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EVALUATION OF STATE URBAN EDUCATION QUALITY IINCENTIVE PROGRAMS

DISTRICT 19, NEW YORK CITY BOARD OF EDUCATION

"ADMINISTRATIVE CO "

I. INTRODUCTION

Two State Urban Education Quality Incentive proje:ts have been
implemented and coordinated within the administrative component in
District 19. A lack of funds were responsible for {he transfer of six
other 1969-70 programs in remedial work and enrichment to the Title I
program. |

One of the operating projects, STINT, has brovided a total of
eighteen teacher trainers in the same number of district schools to
give necessary support to beginning and inexperienced teschers, and
to increase the'a.;:a.demic achievement in reading and mathem .tics of
those pupils whose teachers are involved in the program. A second
project, Diagnostic Reading, employs & _i‘u_'l.l-time teacher to provide in-
tensive remediation for childrea in grades one, two; and three in two
district schools. A full-time family assistant works in conjunction
with ﬁhe teacher in a follow-up program of home=-school relationships.

Responsibility for coordiria.tion of these programs rests with the

Administrative Component, which is the subject of this evaluation.
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II. TROGRAM OBJECTIVES

The following program objectives were cited by the district in the
request for fanding that was submitted:

1. To provide for the personnel and services needed for the plan-
ning, implementation, and supervision of State Urban Education programs.

2. To provide for the coordination of activities of all partici-

pating groups (professional staff, partic:ipating schools, community g'roups,

vendors, and central Board of Education),

III. EVALUATION OBJECTIVES AND PROCEDURES

The objectives of the evaluative study that was underteken peralleled
the program objectives, and may be stated as follows:

1. Determination of the extent to which personnel and services
were provided for planning, implementation, supervision, and coordination

of the program.

2. Determination of the adequacy of personnel and services in plan-

ning, implementation, and supervision and coordination of the program.

This evaluation was carried out by means of personal interviews
and conferences with the program director, his aésiatants, and district
office personnel. An examination of project and personnei records was

also undertaken.

Iv, PROGRAM IMPLEMENTATION

The state Urban Education administrator in District 19 is assisted

in his evaluative function by two assistant coordinators who have been

7




assighed the responsibility of visiting and evaluating the projects in

operation., These supervisurs have been instructed to communicate their
findings to the administrator. The responsibility for on-site evalua-

tion of the projects is shared with the building principsls.

Community advisement on State Urban Education matters is obtained
through an Advisory Board consisting of diétrict parents, paraprofessionals,
teacuer representatives, supervisory representatives, community action
agency representatives, non~public school members, and community school
board representatives. This board meets as needed rather than according
to a fixed schedule. With the end of this acagemic year approaching,
the administrator expects that several Advisory Board meetings will be
held with regard to project :e-cycling. This liaison with the public
has been supplemented by the administrator's presence at formal public
hearings and by the publication of English and Spanish editions of a
"District 19 Newsletter on Federal énd State Programs, 1970-71,"

Copies of the Newsletter and of the minutes of the Advisory Board
meetings are kept on file in the office of the State Urban Education
administrator. Other records on file in that oft'ice include those on
numbers of project personnel, time sheets and service reports, and per-
sonnel records of paraprofessionals. A senior stenographer assigned
to the administrator assists in the clerical operation of the adminis-

trative component,
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V. PROGRAM EFFECTIVENESS

The administrator has been organizationally effective in delegating
necessary project supervisory responsibilities to appropriate district
office professionals. The information provided through the reports of
these professionals to the administrator enable him to evaluate with
greater certainty the effectiveness of the individual projects.

The results of this evaluation are made available to the public
through the administrator's participation in Advisory Board and public
hearings, so that the citizens of District 19 may make more informed
program judgments. In this same respect, the English and Spanish editions
of a District 19 newsletter on federal and state programs has been a
good tool for keeping the public informed of program business. The ad-

ministrator recognizes the need for this liaison work.

The administrator is able t¢ coordinate these various aspects of
program operation by maintaining accurate and adequate files of personnel
records. With the help of a senior stenographer, the administrator is
able to keep himself informed of the number of project personnel associated
with his program and of any changes in operation which might be needed.

The administrator's concern for the continuation and expansion of

his program in District 19 is commendable.

