him to emergency ward of the County Hospital. There a doctor completed
a form stating he was temporarily incapacitated. He was then referred to a
worker who made out a form for groceries and placed his case on emergency
basis so that a check would be forthcoming within the next week.

"As the emotional and economic problems adjusted in the home, the
attendance attitude and performance of the younger children in school improved.
In the spring instead of taking the children out of school to work the early
crops, the parents expressed their gratitude and new interest in their chil-
dren's education by staying in town and allowing them to complete the school

term."
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INTEGRATION

Efforts to eliminate the adverse effects of racial isolation on
elementary school pupils were described by several school districts.
Title I funds were used to implement integration plans approved by the
boards of education in these districts. In some instances, funds from
the Economic Opportunity Act and district sources supported Title I
funding.

The general pattern for integration was to reassign minority group
students from heavily impacted target area schools to elementary schools
which had small percentages of ethnic minority pupils and adequate class-
room space., Where necessary, transportation was provided to the "re-
ceiving" schools. Some of the Title I services normally provided in the
poverty area schools followed the integrated pupils to their new schools,
These included language and remedial reading specialists, cultural en-

richment, home-school coordinators, human relations specialists, a free

lunch program and after school study centers.

One objective of the integration programs was to stimulate the edu-
cational achievement of project pupils beyond their previous school experi-
ences. In most of the districts 1966-67 was the first year of their inte-
gration program. While the evaluation of the programs was limited, the
gains made by the integrated pupils in reading scores generally approximated
a month's growth per month of instruction in grades two and three, while
in grade six the average gain was approximately seven months for the school
year. As the students' progress rates prior to the integration efforts
had been somewhat slower than the month-per-month growth observed during

the study, there were indications that they progressed at a slightly aug-

mented rate during the study period.
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In all of the districts, the presence of lower-achieving students
from the target area had no effect on the achievement of the 'resident"
students in the receiving schools,

Studies were conducted to compare the achievement of the integrated
students with that of students who had similar pre-test scores but who
remained in the poverty area schools. In some instances similar gains were
reported for both groups, while in others the integrated pupils made slightly
higher gains, although the differences were not statistically significant.

One district selected students for integration who tended to have
higher intelligence and achievement test scores and better citizenship than
the average student population in the poverty area. The results of stan-
dardized reading tests given at the end of the year showed that the gap
between the integrated and non-integrated students had widened, indicating
greater achievement gains by integrated students. No data on the statisti-
cal éignificance of the test results were submitted.

Where attendance data were reported, the average rate of attendance
for the integrated pupils in grzdes one through three increased signifi-
cantly over previous years' rates, while the attendance of students in
grades four through six increased slightly, but not significantly. The
increases occurred despite the fact the students had to walk longer distances
to their new schocls or had to be prompt each morning to catch the busses.

An important objective reported by another district was in-class and
out-of-class opportunities for shared experiences so that the minority pupils
would be assimilated into their new school environment and be accepted by

their classmates. A study of social patterns in the integrated classrooms

indicated that the minority groups students were moderately well accepted

by classmates in the receiving schools. Differences in popularity among
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the children appeared to be based as much on BT nowic differences
as on ethnic differences.

Responses on teacher surveys were PoEitie cmect the Integration
programs. Teachers reported that the dntepratet muoils bat shown improve-

ment in attitude toward school, interest in dearritny,, sel f-image and

general appearance and personal rare during e . e district found
that receiving school teachers who had mimori=zy xmwm studencs in their

classes tended to be more favorable towart frc=grzcior Cham Jers receiving
school teachers who did mot have any nf ‘fhe s=ulerCs from the poverty area
assigned to their classes.
Parent responses to questiomnnaires wmme F ED btzhly favarable.
Most of rhe parents of the integrated stufents S=_= thac their children
liked school better, were more interested Hn Dty aar they were be-
fore and were well accepted at the xreceiaimg sriamis,. THe mEfority of
parents also expressed the opinion Shat ey Ciildr=r sere getring &
t better education because of the integr=tion FriEr=r.,
& From the data available at this time, 5= zupesrs thac integration
5 has had a positive effect on the minority ciilir=r Swaived. There is
evidence to suggest that the effect has Deen Teat=sr o the higher achiev-
ing groups within the target area pomilation. s eZ=ct might be described
as "taking off the 1id" for ‘the more ADle STUTCE,.
‘ Other implications of the Gata miiwiitiel Gy dTericts arec
e Integrated children seem To adifieve Gigier sier. Sey are grouped
with high achieving, academirallv-mrSemcest moils Srom the re—
ceiving schools.
e Clustering the integrated stugents T e Carzer ares I &

single class or with low-achieving muoils c=esaiss oo cantimued

poor achievement.
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e Integratiou with motivated pupils results in improved performance on

ability tests, even after a short time.

Althowgh most of the data presented in support of integratior «FfIiorTs
reflected performance ou achievement tests, it is also impori@mnI ID
neaswre the effects that integration has on the affective domain, such as
charzes iz attitodes and motivatiom. Data collected from tzachers, pETeniE,

and commrity persous indicated general enthusiasm and satisfartion with Se

intezrarion efforts.
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TEACHER AIDES

A meor rechnique Sor reducing teacher load and enabling more indiwvid-
wzlized instmcrion for students was use of teacher aides in the classroom.
Ior [J6b6-47, 5Z discricts reported that teacher aides constituted the primary
aciviry aof cheir Ticrle I program and 8 districts used teacher assistants 25
three primary acciviry. In most cases, the aides wvere a supportive service o
the: primary activicy, especially in remedial reading projects.

A rocal of 4,274 aides were employed to assist teachers in Titie I
prxiects in the public and non-public schools at all grade levels. 0OFf the
Fides, 1,417 were employed full time, 935 were employed half rime and 1,928
were smpigved less than half cime.

The stated aobjectives for using teacher aides were to provide assisz-
anc= A service to the ¢lassroom teacher, to allow the teacher time for

soecial arrencion o individual students, to reduce the pupil-adult rario and

tx improve schogl-community relationships by using the services of commmicy
amulrs.. In addirion fo using aides for classroom teachers, some districrs
emplaved aides o reading specialists, community liaison workers, nurses,
counselars and aother personnel.

The discricts varied as to their qualifications for teacher aides.

Some required thac cheir aides have a high school educatiom or be dilingxai,

@il ather districts had no such requirements. There was a general tendency
amonyg; schoal districts to hire aides from the low-income populatiom in the

targer arsas, especially parents of the disadvantaged students in the Titie I

Orogram..

Wosr digtricts hired their aides oo an hourly bazsis, and salaries gen-

erzlly ranged from $1.50 o $2.50 per hour. Except in preschool classes. few
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districrs used commmnity volunteers in their projects; one district accounted
for 3,000 of the 6,500 volunteers reported for the entire state.

The most effeccive use of teacher aides was in projects where the
aides, as well as the teachers, were given inservice training. As the pres-
eace of teacher aides in the classroom is a relatively new educational prac-
rice, lack of inservice training and delineation of duties between the teecher
and aide oftem resulted in poor coordination between the work of the teacher
and the aide. Training for aides usually centered on duties to be performed
and rechniques of working with children from culturally or economically dis-
advaraged backgrounds. On-the- job training was conducted by teachers and
administrators.

Assigomears for teacher aides varied widely. Aides were used in regu-
jar classtooms and in special fields such as remedial reading, English as a
second langpage, health, physical education, library services, home economics,
special laboratories and clerical work.

Iz most cases the aides were expected to do clerical work. A number of
ceschers requested aides who had typing skills. An analysis of district re-
ports oa duties of teacher aides produced the following breakdown:

s Acriviries most often performed by teacher aides

Prepare instructional materials

Type masters and duplicate materials

Grade papers and arrange classroom materials

Bork with individual students and small groups

Supervise class work, group games and relief-time activities
e Activities often performed by teacher aides

Assist in the library

Assist with cafeteria and noon duties

Assist with clean-up activities

Assist with room decorations, dulletin boards and teaching centers
Test small groups of students
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e Activities less ofren performef by ceacher aides
Assist in ordering materials
Assist with andio-visval eguigpmenr ad Field trips
Take class roll
Take inventory of books, marerials and equipment

Evalvation of teacher aide acriwirTies was wsazlly By subjective methods
soch 28 guestiommaires, teacher observerioes ami compents. Following are
samples of commeatrs by reachers:

fhe strengths of rhe zide program ZT2 mMHLY- It gives the individual
child more chances ro get help when ceacher is working with cthe class.

i: reduces the size of groups rThe reacher has o work with. It minimizes be-

bavior problems. It allows the reacher more fresdom to abserve the children.
Ic stimelates the children in different weys cham ome teacher cam.'

=Especi 1lly belpful in kinfergzrrex. Opgortunity for comsiderable one-
to-one relatioanship. First grade programs strengtiiened due to additional
smal}l grosp and one-to-one relationsnip. If amy additional money is avail-
able, it should be spent for addirional zides.™

»I believe the aide did more o hely out with special problems. She
could rake a child aside and work wirh him im ar zrea with which he needed
help. The teacher could go ahead with clzss fnstruction and yet a child with
a special problem could get the hely he meefed without class interrup tion.
The aide cam do much to reduce reacher/papil rzrio. Both the teacher and the
aide caz have smaller groups o work with. Mooe can be done in less time. I
bave certainly appreciated this.™

™he proiect should consider irself singmlarly fortunate to count
amoeg its sepporters intuitive and iprelligerr sides. Our aide can communi-
cate with children and parents in Their hane lamgnzge. This is tremendously
importan: in establishing the woderstardizgs requisite to school and home
cultures: identifying with each others” pmoblemc. Her language skills are of
secondary importamce to the basic mmar-mess wrich she Brings to her work
with people--both big ones and 1irrle ones.™

“rhe aides belped pupil artitules Improwe, reduce discipline problems,

*"Suggestions for next yzar wonli imcinde more azides if possible. We
atilized ber best in the reading ani Iargsape zrts program and with those who
meeded individual belp. This should e coxtrimued .
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ENGLISH AS A SECOND LANGUAGE (ESL)

English as a Second Language was the primary activity of 31 projects
and the secondary or tertiary activity of 43 other projects. ESL projects
were generally concentrated in three areas of the state: the southern coun-
ties adjacent to the Mexican border, the San Joaquin Valley agricultural
} area and the central city school districts.