VI. RECOMMENDATIONS

Although the State Urban Education Quality Incentive Program in
District 19 is operating at a high level of efficlency and effectiveness,

the following suggestions are offered for consideration by District

9
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personnel:

1., Members of the Advisory Committee participate in planned
visits vo the Quality Incentive projects in operation so that these
individuals may have the necessary first-hand information for meking
re-cycling decisions. |

2. Evaluation and progress reports of project coordinators znd of
the program director's assistants be filed with the directdr. and that
these be made available to the district superintendent, the supervisors,
and members of the Advisory Committee,

3. More space be given to the administrator for office personnel

and for the storing of records.
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EVALUATION OF STATE URBAN EDUCATION (QUALITY INCENTIVE) PROGRAMS ,

DISTRICT 19, NEW YORK CITY BOARD OF EDUCATION ' r

"STINT (TEACHER TRAINING PROGRAM)"

I. INTRODUCTION

The STINT (Teacher Training Program) has placed 20 teacher trainers

in the schools of the District to provide necessary supporf for begin-

ning and inexpefienced teachers serving in the schools. It was planned {
that the teacher trainer would ascertain needs of beginning and in- ’
experienced teachers through observation and conferences with super-
visors and plan training activities to meet the needs of individual
teachers. | |

Tt was anticipated that the classroom teachers involved in this pro-
gram would develop a higher level of teaching competence and that this

competence would, in turn, be refleci:'gd in a highef level of pupil per-

formance, particularly in the area of reading.

IT. OBJECTIVES OF THE STINT PROGRAM

. The following program objectives were cited by the District in the
request for funding that was submitted for the STINT program:

g .1, To increase the academic achievement in reading and mathematics

of those pupils in the District whose teachers are participating in the

program;

2. To develop the expertise of beginning and ineaperienced teachers

in such areas as plamning, classroom management providing for individual

differences, etc. 12




III. EVAIUATION PROCEDURES

f In order to determine the adequacy of the STINT program for be-
ginning and inexperienced teachers, the following evaluation proce-

dures were utilized:

1. Observation of Teacher Trainers at Work, Fourteen observational

visits were made to schools by the evaluation team. In each of these

s aa e any o

visits, the work of the teacher trainer was directly observed. The
evaluation team observed a wide variety of professional activities in
the course of the work of the teacher trainer with beginning and inex-

perienced teachers. These activities will be described below.

2. Observation of the District Training Sessions, Two visits were

made to the district training sessions which were held for all of the

teacher trainers in the STINT program.

3. Interviews with teacher trainers. Interviews were conducted

| with the teacher trainers in the STINT program. The purpose of the in-
terviews with the teacher trainers was to determine the basis for pro-
gram development, perception of program strengths and weaknesses, problems

encountered, and the techniques used to minimize these problems.

4, Observation of teacher performance. The evaluation team arranged

its visits so that observations were made of 31 lessons in the classr-~oms

of selected begimning and inexperienced teachers who were assisted by
STINT teacher trainers. The attention of the evaluation team was directed
to such factors as planning, classroom management, provision for indivi-

dual differences, provision for pupil activity, rapport with pupils, use

of large and small group instruction, provision for evaluation, etc.

13
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The performance of the teacher was rated by the evaluation team on ?
& special schedule.
The observation of teacher performance schedule consisted of 12

sectlons dealing with planning, pupil relationshipr, routines, indivi-

dualized instruction, small group instruction, large group instruction,
motivation, lesson development, questioning technique, evaluation, pupils
and téachers.

5. Interviews with school supervisors and District co.o'rd'in'a.tbr'.

Interviews were conducted with the district coordinator, at the
beginning, middle and end of the school year, concerning various as-
pects of the STINT program. | The evaluation team conducted eight inter-
views with principals concerning the STINT Program. In addition, a
rating scale was designed to elicit the rating of effectiveness of teacher
trainers in eleven areas of teacher trainer competency. These areas in-
cluded methods, planning, human relations, individual help, assistance .

to supervisor, management and discipline, positive attitudes and pro- ]

fessional growth, problems, needs of pupils, resource persén, assistance
in reading and wathematics.

- Usable returns were received from 16 of 20 (80 per cent) principals
who had STINT teacher trainers.

6. Teacher Self-réting_. A Teacher Self-rating Scale was prepared

to determine their evaluation of their performance in the STINT program
and also their perceptions of strengths and weaknesses of the program.

The areas in the self-rating scale were methods, planning, human rela-

tions, management and discipline, pupil relationships, professional growth,
and evaluation.

Thirty-one STINT trainees comipleted the teacher self-rating scale.

- 14 -
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7. Analysis of Official records. Analysis of the records of eight

of the twenty teacher trainers was completed by the evaluation team.
The purpose of this phase of the evaluation was to determine the nature
of the training provided and the adequacy of the records that were kept.

8. Analysis of Test Scores. The final phase of the evaluation

design included a statistical analysis of reading standardized test scores
in twenty-five matched classes of STINT Teachers and Non-STINT Teachers
(experienced teachers not participating in the STINT Program) .

IV. TPROGRAM IMPLEMENTATION

Teacher trainers and trainees, The STINT Program placed 20 teacher

Lrainers in the school of District 19 to provide support for approximately
160 beginning and inexperienced teachers. The teacher trainers worked
with both begiming and inexperienced teachers. The average load of
trainees was approximately 12 for the teacher trainers. The load ranged
from a high of 20 to a low of seven.

The work of the teacher trainer varied according to numerous factors
such as (1) the needs of the beginning and inexperienced teachers; (2)
the needs of the pupiis in the school; (3) the nature of the program or-
ganized, (4) the supervision afforded; (5) the nature of the school
environment; and (6) the quality, competency and experience of the teacher
trainer. |

Tt is difficult to describe adequately and in deta.il the myriad tasks

and activities that the STINT teacher trainers completed during the course

of her work with teachers. There were numerous formal programs conducted,

15




as well. as countless informal chats, suggestions, comments, inquiries etc,
during the course of their work. The following section provides illustra-
tive information of the various ty;pes of work that the teacher trainers
‘performed.

Phase One - Orientation function. The STINT teacher trainer has

the important task of providing information about the numerous details
that & beginning teacher must master tu organize the class at the be-
ginning of the year. For =xample on September 11, 1970, a teacher trainer
wrote in her log: (1) Assisted Mr. C with selection of readers, room
decoration and set up; (2) got Math text and Workbook 5 for Mrs. H. On

September 16: Arranged to meet with newer teachers to discuss, and ex-

s St e

plain some of the routine clerical procedures, purposeful seat work and
room set-up. This phase continued throughout the year because o? the
continually new demands required of trainees.

Pha.se Two - Observation of Tra.inee Needs. A second important function

AL e s tib e g B e

of the teacher trainer was to obtain information as quickly as possible B
regarding the unique needs of the beginning teachers. This phase was more
intensive during the early months of -the program and began to taper off

toward the end of the school year. This second phase involved direct

\

observation of teachers at work, discussion with these teachers, dis-

A
'l

cussion with the supervisory personnel of the school, and then the deveiop-
\ :
ment of & plan of action. ! 3

Phase Three - leonﬁdence. It was important that Teacher

Trainers communicate to beginning teachers that their job was to sup-
port and assist them to develop professionally as rapidly as possible.

The approach of the Teacher Trainer was tc provide assistance because

of specialized knowledge rather than to be an official evaluator. For

example, & Teacher Trainer wrote in her log: "At Mr. G's invitatlon, I

tgat in'on his Spelling lesson. La.ter ve discusaed the good pointc and

ERIC ' 16
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helped him "find" weaker points and ways to improve upon the lesson,"
This phase required mature professional competence on the part of the
teacher trainer. How the teacher trainer developed this phase of the
program had a strong impact upon the level of trust, acceptance and re-
spect the beginning teacher held for his more experienced colleague.

Phase Four - Demonstration lLessons - Workshops - Conferences -

Individualized Assistance. This was basically the expository and

teaching phase of the Teacher Trainers work. Demonstration lessons were
presented by teacher trainers, experienced teachers, beginning teachers,
and supervisors. Following the dgmonstration lesson, a conference was
conducted to analyze the lesson with the trainer and trainees. A report
of a demonstration lesson observed by the evaluation team is presented
below:

The teacher trainer conducted a demonstration lesson for six be-
ginning and inexperienced teachers. The aim of the lesson was t0o under-
stand why people have different feelings at different times. The setting
of the demonstration was a fourth grade class in P.S, 149. The lesson
began with ar invitation to th;e children to ‘participate by relating com-
mon experiences about the theme of the lesson.