Most of the ESL programs were conducted in special classrooms by bi-
lingual teachers with the assistance of bilingual aides. The average class
period for ESL was 45 minutes. Districts reported that their most critical
problem in implementing ESL programs was the inadequate supply of trained
bilingual teachers and instructional materials.

Two major problems were evident in attempts to evaluate English as a

Second Language activities. The first was the mobility of the students, as

many of the ESL participants were children of agricultural workers. Although
they were not necessarily migrants, many of them did follow the crops within
a large region, especially in the San Joaquin Valley, and were not present for

both the pre and post tests.

The second major problem was the lack of suitable instruments to effec-
tively measure the change in student progress. Collection of baseline data
did not present as large a problem at the primary grade level as the students
usually had an English vocabulary of zero. However, in the upper elementary
and secondary grades the students had some grasp of the English language,
which needed to be refined into idiomatic English with particular emphasis
on reading comprehension and verbal articulation.

The typical reading comprehension test was in English and therefore did
not provide adequate or valid measurements for students with little or no

English language facility. Experimental projects have provided some instru-
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ments for evaluating student growth in ESL activities, although these are
still in the developmental stages. Where it was feasible to use tests, the
results showed favorable changes between pre and post test scores.

In addition to published instruments, some districts devised question-
naires for upper grade students or used pre and post audio-tape recordings

to measure articulation, fluency, pronunciation and comprehension in English.

Teacher aide and administrative appraisals were used for subjective evalua-

tions.

Another technique was to translate standardized tests and test instruc-
tions into Spanish and thus provide a bilingual testing situation. A dis-
trict which translated the Peabody Picture Vocabulary Test at the junior

high and high school level reported positive growth beyond the .01 level of

significance for the students tested. In another district where the Metro-

politan Reading Readiness Test was used, the raw score for students in the

primary grades doubled from pre test to post test.

A sample of students taking the Full Range Picture Vocabulary Test, a

non-verbal intelligence test, in English showed generally positive changes

in IQ points after participation in an ESL program. The average scores for
kindergarten children increased from 82 to 96 and for first graders from 90
to 102. Second graders regressed from 101 to 93 and third graders averaged
101 on both the pre and post tests. In the fifth grade, the median IQ in-
creased from 97 to 112 points, while in the sixth grade the change was from
94 to 104.

In another sample, the Wide Range Achievement test was administered in
English to students in grades one through six. First graders who tested at
the .4 grade level on the pre test made average scores of 1.3 on the post

test. Second graders increased from 1.6 to 2.3, third graders from 2.3 to 3.4,
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fourth graders from 3.2 to 4.2, fifth graders from 4.0 to 4.4 and sixth
graders from 4.1 to 5.1. Students taking the Gates Reading Test in English
in grades one, two and three showed less dramatic growth, with gains ranging
from two to four months between pre and post tests.

Many of the ESL programs included activities to improve school-home
relationships, especially with Mexican-American families. Districts used
community aides to make home visits, held parent meetings, planned school
programs for parents and used the special services of community agencies to
improve the liaison between home and school. Based on questionnaires, atten-

dance at parent meetings and reports from community aides, the general re-

action of parents was that the ESL activities were valuable for their chil-
dren.

One district in Southern California implemented an extensive home-
school liaison program, in which news letters written in Spanish were sent
to parents and meetings were conducted in Spanish to explain the ESL activ-
ities. The district had the most favorable results on tests to determine
changes in attitude of the ESL students.

Another district emphasized the use of English skills in filling out
job applications and related its senior high school ESL program to its

general vocational training program. These efforts were reported to be

highly effective.
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d HEALTH SERVICES

Efforts to improve health habits of disadvantaged children were pro-
vided by Title I funds through health services activities. There were 92
programs in health services that served 180,341 children and encumbered

$1,427,848.

The types of activities provided under health services programs in-
cluded additional nursing staff, use of doctors and dentists in examination
work and dietary supplements in the form of free breakfasts, mid-morning
snacks and free lunches. Health services activities were carried on in public
and non-public schools and were offered during the regular school year and in
summer school programs.

A total of 258 nurses were hired with Title I funds during 1966-67,
and they were responsible for identifying children to be referred to doctors
and dentists for correction of medical and dental problems. The school nurses
administered vision, hearing and speech tests in order to identify these prob-
lems in children. Children having stomach cramps, head colds, fevers, tooth-
aches, skin conditions and pediculosis were referred to the nurses and their
aides. Improved health practices including sleep relaxation, posture, skin
care, oral hygiene and personal appearance were recommended for target area
children. The nurses also performed a more significant role in the area of
’ health education, parent contacts and nutrition instruction.

As a tributary effect éf additional services provided by the nurses
and their aides, families in target arezs benefitted from better health hab-
its, medical and dental referrals and expedient clinical appointments.

Schools were able to assist county health departments in identifying and re-

mediating health problems, including developing preventative immunization

procedures.
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Evaluation of health services programs was accomplished by reporting
the number of times children were assisted with certain activities or in
certain areas, by questionnaires submitted to students and teachers, and by
an improvement in the absentee rate. One district reported:

"The breakfast program was in effect for 5% months and it is my belief
that it has been a successful project and a worthwhile effort. A great many
of our boys and girls who normally come to school with little or no breakfast
were served a warm, nourishing meal. This breakfast probably represented the
best meal for some of our pupils during the day. The fact that the students
had a good breakfast before school started caused them to be better behaved
and to learn more effectively."

Districts reported that attitudes of children were changed as a result
of health services programs. ASs one district stated:

"Probably, more noticeable than the change in the attitudes of the
children are the attitudes of their parents. They, the parents, in every
case, have shown much more interest in the school and school activities.

They have become more intere¢sted in better education for their children. The
parents of the children in the program have been to the school at least six
times (one family) and up to 11 times for one family. Two of these families
(parents) prior to two years ago had never visited the school their children
attended."

Physical fitness programs were carried on in conjunction with health
and physical education classes. Boys and girls competed in team and individ-
ual sports and received swimming instruction.

One rural community had never had the services of a full-time dentist
and the percentage of children who had cavities and abscesses was high. An
out-of-town dentist was brought in through Title I to provide dental services

to selected children and the number of cavities was drastically reduced. The

dentist established himself in the community and began a permanent practice

there.
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SUMMER SCHOOL

Compensatory education projects conducted during the summer of 1966
and 1967 were generally continuations of the districts' school year Title I
programs. Curriculum activities were the most prevalent, as they were during
the regular school year. Preschool, inservice training, tutoring and cul-

tural enrichment received proportionately more attention in the summer pro-

grams than they did in the school year programs.
Summer school activities were offered mostly in the metropolitan areas, :
with public and non-public school children at all grade levels participating.
The most frequent objective of summer activities was to improve the children's
self-image and motivation for learning. Other goals of summer schools were
to prevent learning losses during the summer months, to stimulate new and
diversified interests and to raise achievement levels.
The activities of three districts are described below as samples of

Title I summer prcjects.

In one district, preschool experience was provided for 540 children,
while an enrichment program, including outdoor camping,was offered for more
capable students in the elementary grades. High school students received
classroom work in basic subjects, supplemented by field trips and arts and
crafts.

The Stanford Reading Test was administered to the high school students
at the end of the summer session. The median gain was four months during
the three month program, with largest gains, averaging eight months, achieved
by the tenth grade students. More than one-fourth of the high school stu-
dents scored gains ranging from one year to two years during the three month

period.
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In another district, 4,500 students from kindergarten through grade 12
were enrolled in summer activities. At the elementary level, three hour
sessions were divided into reading, language development and enrichment ac-
tivities. Students in the secondary schools were offered English and elec-
tives in fine arts and basic skills., Supportive activities included psycholo-
gical and health services, teacher aides and enrichment activities., A mid-
morning nutritional snack was served at both the elementary and secondary levels.

Test results for the elementary students were for the most part disap-
pointing, while the junior high school students showed appreciable gains over
the two month period. Parents of elementary students indicated that they
felt the summer activities had been instrumental in broadening their children's
interests, and three-fourths of the students reported they would like to
attend summer school again. Responses of secondary students were less posi-
tive toward attending summer school, but more than three-fourths said they
felt they had made substantial learning gains as a result of the activities.

At both the elementary and secondary levels, parents and teachers felt the
area of greatest improvement was in student self-confidence and educational
motivation,

In the third district, 1,100 children were enrolled in a kindergarten-
primary school summer program. Each school offered kindergarten classes with
an activity and reading readiness program. On a questionnaire, about 70
percent of the teachers indicated the summer program was effective.

A summer inservice workshop for compensatory education teachers was con-
ducted for five weeks. The workshop analyzed the problems of disadvantaged
children, discussed practical ways of dealing with these problems and devel-

oped techniques and materials useful in teaching disadvantaged children.




PRESCHOOL

In 1966-67 there were 42 preschonl programs funded under Title I.
These programs involved wwore than 6,506 children and included such activi-
ties as language development, parent participation, health services and
cultural enrichment. The preschool programs accounted for 3.5 percent of
the primary, 4.7 percent of the secondary and 5.0 percent of the tertiary
activities. This compares to 3.9 percent, 1.8 percent and 2.2 percent for
1965-66 schooi year.

An analysis of test data submitted by several districts indicated
that kindergarten children who attended preschool in the spring of 1966
performed better in tests of reading readiness in the spring of 1967 than
did children who had not gone to preschool. Girls tended to score higher
than boys on these tests. In addition, there was evidence that the programs
were especially helpful to youngsters from homes where English is not the
primary language. In these homes, parental involvement in preschool pro-
grams was encouraged by bilingual school personnel, usually counselors or
social workers.