An approprié,t,e filmstrip was used in the lesson and the teacher
trainer emphasized the impact of visual communications as a technique
for eipressing feelings. The level of student interest and participation
was high and positive. This demonstration lasted about 20 minutes.

Con.fé'rences after Demonstration Lesson. Tmmediately after the

demonstration lesson, the beginning teachers were invited to analyze
the strengths and weaknesses of the lesson. The assistant principal
had also attended the demonstration lesson and participated in the

post conference. The beginning teachers responded very favorably to

o Y




the opportunity to analyze the work of a senior colleague,

Workshops. The teacher trainers had regularly scheduled workshop
sessions in which a new idea was presented by an appropriate resource
person. These resource persons included the teacher trainer, an ex-
perienced teacher, a supervisor from the district office,. thé assistant
princi.pa.l, guidance counselor, pa.raprofessiqna.ls » etc, After the pre-
sentation of the new idea, specific attention was directed f_o particular
application for the trainees.

An example of a workshop session observed was conducted for three
trainees. These trainees presented several discipline problems. The
guidance counselor was invited as the resource person tor this session.
A very spirited discussion ensued about the various analyses and sug-
gestions offered sbout these problems.

Video-taped lessons. In-one school, video-taped lessons by experi-

enced and inexperienced teachers were prepared for instructional purpcses.
These were cooperatively designed and prepared by the principal, assistant
principals, teacher trainer, and the pg.rticipa.ting teachers. This tech-.
nique holds great promise for the sui)port and assistance of beginning and

inexperienced teachers.

the work of the Teacher Trainer, she participated An numerous meetings

devoted to curriculum planning by grade level meetings. In these meetings,
she served as a resource person. She also disseminated new curricular

information to the trainees.




Phase Six - Multi-Functions. The STINT Teacher Trainer became an

important resource person in many areas of the school program. These
myriad activities included improving bulletin boards, preparing exhibits,
assisting with assemblies, obtaining teaching materlals, preparing rex-
ograph materials, developing model lessons, reviewing textbooks for
possible requisitioning: assisting with preparation of tests and other
evaluative materials, etc.

Phase Seven - Quasi-administrative functions. These functions in-

cluded such activities as covering classes, patrolling halls, distribu-
ting materials, etc., While this type of work that is always necessary

in certain circumstances in every school,' it is not in the job descrip-
tion of the position of teacher trainer, and some STINT teacher trainers
felt that greater definition be given to their specific role functions.

District Meeting for Teacher Trainers

The evaluation team observed two of the monthly district training
sessions that were conducted under the supervision of the STINT coordinator.

The general format of the District Training Sessions involved two
parts. The first was given part mainly to announcements by either the
District STINT Coordinator or other designated persons. This phase also
included a type of "c¢linic" session in which various teacher trainers
presented problems encountered during the intervening period. This was
foilowed b}r discussion about possible solutions as well as other points
of view of 'other teacher trainefs. The second part was either a talk or
a demonstration of new equipment, material or programs. Representatives
from firms were invited to demonstrate equipment, material or programs

that have been recently purchased. In a.dditidn, supervisors from the

19

;]
;]

L ATEe




16

districf office described new programs in these sessions.

During one session a representative from Bell and Howell demon-
striuted the operation of a new reading machine that the district had
purchased for each of the schools in the disfrict. At the end of this
meeting these machines were distributed to the teacher trainers.

In another session, the District Supervisor for Early Childhood
Education explained the use of a manual which had been recently pre-
pared on the subject of bi-lingual education.

In another District meeting for the teacher trainers, the Principal

of P.S. 213K demonstrated the VTR Reading Project used in his school.

While these descriptions of the District Training Session are pro-
vided to give an indication of the type of program that is presented,
it was viewed as mainly a coordinating function by most of the teacher
trainers,

As the 1969-1970 year came to a close, the teacher trainers and
the district coordinator decided to organize an agenda cbmmittee com-

. posed of the district coordinator and representatives from the teacher
trainers to prepare a plan for. the district meetings during the 1970-
1971 sc_hbol year. It was reported by & number of the teacher trainers
that the quality of the training session hé.d improved because of the

work of the agenda committee.