Basic vocabulary development in English coupled with increased moti-
vation from the home, contributed to the children's success in kindergarten,
especially in the language development aspects of the kindergarten program,

A review of the results of verbal and non-verbal intelligence tests
indicates that the level of general aptitude of students from the target
area may be substantially higher than generally thought. 1In part, the dif-
ferences may be attributed to different tests used. For example, there is
some evidence that children score higher on the Columbia Mental Maturity
Scale than on the Peabody Picture Vocabulary Test. Scores obtained on the

Minnesota Preschool Scale and the Stanford Binet Scale were comparable.
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The Stanford Binet, an individually administered test, is usually more reliable
than the group tests. Some test results submitted by school districts showed
that the same children's IQ scores varied from 85 points to 100 points de-
pernding on the tests used.

Most of the preschool staffs felt that the children had made substan-
tial progress in improved behavior, especially in getting along with others,

Pre and post rating scale data indicated that the children made appreciable

progress in language and cognitive development. Usually the greatest gains
were made in language and behavioral development.
3 There was a greater number of parents involved and a higher level of
participation by them than was anticipated by several of the staffs. Never-
theless, some of the staffs were not satisfied with the levels of parental
cooperation in some aspects of the program.

Parents generally indicated a positive attizude toward the preschool
programs. It was their feeling that the program did much to teach young-

sters to function in a group setting, in sharing experiences and developing

a sense of responsibility. The acquisition of new skills and a greater
motivation for learning were mentioned frequently by parents as positive
outcomes from their children's preschool experiences.

Several districts summarized pre and post preschool standardized test
data according to ethnic and racial characteristics. The preschool experi-
ences in these districts apparently were more helpful for Caucasion pupils,

especially Spanish-speaking children,than for Negro pupils.




SECTION IV

REPORTS TO THE U.S. OFFICE OF EDUCATION

This section contains information requested by the U. S. Office of
Education and follows the format designed by that office. The reports are
on Title I programs operated by school districts for regularly enrolled
disadvantaged students and on specialized programs for children of migrant
agricultural workers, neglected and delinquent children in state and local

institutions, and handicapped children in state hospitals and state residen-

tial schools,




SCHOOL DISTRICT TITLE 1 PROGRAMS

The major achievement of ESEA Title I is that it has increased the

school achievement rate of disadvantaged children and has improved their
self-image, attitudes toward school and aspirations for the future. Teacher

attitudes and skills in working with disadvantaged children have been posi-

tively influenced by Title I activities.

Title I has also had a significant impact on parents of disadvantaged

students and on poverty area communities. Through Title I, poverty area

residents have become more involved and interested in education because of

their membership on Title I school district advisory committees, partici-

pation in Title I activities and employment as aides and school-comsunity

workers,

Title I's impact is being felt out:side, as well as inside, the pover-
ty area it serves. The new instructional materials, teaching techniques and

use of specialized personnel resulting from Title I are influencing school

programs for not only disadvantaged children, but for“ill children., 1In

effect, Title I is serving as a testing ground for educational innovation,

ACTIVITIES AND METHODS

State Services. The Office of Compensatory Education of the
California State Deparment of Education has seven bureaus, funded from
both state and federal soutces, with a total of 49 consultants and other
professional staff who are available for services to local educational
agencies on ESEA Title I projects. The services are in the form of field
visits to local school districts, meetings with district personnel in the

state office, written and telephone communications, workshops and conferences,
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speaking engagemerts and puiblications. The (Office of Compencarory TducarIiom

assists school districts im develcpment, implementation and evaluarion ol
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materials. Title I funds were sometimes used to provide facilities,
boociancbiles, personnel and equipment for library services, while
Title IT provided the books and materials.

ESEA Title TII -- It is anticipated that Title III will localize the

demonstration of creative and exemplary programs. Projects may be de-

veloped that provide new techniques for teaching disadvantaged chil-
dremn..

® ESEA Title IV -- A major project planned by the Far West Regional Edu-
cationagl Laboratory (FWREL) related to evaluation of educational meth-
aods for overcoming cultural deficiencies. The State Office of Compen-
satory Education cooperated in the project planning. Other present
and projected projects of FWREL are production of a series of handbooks
dezling with minority groups, dissemination of tapes and films on prob-
Iems of the culturally disadvantaged, evaluation of a curriculum pack-
age in terms of its effect on disadvantaged first graders, preparation
af # measurement handbook on evaluation of Title I and Title III proj-
ects, development of inservice training courses for target schools and

Z survey of schools serving Indian children.

& ESEA Title V -- During 1966-67 the California State Department of Edu-
cation conducted four ESEA Title V projects related to compensatory
education. The projects were a study of desegregation, integration
and compensatory education programs in selected school districts, a
program for improving educational opportunities for Mexican-American
children, research on adult education for Mexican-Americans, and de-
velopment of inservice training guidelines.

¢ Community Action Agency -- Many districts planned their Community Ac-

tiom Agency and Title I programs as a package of coordinated activities.
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Some of the Community Action Agency projects which supplemented Title
I efforts were recruitment and training of teacher aides for Title I
classes, Headstart preschool classes, health services, basic skills
classes, after-school study centers and tutorial programs and job
training programs for high school youth. All districts applying for
Title I funds were required to submit a statement from the administra-
tor of the Commnity Action Agency, if one existed in the area, certi-
fying that there had been coordination in development of activities.
In addition, Community Action Agencies were represented on school dis-
trict advisory committees for Title I.

e Department of Agriculture Food Program -- Where there were Title I
food programs in the form of breakfasts, snacks and lunches, the food
was obtained from the U. S. Department of Agriculture Food Program.

e Neighborhood Youth Corps -- Secondary school counselors and the Neigh-
borhood Youth Corps officials cooperated in finding proper placement
and developing programs for high school students. Included was assign-
ment of Neighborhood Youth Corps students to work in Title I projects.

e Job Corps =-- While Job Corps programs did not supplement Title I ac-

f tivities, there was cooperation between the secondary school staff and
the faculty of Job Corps centers.

e Welfare Administration Programs -- These programs supplemented Title I
activities primarily in preschool programs. Through the Social Secu-
rity Act, Title 19, medical and dental screening #nd immunization were
provided for preschool students. Many students were identified
through this screening for medical treatment under the State Medical

program,
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School district Title I programs were also supplemented by and coordi-
nated with state-funded programs for disadvantaged students. The State

McAteer Act of 1965 required coordination of state and federal programs into

B I N RS TL oo ko 2 2o

a comprehensive compensatory education plan. The State compensatory educa-

-

tion programs are:

e McAteer Act of 1965 -- Research projects to improve preservice and in-

e e A

service training programs for school personnel and develop effective
methods of teaching disadvantaged students were conducted by school
districts and institutions of higher education.

e 1966 Amendments to McAteer Act of 1965 -- School districts serving the
most concentrated areas of poverty in the State received funds to re-
duce pupil-teacher ratio in the elementary schools to 25-1; construct
and equip new classrooms, renovate existing classrooms, lease or pur-
chase relocatable classrooms or acquire sites for new classrooms in
the poverty areas; and operate experimental projects to test new meth-
ods of teaching reading and mathematics to seventh, eighth and ninth
graders. School housing aid in the form of relocatable classrooms was
provided for school districts with temporary influxes of éhildren of
migrant agricultural workers.

® Unruh Preschool Act of 1965 -- A state-federal matching program pro- ./
vided preschool classes for children from disadvantaged families, |
with priority given to children from families receiving welfare aid,

Many school districts operated joint preschool programs involving
funds from Title I, Headstart and the Unruh Preschool Act.

staff Development and Utilization. The most promising inservice train-

ing activities were those which had clearly defined goals with a concerted
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effort made to improve instruction in a specific area, which included all seg-

ments of the professional and para-professional staff, which used a workshop

approach that provided for small group interaction and which were conducted
over an extended period of time during the regular school year. In 1966-67
there was a shift in emphasis in inservice training from understanding the
problems of the disadvantaged to development of specific skills to meet the

needs of disadvantaged students.

To obtain necessary personnel to implement Title I projects, most
school districts recruited from within their own teaching ranks. Employees :

were given training in specialized areas to prepare them for service in

Title I programs. Recruiting also occured at project directors' conferences,
where Title I administrators exchanged information on personnel needs and
supply. School districts often recruited para-professional personnel, espe-
cially teacher aides, from the poverty area communities. The State Office of

Compensatory Education obtained its personnel through state civil service pro-

cedures. .

The largest categories of personnel augmented by Title I programs were
teacher aides and classroom teachers. Specialist positions provided through
Title I included reading specialists, speech teachers, librarians, supervi-
sors and administrators, counselors, psychologists, social workers, attend-

ance workers and nurses. Many districts, especially the smaller ones, used

the services of county schools offices for project planning and evaluation
and inservice training.

Involvement of Non-Public School Children. Some 16,140 children from

non-public schools participated in Title I projects during the 1966-67 school
year. The school district's application included a statement by the non-

public school officials that children residing in the target areas and
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attending non-public schools had been given an opportunity to participate.

All information sent to public schools was also sent to non-public
schools. Non-public schools were represented on school district advisory
committees for Title I and on the State Advisory Compensatory Education Com-
mission. Workshops and conferences were held by the State Office of Compen-
satory Education to familiarize public and non-public school administrators
with methods of involving non-public school children in compensatory educa-
tion programs. The Catholic schools had a state-wide Title I coordinator
who worked closely with the State Office of Compensatory Education.

The most commonly funded and most effective projects involving non-
public school children were those which could be operated on non-public
school facilities. These included remedial reading taught by public school
teachers, counseling, health and psychological services and cultural enrich-
ment.

Among the exemplary activities for non-public school children were:

e Reading teachers traveled to the non-public schools, bringing with
them a portable laboratory with specialized curriculum materials and
equipment.

e Exchange assemblies and joint field trips were held for both non-

public and public school children which provided not only cultural
enrichment, but often opportunities for integrated educational ex-

periences.

to work with the non-public school teachers on improving reading in-

struction.
Non-public school children were referred to the public school for

health services, or nurses traveled to the non-public school to pro-

vide for health needs.

Public schools sent resource reading teachers to the non-public schools




Handicapped Children. Special education programs for handicapped
children were operated by school districts with state funds rather than with
Title I funds. Title I programs were provided for handicapped children in
state schools or state hospitals.

Activities at state hospitals for mentally retarded or emotionally
disturbed children included language development, speech and hearing correc-
tion, physical education, use of Youth Authority wards as teacher aides,
nursery schools, deatal health services, industrial arts, outdoor education
and establishment of au..o-visual materials centers.

At state residential schools for deaf, blind and cerebral-palsied
children, Title I activities included summer programs, iaservice training for
teachers and dormitory counselors, social hygiene, auditory training, home~
school coordination, psychological services, visual perceptual diagnosis, a

visual aids media center and improved instruction with television tapes.

PROBLEM AREAS

Reduction in Appropriation and Delay in Funding. The reduction of

California's Title I appropriation from the 1965-66 level created serious
problems in maintaining the quality of the programs. Funds available for
school district programs dropped from $78 million in 1965-66 to $71.5 million
in 1966-67, while the number of eligible children increased. This resulted

in a decrease from $250 per student in 1965-66 to $190 per student in 1966-67.

The problems caused by reduced funding could be successfully resolved

only through a restoration of funds; however, steps vere taken by the State
Office of Compensatery Education and school districts to alleviate the ef-
fects of the cutback. Districts generally adopted one of three alternatives:

reduced the number of children served; continued some of the previous year's




Title I activities with other resources, such as district funds; or eliminated
or reduced some procedures, such as equipment purchases, and concentrated
funds on personnel and services.

The delay in appropriating funds for Title I compounded the program
planning and implementation problems caused by the cutback in funds. For
maximum efficiency in use of resources, school districts must know the amount
they have available from Title I in the spring of the previcus school year.
Late funding preveated school districts from planning their total budgets in
the spring and hampered effective coordination of Title I activities with the
regular school program. Late funding also had an adverse effect on employ-
ment of qualified persomnel for Title I activities as recruitment is gener-
ally conducted during the spring and early summer.

The problems caused by late funding were partially alleviated by the
State Office of Compensatory Education's policy allowing school districts to
apply and receive approval for 85 percent of their previous year's allocation
amount, pending official action by Congress. This allowed school districts
to begin implementing their Title I program before notification of their ac-
tual allocation. However, some of the districts, particularly the smaller
ones, felt they could not afford to take any. chances and thus held up on im-
plementation ;f their 1966-67 projects until they received official notifica-
tion of their entitlement. Consequently, many projects were not in operation
for the full school year.

The whole area of funding must be improved if the programs are to have
maximum effectiveness. Early Congressional action on appropriations is es-
gsential. Also needed are appropriations over a longer period of time to re-

duce uncertainty of funding and to promote more efficient long-range planning.
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Lack of Personnel. The inadequate supply of qualified personnel, such

as reading specialists, counselors, psychologists and school-community liai-
son workers, continued to be a major problem during the 1966-67 schocl year.
School districts generally attempted to resolve their personnel problems by
special training for existing employees and by extensive use of para-
professionals, especially teacher and clerical aides.

Medium-sized and smaller districts also had insufficient personnel
with the background and knowledge to plan, implement and evaluate compensatory
education programs. Use of county office persomnel, contracts with outside
consultants, development of cooperative projects and assistance from the State
Office of Compensatory Education, helped alleviate the problem.

A change in the Federal law is needed to enable grants to county of-
fices to enable them to provide more leadership in the planning and develop-
ment of school district projects. The assistance that county offices can
provide to small school districts is currently limited because funds cannot
be allocated to county offices to provide Title I services except by contract
with the school district.

Misunderstanding of Title I Philosophy. A major problem during the

1965-66 school year was that many school districts misunderstood the concept
of the program and sought approval for general aid programs rather than ac-
tivities concentrating on the needs of the most disadvantaged children.

Great progress has been made in this area and the problem was substantially
reduced during the 1966-67 school year, as the concept of compensatory educa-
tion for disadvantaged children gained understanding and acceptance.

However, the problem still exists in some school districts, which con-

tinue to submit applications that spread the funds too thinly over a poorly
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defined target area. The State Office of Compensatory Education has continued %

its efforts, through consultative services to school districts, to focus funds

on the children with the greatest need.
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L Cine thres counties was particularly gratifying. Insights gained by the
prxiect gtaff through direct experiences in the migrant program are expected
tx provide z benefit to their school districts as well as to the children

Among: the problems experienced were delays in implementation of the
prxiect due tao poor weather conditions, which resulted in families not moving
ntx the zrez and camps not opening on schedule. Also, the geographical size
zut complexity of the project caused difficulties in maintaining communications
anong the staff azg well as cooperating agencies. A third problem area was the
ne=t for # more comprehensive preservice and continuing inservice training
sroerax for the total staff.

Multi-County Profect. A multi-county project for 6,959 migratory

crildren was established in Kern, Kings, San Luis Obispo and Tulare counties.
Jferrives of the project were to establish a schcol and health record trans-
Zer system for migrant children, develop and implement preservice and inservice
treining programg for professioual and para professional personnel, to develop
e curriculumr programs, to provide physical and mental health services and to
ezrzir[fgir sumeer programs for migrant children.

The four counties used a state-developed form to gather statistical
etz on migrazut children. The information was made available to school
digtricts tao which the migrant child may have transferred, thus assuring
comcinuong cormunication between the child and the numerous schools he attends.

Ir the training programs, teachers, administrators and aides partici-
peref fw study groups, seminars, curriculum committees, conferences, study
trigs and coallege workshops during the year. Major emphasis was placed on
fmglementzction of new or modified curricula for migrant children.

Xmong: the most fmportant components of the multi-county project were

the physfcz]l and mental health activities. One district reported providing




shoes for 27 children, clothing for 67 children, eye glasses for two children
and dental work for 11 children. In more than 80 percent of the cases, the
children improved in attendance and classroom performance.

About 1,150 children in the multi-county region participated in
summer school programs. Curriculum activities included English as a Second
Language, reading, development of communication skills and individualized
instruction. Enrichment activities included study trips and experiences in
art and music.

Countywide Project. A countywide migrant education project, which

served 3,013 children, was designed to allow coordination with services
provided by other agencies, including the Office of Economic Opportunity.

Additional personnel, including teachers, classroom aides and Mini-
Corps assistants, were employed in the cooperating districts to reduce class
size and allow individualized and small group instruction. Whenever possible,
teacher aides were recruited from former migrants with the same ethnic back-
ground as the students.

Increased emphasis was placed on proper evaluation of student needs to
insure proper class placement and to guide future project plans. Instruction
in English as a Second Language was intensified through individualized and
small group instruction. Teachers were encouraged to be creative in designing
their own materials to provide greater diversity in instructional approaches.

Community liaison aides, who were former migrants, were used to
improve school-family relationships. While the aides were not truant officers,
their activities effectively upgraded attendance services. The aides also
provided information to the schools that assisted in planning realistic
migrant education programs based on a more accurate picture of intra-area
migration.

Increased emphasis was placed on health and physical education programs,
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especially in nutrition and recreation. The county office administered a
program called Recreation Van, in which a truck equipped with games and

recreational equipment and manned by a physical education instructor and

R R T

two Neighborhood Youth Corps aides made regularly scheduled visits to labor
camps.

"serve Your Neighbors.' One school district, which had no migrant

population of its own but had the only facilities in the area capable of
providing for the needs of migrant children, implemented a program for 200
children living in neighboring districts. Children were transported daily
from farm labor camps and dwellings in the county. A survey showed that the
migrant children were from two to four years behind in school achievement
because of severe language facility deficiencies and irregular school attendance.
The six-week summer program emphasized oral expression, vocabulary
development, personal pride in achievement and their own ethnic group, self
expression and good work habits. Teenagers and young adults were employed
as aides, and the district reported that aides from these age groups were
able to establish communications with young children much easier than were

adults. A teacher-pupil ratio of 1-15 was found to be effective. The

teaching staff concluded that a six-week program was meaningful for enrich-
ment and oral language development but was too short for significant academic
remedial instruction.

Involvement of parents from the migrant population was an important
part of the project. A Project Advisory Committee was established, with
meetings conducted in Spanish. A Family Fiesta was held on a Sunday after-
noon at the school as a means of getting the migrant families together on
a social basis. About 300 persons attended, and events 1nc1;ded student
presentations, sports and performances by a mariachi and rock and roll band.

The Family Fiesta was the first time many of the migrant parents had ever
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visited a school.

Health services and health educatic¢n was provided by a full time nurse,
who stressed cleanliness, dental care, rest and exercise, nutrition and
safety. The local Migrant Ministry Office provided health kits for each
child, which contained grooming aids. The health kits gave many children
the first comb and toothbrush they had ever owned. The county dental auxil-
iary presented a puppet show on dental health.

Many of the children did not eat breakfast at home, and a high protein
snack was provided as they arrived at school. Lunch was also served, with
staff members eating with the students to develop better rapport, reinforce

good eating habits and engage in oral language.

Tutorial Language Develcpment Project. Four language centers were

established by a small rural district for students with limited or no English
speaking background. Each center consisted of a conference room staffed with
one teacher and one teacher assistant.

Spanish-speaking children were taken from their regular classes for
a specific amount of time each day for small group instruction in English,
after which they returned to their regular classrooms for the remainder
of the school day. Group size for the language instruction varied from two
to six students, depending on the ability level of the students.