V. PROGRAM EFFECTIVENESS

Teacher Trainers - EEET S ‘

The data about the teacher trainers were obtained through inter- -
views with eight of them, through the observation of a similar number

at work; through observation of them in the district training session,

@~ . and through the responses of 17 or 85 per cent of the Teacher Trainers

20




L Al A L i e B PR A

to a questionnaire prepared for this evaluation.

This was the group that, by virtue of their professional preparation
and work was the key element in the STINT Program. A majority of the
teacher trainers were competent, dedicated, hard-working, and enthusiastic
about their work.

The importance of adeguate indﬁction procedures for newly appointed
beginning teachers has long-been noted by specialists in school personnel
work. Although no orientation program was provided before school opened,
the STINT program provided & more sustained orientation program than the
usual superficial type given at the beginning of.the year.

Helping to develop confidence in beginning and inexperienced teachers :
was & major strength‘of the STINT Program. It was important for the po-
téntially strong teacher because they were able to progress in their
work more quickly. Even more important was the assistance the teacher
trainer provided for the weaker or floundering teacher; this is even
more crucial because of the potentially negative consequences to the children
in the class.

The sharing of the expertise of a veteran teacher with her colleagues
was another strength of the STINT Program. The teacher trainer was generally
a master-teacher; she had a good deal of professional know-how.

The teacher trainers were the vanguard of professional in-service
training. They offered specialized assistance as resource persons, pro-
blem solvers, and educational analysts. Since the teacher trainers do

not have a primary rater or evaluation role, they were accepted as helpers

rather than raters. This differentiation of function was very important

in the STINT Program.

The type of pragmatic program offered by'STINT teacher trainers was

another solid strength of the program. Optimal resources for professional

1
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development include bright and able beginning teachers who are liberally
educated, inquisitive by nature, and grounded by a balanced progra.ﬁ
inclﬁding theory and practice for the job as teacher. During four or
five years of college and university education, the program for the
beginning teacher emphasizes abstract, conceptual and theoretical com-
ponent;. Little time and effort are usually allocated to the practical
aspect in their university'experience s in spite of the stgdeht teacher
or intern teaching experience. To compound the situation, it is com-
mon tha‘r; beginning teachers are mofe concerned about being viable and
creative teachers; 4they tend to de-emphasize thé necessary and admittedly
mundane routiné of the work of the teacher. The STINT Program provided
necessary practical, on-the-job training for these teachers,

Moreover, the training program was highly flexible. The trainers
in describing their work reported that the types of training offered
included conferences, workshops, demonstration-lessons, -_vfollcw-up con=
ferences, and individual informal assistance (tutorials). This flexi-
bility is also perceived as a.decided strength of the program.

In interviews with the teacher érainers, it was evident that they
felt that the program had many strong points; indeed, they would ac-
cept as valid all of the positive factors referred to above. It is of
interest, too, to note what weaknesses they observed in +the program.

The teacher trainers were candid about the weaknesses they perceived
in the Program. Several teacher tra:_lnera indicated that in some respects
they were hazy concerning the essential nature of their duties, and
felt that clearer definition of their responsibilities was neces'sa.ry.

A number, too, dealt with the matter of specialized treining for the
work of teacher training. One trainer sasid, "we need more practical
help ourselves -- you don't just pull out a teacher from the classroom

22 |




and have her work with beginning teachers without any preparation."
Another weakness cited was the need for greater coordination of the
program by the District. When pressed for greater specificity in this
regard, there was the further elaboration that the quality of the STINT
program in each school was more a result of the individuality ‘of the
teacher. trainers themselves, plus the quality of the support and super-
vision by their principals. The evaluation team noted however, that
this perceived weakness may be viewed as a strength, in terms of the
opportunity to individualize the STINT program in response to the unique
; needs of the beginning and inexperienced tea.chers' in each school., Never-
_theless, it is true that those aspects of the STINT program' that were
clearly superior in Speration should be systematically programmed more
universally throughout the District.
Relationships with people were important in the conduct of the work
of the teacher trainer. Several trainers indicated that their status
as unlicensed professionals was a detracting element in their work; there
was an apparent lack of "authority," in a sense. It was not uncommon
that the trainer was asked to take on administrative duties about the
school and, at times, cover classes. While these extra-positional
assignments will normally occur, the frequency with which they occur
in several schools, should be the subject of District-wide attention.
Tt is of interest to note the problems cited by teacher trainers
that they had encountered in the course of the program. Thcse noted
by the teacher trainers included: (1) reluctance on the part of new
teachers to enroll in after-school workshops; (2) Resentment on the