All the centers used an audio-lingual approach emphasizing the under-
standing and speaking of English, but each center differed in methodology.
The kindergarten center emphasized dramatic play situations and activities
which encouraged the use of English, rather than formal preseatation of
materials.

The primary center used a unit approach, with activities planned
around a main theme chosen to coordinate with regular classroom studies,

thus reinforcing and supplementing regular instruction. The primary center
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also provided remedial assistance, with the teacher aide, working under the
direction and supervision of the language teacher, giving individual help
to children in subjects in which they were weak.

The upper elementary center concentrated on verbal drili, with
attention given to oral conversation and the students' adjustment to daily
problems. There was also more concern at the upper elementary center with
the reading ability and, to a limited degree, the writing ability of the
students.

The high school center emphasized language structure, with the stu-
dents practicing basic English sentences and word structure. For students
with no English speaking experience, a limited English vocabulary was intro-
duced for practicing correct speaking patterns and sound reproduction.

Teaching personnel agreed on the need for visual materials in the
tutorial language development project. The materials used were for the
most part teacher-made, including games, phonics charts, homonym and anto-
nym cards, flashcards and story sequential charts. Equipment and materials
for dramatic role playing, such as puppets and store equipment, were valuable
and easily adaptable to the language program.

The larnguage centers all used language masters, which allowed the
student's voice to be recorded on a small card containing a pre-recorded
model of a short statement. The student listened to the model, repeated
what he heard and then compared his response with the model. The primary
and upper elementary centers had greater success with the machine than did
the kindergarten and high school centers.

The project personnel reported that one of the most important facts
of the language program was the time set aside at each center for free ex-
pression and conversation. The children verbalized some of the things

disturbing them, thus giving the teacher insights into problems that the




DR AR - e R R T A e
: T DA T N

bilingual child faces besides the obvious language problem.

Many kinds of incidental learning resulted from the language activities.
Classroom teachers were asked to rate students they were sending to the
laaguage centers. Table IV-A shows some of the bi-products of the program

as observed by the classroom teachers.

TABLE IV-A

TEACHER RATINGS OF PROGRESS RESULTING FROM LANGUAGE CENTERS

Area of improvement Numbers of students
No significant Slight Some Much
4§91n gain gain gain

Awareness of auditory
differences 13 30 18 17

Avareness of environment 5 20 25 29

Awvareness of correct

speech patterns 8 31 25 15
Self-assurance 4 23 16 40
Participation in class 6 21 25 29
Integration with classmates 14 19 22 23
Exhibits leadership 28 25 15 8
Exhibits pride in cultural |

heritage 18 21 17 8
Exhibits eagerness to learn 6 21 27 20
Achievement in other areas

of endeavor 5 31 17 25
Attitude 4 19 22 30

Totals 111 261 229 250




OBJECTIVE MEASUREMENTS

Standardized Tests. Few of the programs were of sufficient duration
to allow effective use of pre and post testing with standardized instru-
ments. Existing standardized tests, for the most part, were inappropriate
for use in measuring student achievement in the migrant programs for the
following reasons:

e About 85 percent of the migrant children in California are Mexican
or Mexican-American. Often these children do not have the English
language facility to score appreciably on conventional standardized
achievement tests. Their cultural and socié-economic background
mitigates against any meaningful comparison between their obtained
achievement scores and those scores obtained by a population of
middle class anglo students.

e Most of the projects were not of more than six weeks duration. The
interval between tests in a pre-post design was so short that any
measured differences could be attributed to chance.

e The constant movement of migrant families made administration of
pre and post tests to the same children extremely difficult, if
not impossible.

Project administrators who attempted to use standardized tests in
a pre and post test design found the results to be largely inconclusive,
with very few children present for both tests. Best results were obtained
with the Wide Range Achievement Test and the Peabody Picture Vocabulary
Test, neither of which was standardized for the groups tested.

Teacher-Developed Tests. In several of the programs, teacher-developed

tests were used. These tests were specifically designed to measure achieve-

ment in language development and progress in English as a Second Language.

Other Objective Measurements. Attendance records, records of treat-




IV - 25

ment of health problems, records of meals served, growth records and similar
statistical data were used to evaluate particular components of migrant
education programs,
SUBJECTIVE MEASUREMENTS

In general, parents and teachers judged the achievement and skill
level of project participants to be equal or superior to what would be
expected in the length of time the projects were in operation. The teachers
and parents agreed that for most of the children the projects were beneficial
in improving behavior, attitudes toward school and self-concepts. Question-
naires, opinionnaires, teacher observations and anecdotal records support
the conclusion that most aspects of the migrant program were highly success-
ful in achieving their objectives.

Probably as significant as the gains made by the children was the
observed change in the behavior and attitudes of parents and teachers as
a result of the migrant program. Parents of migrant children began to
understand, become interested in and participate in the educational programs

provided by the migrant plan. This was largely due to the extensive use of

bilingual teacher aides, many of whom were recruited from the migrant ranks.
The aides made it possible for the first time to communicate to parents the
concern of the schools for their children.

Teachers gained new insights into the nature and problems of migrant
children and learned ways of meeting their needs. Inservice education pro-
grams were effective, with most of the teachers of migrant children parti-
cipating in some form of inservice activity.

GENERAL PROGRAM EFFECTIVENESS

New Services. Prior to the implementation of the California Plan for

the Education of Migrant Children, only sporadic attention had been given

to the problems of migrant children in California schools. A fow districts
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in the Imperial and San Joaquin Valleys had recognized that migrant children
had special problems and had implemented programs for them. Not more than
three or four of the 66 districts that participated in the California Plan
for the Education of Migrant Children during 1966-67 had had any signifi-
cant program for migrant children in past years. More importantly, there
was little coordination or communication between the districts operating -
these programs.

During the summer, attendance of migrant children in school programs
dramatically increased. Prior to the statewide program, few migrant children
attended summer school nor had the schools encouraged their attendance.

In the summer of 1967, 5,412 migrant children attended summer school and
participated in a wide variety of program activities.

Most Effective Activities. For children in preschool through grade 3,
language development (including speech and reading), cultural enrichment,
art, physical education and recreation and health services (including nutri-
tion and medical attention) appeared to be the most effective activities.

In grades 4 through 6, programs in English (including speech and

reading), English as a Second Language, cultural enrichment, physical educa-

tion and recreation, medical and dental health services and food programs
had the greatest impact.

In grades 7 through 12, English reading, English as a Second Language,
cultural enrichment, physical education and recreation and health services
(both medical and dental) were judged the most effective.

Classroom Procedures. A strong effort was made in all the migrant

projects to reduce the ratio of children to adults in the classroom and to
provide individualized and small group instruction. In the majority of cases,
this objective was accomplished through use of teacher assistants and teacher

aides, many of whom were bilingual and able to enhance the work of the teacher
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fagroucrionl mzterizls and equipment, evaluation and reporting, types of
Teprineg dfsabilities, program planning and design, utilization of library
zut [fhrary resources, general orientation to Title I and migrant programs
zod urtiizacion of supportive services.

Programs were designed to meet the needs of specific personnel
recsiuing trafaing. It is not possible to list numbers of personnel or
Tereri of time involved in each category of training, as the training
Troerams varied greztly as to personnel and length of time. Workshops
Jesiemed to develop # personal commitment and a sen..civity to the special
efirczrionzl needs of disadvantaged migrant children appeared to have had
the greztest impact on the success of the program.

INTER-RELATIONSHIP WITH REGULAR TITLE I PROGRAM

The migrant education programs were designed to supplement, and
b coordinated with, other programs which served migrant children, including
rezxlar Title T programs. In many districts, regular Title I programs included
sciufeies and gervices for resident students which were similar to those pro-
widef for migrants under the migrant program. These included remedial instruc-
=fawr fr reading, speech, mathematics, social science and natural science; inten-
gTEfed culturzl enrichment programs; and health and nutritional services.

Czliforniz State Department of Education consultants responsible
#xe fmplementing the Cazlifornia Plan for the Education of Migrant Children
teld mmeerous meetings with project coordinators and district administrators
' #x coprdinate the entire educational program for migrant children.

One of the requirements for participation in the California Plan for
tie Efucastfon of Migrant Children was that the districts include migrants
or thefr representatives on district advisory committees, which have been
asrzatized to asgist districts in planning and evaluating programs for the

sfiscztiow. of dfsadvantaged children. In addition to parents, these committees
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have included representatives from Community Action Agencies, non-public
schools, and other community groups, in order to insure coordination of all
projects for the education of disadvantaged children.
COORDINATION WITH OTHER PROGRAMS
Services for migrant children funded from other federal or state
sources included the following:
® The California Legislature in 1966 authorized $1 million for pur-
chasing, installing, furnishing, moving and maintaining approximately
55 relocatable classrooms. These furnished units are leased at the
low rate of $150 per month per unit to school districts who have
temporary influxes of migrant students greater than their existing
classroom facilities can accomodate.
e At 13 locations, the Office of Economic Opportunity provided short-
term housing facilities for seasonally employed agricultural workers.
These "flash peak'" camps included facilities for child care centers,
health centers and adult education services. Health services were
provided through cooperation with the State Department of Public
Health and county health departments with assistance from the Migrant
Health Act. Adult education programs were provided through the Office
of Economic Opportunity and the Neighborhood Youth Corps. Preschool
classes received funds from Headstart and California's Unruh Preschool
Act of 1965.
o. Direct grants were made to 13 non-profit agencies under Title III-B
of the Economic Opportunity Act for a wide variety of programs focusing
on the needs of migrant families.
e The California State Department of Education received approval for
four Elementary and Secondary Education Act, Title V projects, two

in migrant education and the other two in areas affecting large segments
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of the migrant population
e Other programs included a Manpower Development and Training Act pro-
ject in research and vocational training and two Economic Opportunity

Act, Title III-B, projects in English as a Second Language. Although

the three were not specifically designated as migrant projects, they

were closely related to problems of many migrants who are Mexican-

Americans.

A high degree of coordination was achieved between programs under
the California Plan for the Education of Migrant Children and other programs
for migrant children and their families. Conferences were held for adminis-
trators in charge of the various programs. State consultants and project
directors and coordinators conferred and worked out mutual problems at the
county and local levels.

Because of California's efforts to provide programs of a comprehensive
nature, there are few gaps in the types of services generally available to
migrant children. However, due to variations throughout the State in all
of the programs, including migrant education, there are differences in the
services the migrants receive.

The major problem preventing full services to migrant children is
the inadequacy of funds. Only about one-eighth of the migrant children in
the State were able to participate in programs under the migrant amendment
to Title I. Other programs have the same problem, especially the health
programs for migrant children.

COMMUNITY INVOLVEMENT

Migrant parents participated in the migrant educational programs in
a variety of ways. They served as teacher and community aides, served on
district advisory committees to plan and evaluate programs and participated

in adult education activities aimed at improving their understanding of
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school programs. A number of schools planned programs, fiestas, dinners

and other activities to which migrant parents received special invitations.
Special efforts were made to increase the contact between parents and teachers
to discuss the children's progress.

NON-PUBLIC SCHOOL PARTICIPATION

Very few migrant children in California attend non-public schools.
They tend, instead, to attend public schools. Non-public schools in Cali-
fornia have apparently not encouraged enrollment of migrant children. Most
of them charge tuition which migrant parents are unable to pay. Where there
were migrant children gnrolled in parochial schools, the school districts
made the special programs avaijlable to them in the same manner as for the
public school children.

STATE OPERATIONS AND SERVICES

Prior to the implementation of the migrant amendment to Title I, the

california State Department of Education had not operated any programs

directly serving migrant children. Under ESEA Title V, the Department parti-
cipated in the Interstate Migrant Education Project which was directed
toward research of the problems of migrant education.

The California Plan for the Education of Migrant Children was admin-
istered through the Office of Compensatory Education, Bureau of Community
Services. The staff of the Office of Compensatory Education provided assis-
tance to school districts in planning, implementing and evaluating programs
for migrant children. Consultants with backgrounds in administration,
program development, staff training and evaluation participated as a team
and as individuals in numerous conferences with persons and groups involved
in migrant education projects.

The California State Department of Education recognized the importance

of cooperating with other states in migrant education programs and actively
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sought and promoted interstate cooperation. The Department initiated and
held two meetings with migrant education personnel in Arizona, Oregon,
Texas and Washington. Members of the Bureau of Community Services staff
visited projects and met with state education department representatives
in the four states.

California has participated with the other states in exchange of
teachers, inservice education of staff members, transfer of student school
and health records and exchange of information on education of migrant
children. Efforts toward interstate cooperation have been successful and
there were no major areas of disagreement among the five states.

The major difficulties in interstate activities have been due to
the great difference in the number and type of migrants found in each state.
Programs and procedures that have been effective in some states are not
applicable in others or required major revisions before being adopted.

california's migrant population is at least as large and probably
larger than that of any other state. Furthermore, the types of migrancy
in California are more varied. For example, there is no time of the year
when California is not experiencing a migrant impaction in some part of the
State or when all migrants are in their home-base communities. In fact,

a limited sample shows that at least four percent of the migrants in Califor-
nia claim no home base.

For a large part of the year there is no definite pattern of movement
in the migrant stream. California migrants appear to have developed work
preferences in certain groups of crops without regard to where the jobs
may be located. In some California areas there are migrants present year
around although the individuals involved may change three or four times
during the year. In other areas there are relatively short periods, nct

more than two or three months, during the year when agricultural labor is
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needed and migrants are present.

About 60 percent of the migrants in California are home based in
the State and rarely leave its borders. The few who do leave migrate to
Oregon and Washington for brief periods during the summer and early fall.
The remainder of California's migrants come from other states for varying
periods of time and at different times of the year, with the largest number
arriving in late spring and returning to their home states in the fall.
Most of these made more than one stop while in the State. All of these
factors have contributed to the difficulties encountered in trying to develop
continuous and meaningful programs of education for the migrant child in
California, both within the State and in cooperation with other states.

DISSEMINATION OF INFORMATION

California has used a variety of techniques for dissemination of
information and materials on an interstate basis. Memos and publications
developed in California have been distributed to state education depart-
ments of cooperating states. Copies of exemplary curriculum materials
developed by California school districts for use with migrant childrern
have been distributed.

Conferences have been held with representatives of other states
for exchange of information and for planning of interstate cooperative pro-
grams. Teachers and staff from other states have visited and participated
in California projects. Several persons from other states participated in
California's summer workshop for inservice training of migrant education
personnel, A color motion picture describing California's migrant education
problems and programs to alleviate these problems was produced and will be
loaned to other states.

The same techniques used for interstate dissemination of information

have been used within the State. In addition, State Department of Education
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staff members have participated in numerous preservice and inservice education
programs throughout California. Consultants have conferred with project person-
nel tc disseminate information and materials on program development, content

and evaluation.

PROBLEM AREAS

The major problem encountered in implementing the Title I migrant program
was the timing and uncertainty of funds. School districts ordinarily plan pro-
grams and employ personnel far in advance of the beginning of the program,
Because of late and uncertain funding, firm plans for the migrant program could
not be made sufficiently in advance to allow districts to hire the best personnel
or obtain materials before the program started. The funding problem cannot be
solved at the local or state level and requires federal action.

Another major problem has been the elusiveness and variety of the migrant
population. Besides the migrants who travel within the state and from state to
state, some agricultural workers migrate to and from Mexico. Some of the mi-
grants from Mexico present the most difficult educational problems because of
the wide variations in the amount and quality of their previous education and
because of their language problems. Progress is being made in the identifica-
tion of the migrant population, and further advances are expected as the state

record depository becomes fully developed.
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PROGRAMS FOR NEGLECTED AND DELINQUENT YOUTHS
IN LOCAL INSTITUTIONS
Thirty-nine local institutions operated Title I programs for neglected
and delinquent youths. Thirty-three of these programs were classified as
serving delinquent youths. Table IV-D shows the unduplicated count of chil-

dren participating in these programs.

TABLE IV-D

UNDUPLICATED COUNT OF CHILDREN
PARTICIPATING IN LOCAL TITLE I
NEGLECTED AND DELINQUENT
PROGRAMS

Number of Institutions
participating in Title I
1 programs 39

Number of Children in
Public Schools Partici-
pating 579

Number of Children in
Non-public Schools Par-
ticipating 235

Number of Children Not
Enrolled Participating 538

Total Number of Children
4 Participating in Neglected
j and Delinquent Programs 1,352

INNOVATIVE PROJECTS

4 Remedial and Developmental Reading. Youths at a boys' ranch were se-

lected and assigned to a reading instructor on the basis of test scores and

teacher recommendations. The reading instructor worked with the individual

boys two hours per week over and above the regular school program. The
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teachers involved were trained at weekend workshops under the guidance of a
reading specialist. The students trained under these conditions have shown a
greater interest in reading, taken more advantage of library materials and
experienced more success in the classroom.

Outdoor Education. Two four-week programs were conducted in the combined

areas of geology, mineralogy and forestry. The first week for each period was

devoted to a project orientation. The second and third weeks were spent es-

tablishing a base camp, familiarizing the students with procedures and begin-

ning the field courses. The fourth week was devoted to follow-up activities.

It was observed that about 40 percent of the students changed their attitudes
toward authority and education, improved their self-concept, decreased their
hostility toward others, increased their tolerance of others and identified
more positively with their environment.

Basic Skills. Delinquent wards were provided a basic skills program
during their transitional period prior to leaving the institution. The pro-
gram was an extension of a project operated originally by a Community Action

agency. Baseline data covering two years of the remedial reading segment of

the program indicated there was a decrease of approximately 50 percent in the
recidivism rate.

Creative Arts Activities. In a county program, 38 boys were involved in
art activities, 51 made use of table games, 53 were engaged in leathercraft
projects, 10 participated in picture framing projects, 5 learned wood carving,
23 learned to play the guitar, 15 recorded their voices and 33 operated slot
cars. It was reported that there was an increase in the general attitudes of
almost all of the boys as a result of these creative arts activities. Other

recorded gains were an increased interest in creative arts careers, an awareness

of new cultural experiences, development of "hidden talents," and an increased
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TABLE IV-F

RECIDIVISM RATE BY COUNTY

1965 1966
County &
Tarzl Enrcllment 200 196
Number of Recommitals 2/ 30 26
Number of Parole Violators 3/ 0 0
County B
Taczl Earcllment 67 71
Number of Recommitals 5 7
Number of Parole Violators 0 0
Cauncy C
Toczl Earcllment 47 63 42
Number of Recommitals 0 1 2
Number of Parole Violators 3 1 1
Councy D
Taoczl EarolIment 40 56 78
Number of Recommitals 0 0 0
Number of Parocle Violators 16 23 30
gt E
Tatzl Enrollment 165 192 150
Number of Recommitals 2 3 S
Number of Parole Violators 0 0 0
Totrzl Earollment 519 578 409 1/
Torzl Number of Recommitals 37 37 14
Tarzl Number of Parole Violators 19 24 31
IJj Counry amud State totals for 1967 are incomplete.
Zj & RECOMMITAL is & ward who is returned to an institution on a new charge
By & court..
Z// % BABOLE VIOLATOR is a ward who violates his parole regulations and is
rerurned to the institution by an administrative decision.
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PROGRAMS FOR NEGLECTED AND DELINQUENT YOUTHS
IN STATE INSTITUTIONS

Eleven California Youth Authority institutions operated Title I
neglected and delinquent progrhms. The unduplicated count of children

participating in these programs is shown in Table IV-G.