part of new teachers to having trainer visit on offer help; (3) lack

of cooperation, support, and follow-up from administration; (4) over-

lapping with work of assistant princi”i)éél:_. 23
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The response of one trainer to a question concerning the way in
which she coped with teacher resistance is interesting: "I assembled
and left teaching aids, lessons, etc., to be taken as needed; gave help
vhere and when requested; gave numerous lessons in individual classes,

conducted discussion, evaluation, and ciriticism sessions following ity

- lessons; listened watched, waited. Very soon a free, easy, pleasant

routine was established where help was sought and given," This state-
ment provides, in the estimation of the evaluation team, evidence of
the high level competency typical of the teacher trainer.

Since the development of individual training programs wus an
important aspect of the teacher trainers' work, .they were asked to in-
dicate the sources and effectiveness of the help they had received in
developing their pfoéra.ms. Seventeen (85‘%) of the teacher trainers

responded to this question. Their responses are summarized in Table ‘1.
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TABLE 1

Effectiveness of Help Received in Organizing Training Program, as

R

Reported by Teacher Trainers (In Per Cent)

L : Mea.nl :
' Excel- Very Unsatis- Weighted §
| Source lent Good Good Fair factory value
Supervisors 29.41  35.29  23.53 11,76 3.8
 District Office 17.65  L41.17 35.29 5.88 2,7 ?
District Meetings 29,41  23.53  35.29 5.88 5.88 3.0
?’Teacher Trainees 23.53  29.L1 29.h41 17.65 4.2 1
 Research & Reading 29,41 1117  29.kl h.6 E‘
.| Professtonal Meetings 41.17 41.17 11,76 5.88 3.1
Colleagues 5.88 2941  41.17  23.53 3.2
| Parents® | 5.88 11.76 29,41 23.53 2.0
 pnalysis of children's needs 29.W1  35.29  35.29 3.9
16.34 28,75 . 32.02 15.03 . . k.56 3.4 .

1Mea.n weighted value derived according to the scale of 5 for excellent,

|
l
4 for very good, 3 for good, 2 for fair and 1 for unsatisfactory. |

2Psa.ren'c.s' suggestions also received 29.4L4 per cent responses indicating

not appropriate.
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It. is evident, from the dé.ta reported in Table 1, that the programs
developed by the teacher trainers stemmed, in large measure, from their
own experi'ence, their assessment of the needs of the children, and from
the trainees. In short, the program they developed for an individual
trainee was based upon the practical needs of the teacher, whether di- -
rectly expressed or indirectly assessed in terms of the trainers back-
ground of experience, and the practical needs of children in the classes
in which they worked. The supervisors also played a part in offering
effective suggestions for prolgra.ml development., District office personnel,
colleagues, and particularly parents, played a relatively minor role in
effective program development., Evidently, these groups were too far re-
moved from the immediate situation to offer éffective suggestioné for
program development,

- The data reported here reinforces the evaluators' observation that
the teacher trainer, for the most part, was given considerable latitude
in prc.)gram. development, and that proéra.ms that were inétlituted'were highly
individualized in terms of the needs of the trainee, and the pupfgls in
her class. | _ ‘ |

The evaluation team conducted int‘ervievvs wiﬁh eight principa.ls in
whose schools STINT teacher treiners were assigned. As part of this
interview, the principe.ls were asked tc rate the competency of the teacher
trainer in assisting beginning and inexperienced teachers. Eight
additional principals completed the same rating scale, administered as
part of a questionnaire. A summary of the ratings assigned by these 16
principals, comprising 80 per cent of those participating in the program,

is presented in Table 2.
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TABLE 2

Ratings Assigned to STINT Teacher Trainers by Supervisors, in

Per Cent
, As;gec,ﬁ Rﬁted': Excellent Very Good Good Falir
Methods 75.00 18.75 .0 6.25
Planning 75.00 18.75 6.25
Human Relations 68.75 25.00 6.25
Individual Help 87.50 12.50
Assistance to Supervisor 62,50 31.25 6.25
Management & Discipline 87.50 12.50
Positive Attitude &
Professional Growth 68.75 31.25
Problems (Unique School) 75.00 12,50 12,50
Needs of Pupils 81,25 18.75'
Resource Person 81.25 18.75
Re‘a»dihgandMat'h S5 1875
Mean 76.70 19.89 2.83 .. .. .. ST .