TABLE IV-G

UNDUPLICATED COUNT OF CHILDREN
IN NEGLECTED AND DELINQUENT
PROGRAMS 1IN
STATE INSTITUTIONS

Number of Institutions
Participating in Title I
Programs 11

Number of Children in
Public Schools
Participating 5

Number of Children in
Non-Public Schools
Participating 113

Number of Children Not
Enrolled Participating 1,781

Total Number of Children
Participating in Neglected
and Delinquent Programs 1,899
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INNOVATIVE PROJECTS

Innovative programs implemented in California Youth Authority insti-

tutions through Title I included the following:

An adaptive physical education program served the needs of students
who displayed poor physical fitness, had weight problems, had pos-
ture difficulties or needed information on prenatal care.

An operant conditioning program was designed to achieve maximum
pupil motivation by immediate recognition and reinforcement of
desired classroom behavior.

Reading specialists worked directly with teachers in regularly
scheduled classes, replacing reading clinics where the specia-
list would have been working with students alone,

An evening study hall was developed for wards assigned to aca-
demic classes. Credentialed teachers were regularly assigned

to the study hall to assist the wards,

Thirteen high school seniors and graduates worked on a half-

time basis as teacher aides in the academic school classrooms,
Their duties included correcting papers, listening to the
students read, and assisting in physical education skill training,
counseling and extra-curricular activities.

Special activities were designed for boys with negative attitudes
toward school and disruptive behavioral characteristics.

An extra-curricular program was designed to motivate and pre-
pare wards for participation in public school extra-curricular
activities.

Individualized instruction in mathematics was provided for boys

and girls scheduled for parole. Programmed instruction materials
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and inservice training of instructors on use of the materials
were “he two major elements of the program,

e On-site vocational training was offered to girls interested in
becoming psychiatric aides.

e A cultural enrichment program was designed to provide exposure
to various activities outside of the institution and foreign

to former home environments.

EDUCATIONAL NEEDS

The five most pressing educational needs of institutionalized neg-
lected and delinquent children in California are listed below in rank order
together with the data indicating the basis on which the need was determined:

e Improve reading ability -- standardized reading test results
{ndicate that approximately two-thirds of the California Youth
Authority population were reading two or more grade levels be-
low the norms for their age and more than one-third were five
or more grade levels behind.

e Improve self-image -- documented observations of behavior in
many case histories {ndicated a lack of self-esteem on the part
of many CYA wards.

e Overcome general educational retardation -- educational achieve-
ment test data indicate the average CYA ward is two to three years
retarded in most subject matter areas in comparison to normative
populations.

e Improve practical perspectives -- diagnostic interviews indicated
that the wards have a common resistance to school processes and a

lack of awareness of the relevance of school subjects to useful-

ness in life.
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e Improve environmental awareness -- wards of the CYA generally score

low on perceptual differentiation scales.

OBJECTIVE MEASUREMENTS

_———ﬂ

Two reports of standardized test results were received. The results
are listed in Table IV-H. The Cates-MacGinitie Test results indicate that
reading programs were successful; hovever, students classified as non-readers
showed the least amount of growth, The California Achievement Test results
{ndicate a marked improvement in terms of the raw score means. Five stu-
dents gained more than three grade levels in total reading during the
program and five gained between 2.0 and 2.9 grade levels, while five students
regressed. Both of these measuring instruments were reported to be approp-
riate tests for measuring achievement of neglected and delinquent children.

Structured interview forms, check lists, questionneires, product
scales, anecdotal record forms, attitude inventories and rating scales were
developed by teachers to objectively measucse student achievement in state
{nstitutional neglected and delinquent programs. There has not been a suf-
ficient period of program time to record meaningful results from these

measuring instruments.

SUBJECTIVE MEASUREMENTS

/

Each institution -eported subjective data that evaluated its pro-
grams, These subjective measurements indicated that changes in achievement
levels of program participants varied from "improved skill proficiency” to
"no significant changes noted".

Sub jective summary reports regarding behavior, attitudes and self-

concept were very positive. The most effective aspect of institutional
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rieglected and delinquent programs was reported to be the opportunities it
afforded to each ward in developing positive attitudes, furthering construc-
tive interests, knowing one's self, improving one's appreciation and enthu-
siasm and becoming aware of other people and values.

Following are samples of teacher reports on the results of the programs:

"As an observer and participant I have noted distinct positive changes
in the attitude and behavior of those wards who are members of the various
clubs now in operation at this institution. Those attitude and behavioral
changes which appear most profound are increased enthusiasm for education,
improved spirit for healthy competition, improved ability to view one's
self as others do and improved ability to function as part of a group."

"The club activities have certainly made teaching easier in my class-
room, especially English and speech activities. Those members of my class
who are members of the Drama Club have certainly proven to be assets to the
group. Writing essays, short stories, poems, plays and making book reports
is no longer considered a chore. The students not only write enthusiastically,
but suggest topics and styles of writing. Creativity and imagination in
writing has zoomed to an all time high level. The students who are members
of the Drama Club can now analyze written material more accurately, as well
as reproduce various styles of writing."

GENERAL PROGRAM EFFECTIVENESS

Title I enabled the California Youth Authority institutions to aug-

ment their regular programs in the following categories:

e Counseling services

e Cultural enrichment

e Leisure-time activities

e 1Individualized programmed instruction

e Medical and dental services

e Physical education

e Psychological services

e Vocational training
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Recidivism Rate. The recidivism rate -- numbers of youths who were

returned or recommitted after leaving the institution-- for CYA institutions

is shown in Table IV- I.

TABLE IV-1

RECIDIVISM RATE OF CALIFORNIA YOUTH AUTHORITY INSTITUTIONS 1/

1965 1966 1967
Boys
Total Enrollment 5679 5111 5056
Number of Recommitals 2/ 767 804 837
Number of Parole Violators 3/ 1627 1398 1508
Girls
Total Enrollment 706 697 624
Number of Recommitals 12 13 26
Number of Parole Violators 205 235 218
Total Wards
Total Enrollment 6385 5808 5680
Number of Recommitals 779 817 863
Number of Parole Violators 1832 1633 1726

1/ As of June 30 in all years.

2/ A RECOMMITAL is a ward who is returned to an institution on a new charge
by a court.

3/ A PAROLE VIOLATOR is a ward who violates his parole regulation and is re-.
turned to the institution by an administrative decision.
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PERSONNEL _AND TRAINING

Nine California Youth Authority institutions conducted inservice
training programs for project personnel. Receiving inservice training
were 187 teachers, 23 other professionals and 111 para-professionals.

The total cost of inservice training was $4,364., The topics that were
covered in the inservice programs, the number of staff members who par-
ticipated and the average time spent on each topic are shown in Table Iv-J.

Of the inservice topics covered, those having the greatest impact
were concerned with program orientation, program planning, instructional
methodology, audio-visual aids and cultural background information on
disadvantaged children. The most promising methods used to conduct the
programs were reported to be private consultations, discussions, lectures,
demonstrations, field trips and supervised work experience,

Inservice training was conducted by institutional administrators,
project coordinators, county consultants, social workers and college pro-
fessors. Thirty-six teacher aides were involved in the state institutional
programs for neglected and delinquent youths; 13 of the aides were high

school students, 9 were college students, and 14 were housewives.

COMMUNITY INVOLVEMENT

Two other federal programs provided supplementary educational ser-
vices in state delinquent institutions. Funds from ESEA Title II were used
to purchase library books, and vocational rehabilitation funds were used in

demonstration programs designed to find employment for California Youth

Authority wards.
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esseacizlly taught on the ward through cooperation between school and ward
gersommel. Particularly emphasized were eating skills. The balance of the
gief{1s wers taught in the school setting, with greatest emphasis placed on
commnicacifon,. A teacher aide was assigned to each child.

The self-help skills of the children showed a general improvement.
They z[sa tmproved in communication skills and in playground skills such as
fompfng. On the other hand, the ability of the blind children to brush
thefr teeth and dress without assistance seemed to decline, although their
helpful psrticipation fn these activities improved. Perhaps these and other
zonerent fEll-offs in skills ability were only first reflections of increas-
fag sactfzlizatfon of these children, Before independence must come depen-
dexce ow adults as persons rather than fear of them as '"processors,' which
¥ & common fegr of institutionalized children.

Developmenta]l Rating Scales for the Retarded. Deveopmental Rating

Sezles were evolved to measure the effectiveness of reduction of teacher-
student rztfos through the use of teaching assistants in team teaching situa-
rfons with asccredfted, experienced teachers of the retarded. The scales,
ae for each of the wards from which school children are taken for training,
werz congidered to be unique by professional workers in severe retardation
thronghont the State.

Operant Conditfoning Methods. Operant conditioning methods were used

#feh auefstfc chfldren in "engineered" environments. Selection of students
for the engfrneered classroom was limited to four to six seriously disturbed
preschioc] children. The objective, appropriate behavior, was defined as
“szofng zttention to tasks that were assigned.”

Appropriate behavior was reinforced by tokens in the form of poker

Hfps which were exchanged for food, trinkets or privileges, depending on




the child's level of functioning. Specific activities were group games,
story periods and number experiences.

As measured by trained observers who recorded each child's behavior
on an Esterline-Angus pen recorder, the percentage of time spent by the chil-

dren in task-oriented attention improved as a result of the project.

EDUCATIONAL NEEDS

The five most pressing educational needs of institutionalized mentally
retarded and mentally ill children are:

® Greater standardization of evaluation processes

e Affection and affectional relations, brought about by reduced pupil-

teacher ratios

e Structured developmental sequences for the mentally retarded, reduc-

tion of anxiety for the younger mentally ill, and remediation, espe-

cially in language skills, for the older mentally ill

o Communication skills

@ GOreater dissemination and sharing of information among institutions

OBJECTIVE MEASUREMENTS

Standardized Tests. Most programs were in areas other than reading

and mathematics and could not be evaluated by standardized achievement tests.
The achievement of mentally ill children is difficult to assess. Very short
and erratic attention spans characterize the emotionally disturbed child, and
his level of achievement is likely to vary much from one day to the next.
Mildly mentally retarded children are also usually disturbed in various de-

grees and their achievement is also difficult to assess.