All but a handful of the supervisors assigned ratings of "excellent"

or "very good" to teacher trainer performance in all ‘of the areas to

which attention was directed. These ratings by supervisors serve to

confirm the evalustors' judgment that the teacher trainers performance

was at a very high level.

Tra.inees‘

Members of the evaluation team observed 31 classes in which trainees

in tre STINT program taught a series of lessons. A summary of the ratings

assigned to twelve components of _teaching performance is presented in

Table 3.
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TABIE 3

RATINGS ASSIGNED TO TRAINEES' TEACHING PERFORMANCE

(1IN PER CENT)

Excel- Very Unsatis-.
Aspect Rated - lent Good Good Fair factory
Planning 10.58 19,16 56.67  13.22 .35 )
Pupil Relationships 17.62  23.7%  N4l.01  17.27 .37
Routines 13.10 29,35 k2,75  13.10 1.60
Individualized , . . |
Instruction 13.30 16,70 43,30 26.70 =
Small Group Instruction 20,00 33.33 46.67

Large Group Instruction 16.43 21,71 52,17  8.69

Motivation 19.50 24,15 2h,15 29,00 3.20

Lesson Development 11.35 12,90  6hk.k5 11,30 | . '
Questioning Technique | 16.33 16.90 41,87 2h.90 | z
Evaluation 19,30  48.30 26.85 5.5 _
Pupil particij;ation o 8.8<‘) - 17,02 L45,92 23,07 . 5.00 '
Teacher Qualities 26.66  22.30 36,90  1h.,1h

Mean 12,81 c20.28 43,40 21,33 1.33.

N e mame br me ma— cmm TT mem
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It‘ is quite evident that the performance of the trainees, in the
lessons observed by the members of the evraluation team, were far more
than merely adequate. In almost one-third of the lessons observed,
their performance was considered "very good" or "excellent," while
more than two-fifths of the lessons were considered "good. "

The quality criterion for this phase of the program was set as
follows: 50 per cent of the teachers were tc be rated as '"good" or
higher on the characteristics rated; and no more than 1C per cent of
the teachers were to be rated as "poor."

The trainees' teaching performance as rated by the evaluation team
significantly exceeded the quality criterion.

It is of interest to compare the ratings assigned to the trainees
é by members of the evaluation team with self-ratings made by the trainees

in seven areas of competence. These ratings are summarized in Table L,




TABLE U

Self-ratings Assigned by Trainees (In Per Cent)

- Excel- Very Unsatis-
Aspect rated: lent Good Good Falr factory
Methods . 16.13  32.23 38,68 12,90
Planning 16.13 32,23  38.68 12,90
Human Relations 38.68 25.80 »35.145 |
Management & Discipline 9.67 35.45 45.13 6.45 3.23
Pupil Reletionships 41.90 21.57 32.23 3.23 | |
Professional Growth 21.57 41.90 35.h5 |
Bvaluation 3.23 51.58  41.90 3.23

Mean 21..0k 37.25  35.36 5.53 .46

As oné would expect, the ratings assigﬁed to the trainees to them-
selves tend to be much higher than those assigned by the members of the
evaluation team. ~Thus, in the‘area of Evaluation, admittedly one of
the most difficult areas for beginniné teacher to master, 55 per cent
of the trainees judged themselves to te "very good" or "excellent ," as
opposed to approximately 20 per cent so rated by members of the evaluation
team. It would appear, then, that these ratings reflect considerable
self-confidence on the part of .the trainees, a very healthy sign inh an
inexperienced teacher. It is significant to note ‘that all of the tralnees

considered that their growth over the course of the program had been "good"

or higher; evidently, they felt that they had made progress.

IS
R )
- \30

e o s it  a st

At s St e ¢ 2 da v Tt s




Tt was very easy to determine the major source for this expression

of self-confidence on the part of these beginning teachers. When asked
to identify the major strengths of the program, time after time refer-
ence was made to the work of the teacher trainer:

"There is aiways a person to turn to when you need an answer to &

question or some help in ¢iscipline or teaching methods,"

"constructive suggestions are offered for self-improvemént."

"There is always someone to discuss professional problems with."

"We are able to discuss problems which we have in the classroom

and come to some solutions to these problen{s."