Teacher Developed Scales. Most institutions developed their own non-

standardized but objectively oriented scales and checklists. These augmented
and, in most cases, superceded the use of standardized tests for speech, per-
sonality and preschool tasks achievement assessment.

The Nursery School Activities Index and an Improvement Chart were de-

veloped for mentally ill children. For the mentally retarded the School Ward

Developmental Rating Scales and the Behavioral Rating Scale for Severely Re-

tarded Children were used.

The Nursery School Activities Index had mastery level scales of five

types of play development ranging from three to nine levels. Over an eleven-
month period, the mentally ill children improved one to six levels, with an
average improvement of two levels.

On an Improvement Chart for 20 aspects of behavior, the mentally ill
children improved in 11 areas over the eleven-month period. Gains for the
majority of the children were in better table manners, better use of equip-
ment, more relaxed sitting, increased tolerance for frustration, increased
eye contact, increased alertness, better taking of instruction and generally
happier appearance.

The School Ward Developmental Rating Scales were used to measure
changes in the Title I children whose pupil=teacher ratio was 8-1, as com-
pared to that of a control group whose pupil-teacher ratio was 12-1. The
Title I group of moderately retarded children showed 21 points gain on a
100 point scale as compared to 17 points gain for the control group. Severely
retarded Title I children gained 21 points, while the control group's gain
was 7 points. Greatest gains were in motor skills.

The Behavioral Rating Scale was used with severely mentally retarded

blind children. Over a four-month period, the blind children showed gains in
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all 23 areas that were measured. Greatest gains were in the areas of interest
in people, responsiveness to verbal instructions, eating and drinking.

Other Objective Tests. The Receptive Expressive Phonetic Language

Scale was used for the mentally ill in speech, while the Gesell Developmental
Scales were used to evaluate preschool level skills of mentally retarded
children.

Results of the Receptive Expressive Phonetic Language Scale showed
that the Title I group improved 7-13 months in receptive language over a six-
month period, while the control group regressed 7-10 months. In expressive
language, the Title I group improved 3-13 months over a six-month period, as
compared to the control group's 2-3 month gain. Hospital personnel rsported
that the test was excellent for screening and for showing small changes in
language behavior.

On the Gesell Development Scale, preschool children gained a mean 7.7
months in mental age over a span of 6.2 months. They also gained 11.5 months
in adaptive behavior, 6.6 months in motor development, 7.7 months in personal

social behavior and 4.5 months in language.

SUBJECTIVE MEASUREMENTS

Subjective measurements took the form of anecdotes and reports of hos-
pital personnel. Most teachers and administrators felt that the greatest im-
provement of the children was in the areas of behavior, attitudes and self-
concept. Following are samples of comments by hospital personnel on the re-
sults of Title I programs for the mentally retarded and mentally ill:

"We have noted changes in the attitude of nursing personnel regarding
the status of the severely retarded preschool child. In the past, only a few

technicians of any level really anticipated that these children would make
developme.tul gains. They were thought of as custodial subjects who might go
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into family care homes if well behaved and perhaps habit trained. Many ward
persornel now report changes in the children. They tend to carry through in
promoting learned behaviors which have been established in the preschool pro-
gram. Some parents have also actively supported the program because of their
interest in seeing their children make progress.’

"The impact of acquiring a skill that society values to a child who
has consistently met with failure was brought home by the case of a 14 year
old who was discharged from Camarillo after the preliminary diagnosis of
psychosis was questioned. The boy had never learned to read despite six
years of exposure to instruction. He was very sensitive to failure, and had
adequate verbal expression. After the systematic instruction program was
presented to the boy in a one-to-one relationship with a teacher aide, and
he felt the experience of reading, the boy exclaimed: 'No one can call me
stupid anymore!' The ability to read seemed to make him a different person
to his mother and brother, who began to give this very sheltered boy increased
independence and responsibility and in areas not connected with reading skill.
The mother of the boy was able to learn the program to permit more frequent
tutoring at home until he was enrolled this fall in some special classes of a
public junior high school.”

GENERAL PROGRAM EFFECTIVENESS

Most Effective Activities. A distinction was made between the most

effective strrctures for learning and the most effective activities for
learning. For preschool through intelligence grade placemeht three, lover
pupil-teacher ratios, combined with highly structured learning situations,
provided the most effective structure for learning. The most effective ac-
tivities at this level were speech thetapy for the mentally ill and manipula-
tion and communication activities for the mentally retarded.

For intelligence grade placement four through six, individualized in-
struction coupled with better equipment obtained through Title I were im-
portant for the learning structure. ¥entally ill children appeared to profit
most from communication skills activities, while mentally retarded children
profited most from activities to develop self-help and sensory motor skills.

Mentally ill children in intelligence grade placement seven through

twelve appeared to benefit most from instruction in language development.
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Moderately retarded students profited most from instruction in prevocational
skills and emphasis on personality adjustment.

Classroom Procedures. For improvement of the achievement of the se-
verely mentally retarded, well-programmed team teaching with reduced teacher-
pupil ratios proved to be most effective. An average of 21 points on a 100
point scale was achieved as compared to the control group's 7 to 17 points.
The control group had a 12-1 pupil-teacher ratio, while the project group's
ratio was 8-1. For the younger mentally ill, operant conditioning techniques
wvere effective in increasing preschool achievement skills and reading. For
the older mentally ill youths, individualized instruction in programmed
reading proved most effective. Also valuable was use of tape recordings to
enable each child to evaluate his own progress in speech therapy.

For improvement of behavior, individualized instruction, team teaching
and coordination by one teacher of all reading materials was effective with
mentally ill children. The students learned that all the teachers were work-
ing together on their behalf and started to help themselves. Students were
also able to achieve in all classes because classwork was commensurate with
the ability of each student. For the mentally retarded, reduction of pupil-
teacher ratios and small group activity were the most significant factors in
improvement of student behavior.

Program Materials. Audiometers, records, talking film strips, pro-

grammed reading machines, tape recorders, movie projectors and other devices
for speech therapy, communications emphasis and language skills development
were useful in Title I programs. However, the greatest motivator appeared to
be food. At snack time, improvements in behavior and employment of social

and self-help skills were noted by most observers.
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PERSONNEL AND TRAINING

Seven institutions provided inservice training for Title I project per-
sonnel. Receiving training were 30 teachers, 80 other professional staff
members and 41 non-professional staff members. A total of $3,083 was spent
for inservice training.

Assessment of children's personalities, abilities and problems appeared
to have had the greatest inservice training value for the program. Also, it
was felt in some projects that inservice training for developmental activities
planning was next most responsible for overall success.

The best method for providing inservice training appeared to have been
workshops, particularly those with accompanying demonstrations. Least effec-
tive was the straight lecture. Most commonly used as resource persons for
inservice training were local hospital sources, such as clinical psycholo-
gists, nursing personnel, hospital psychiatrists and hospital ward physicians.
Less common were outside personnel such as college professors in education
and psychology and M.D.'s in child development, child psychiatry or pediatrics.

A total of 82 teacher aides were involved in programs for the mentally

handicapperd. Table IV-K shows the source of supply for teacher aides.

OTHER F:DFRAL PROGRAMS

Other federal programs which provided educational services to handi-
capped children in state hospitals included projects funded by the National
Institute of Mental Health and the Vocational Rehabilitation Act. College

students participating in the Economic Opportunity Act's Work Study program

served as teacher aides for Title I projects in the state hospitals.
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TABLE IV-K

BACKGROUNDS OF TEACHER AIDES

Background Number
Parents 2
Resident High School Students 2
College Students 59
Community Volunteers 5

Others
Psychiatric Technicians
High School Graduates
High School Dropouts

-0 &

TOTAL 82
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PROGRAMS FOR DEAF, BLIND AND CEREBRAL PALSIED
CHILDREN IN STATE RESIDENTIAL SCHOOLS

Title I programs for deaf, blind and cerebral palsied children were
j conducted in four residential schools. The schools are operated by the
California State Department of Education, Division of Special Schools and

Services.

PROJECT SUMMARIES

Summer Enrichment for the Deaf. A summer program was operated for

deaf students in the junior high and high school grades. Mathematics
courses that were offered included elementary geometry, equations, ele-
mentary statistics, remedial mathematics and game analysis. Enrichment
courses in English included creative writing, literature, journalism and

remedial English., Students also were provided courses in speech and psy- ;

chology.

The Stanford Achievement Tests were used to measure student progress

in the enrichment program. During the two months of project operation,
the average gain was three months in reading and four months in arithmetic.
Students in advanced mathematics showed gains averaging seven months.
In another school, deaf high school students were offered vocational
as well as academic courses in a summer school program. Vocational courses
A included art, offset printing, letter press printing and linotyping, elec-
| tricity, cabinet making and_upholstery, business art, power sewing and
driver training and education.

Dormitory Counselor Workshop. A summer workshop for dormitory

counselors was held to improve their knowledge of the educational problems

of deaf children, especially in the area of communication. Topics included
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academic work, aoéiology, characteristics of a good counselor, discipiine
arts and crafrs, pswxhology of the deaf, speech and speechreading.
Ioproved Instructiom throush Video Tape Recording. Both reschers”

ticw cf tesching methods. ITapes of emotiomally Eie-

evaluvatrion and o

supervisors im an effort to improve their understanding of The hiltren’s
record classsoom lessons, sach as science expecsiments.

Teceived traimizgy im playaround safety, eating habits and health habits.
Subtjects emphasirzed for the group were concepts of Tresponsi-
bility, Feamdly Iiwimg and physical growth, while older students sTudi=md

pupil-teacher ratioc to 3~L for distrubed students. Progress ©of the stufenss
accelerated as a result cf Increased attentioe, with the prsatest improwessic

Each child received 2 complete medical and educational Siagnosis TTom 2
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