"My questions about proéra.m and techniques are answered and demon-

stration lessoﬂs of my weak subjects are given.,"

The beginning teachers, too, stressed the individualized nature of
the STINT program, the opportunities provided to observe experienced
teachers, and the non-pressure agpect of the relationship between be-
ginning teacher and trainee, 80 different from that with one's supervisors.

Tt would appear that beginning teachers and trainers both saw much
the same strengths in the STINT program; both groups also cited much the
game weaknesses. The beginning teachers echoed their more experienced
colleagues in as'king for more - more trainers, more time with trainers,
more demonstration lessons, more observation of experienced teachers,
more contact with other beginners. While the inexperiencel teachers
may have felt that they had made tremendous strides during their year

in the STINT program, they saw the need for aii even more intensive training.

L)
N o
B SN




28

Records aud Record Keeping

An analysis was made by the evaluation team of the adequacy of
records and record keeping in eight of the schools participating in the
STINT program. Records were judged on the follcwing bases: (1) availa-
bility of curriculum materials; (2) details of plans for observations,
demonstration lessons, planning sessions, and workshop programs; (3)
compleﬁeness of notations re progress of trainees; and (4) adequacy of
records to provide direction to both trainer and ' rainee.

Of the eight schoouls that were analyzed, records and récord keeping
'were judged to be excellent in four, Qery good in two, good in one, and
fair in one. 1In this aspect of the program, again, the overall perform-
ance was considered to be far greater than merely adequate.

Pupil Progress in Reading

Scores obtained by the children on the Metrcpolitan Reading Test
administered in April, 1971, were obtained for eight schools perticipa-
ting in the STINT program. Twenty-five pairs of classes in grades 2, 3,
and 4 taught by STINT and non-STINT teachers were drawn for snalysis of
test results. |

A summary of the grade scores obtained by second grade children in

classes taught by STINT and non-STINT teachers. is presented in T&ble'5.'




TABLE 5
Second Grade Reading Achievement Scores of Classes of Selected
Selected STINT and Non-STINT Teachers
_ Nt;). of Average Below .. N 1n R_a.g e .......... Above.
Teachers Pupils Reading 2.5 2,5=2,7 28-4.0 4.0
{ STINT
A 26 3,00 4 9 5 8
,; B 27 3.12 2 3 6 16
C 18 2.21 16 . 2 0 0
D 23 2.36 12 9 1 1
E 21 . 3.63 2 3 2 1h
Mean 23 2.95
Percentage 31.3 22,6' L 1'2'.,’2: L M -
NON-STINT
A 29 2.93 p) p) 7 12
B 28 3.18 2 3 9 14
C 21 2.22 19 2 o} 0
D 21 2.30 17 3 1 0
E 18 _3.28 1 l 4 9
Mean . 23,1 280 . e
Percentage 37.6 .5 17.9 29.9
t

1e38
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The reading grades attained by the secor ~. grade children in the
classes of the five STINT teachers, taken as a group, tended to be slightly
higher then those of the five non-STINT teachers with comparable classes,
Slightly less than one-third of the children in STINT classes Obtained
reading grades below 2.5; the case of children taught by the non=-STINT
teacher, slightly more than one-third obtained reading scores of 2,5 or
below. There was slightly greater progress shown by fhe pupils in the
classes taught by STINT teachers, but the reading performance of the pu-

pils in both classrooms on this grade level tended to be much the same.

It should be noted that the performance of the two groups of pupils was

slightly above the norm of 2.7 set for second grade children at this

grade level who were tested in April.

A similar distribution of scores for each of ten third grade classes

taught by STINT and non-STINT teachers is presented in Table 6.

3
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TABLE 6

Reading Achievement Scores of Classes of Selected STINT and NON-STINT Teachers

. Pupils Average Below N in Ranges . Above.

Teachers N Reading - 3,5  3.5-3,7  3.8-4.0 k.0
STINT "
A 32 - 2,17 32
B oh 2,18 23 1
c 30 2,86 29 1
| D 19 2,24 19
5 E 28 3.37 14 5 5 4
F 22 2,31 22
. G 23 2,20 23
H 21 2,62 21
I 16  1.98 16
; 21 e.06  oh 2 3
5 —_ Wean __ oh.2 2,58 | P
i Percentage 92.1 3.3 2.5 2.1
A 31 3.58 13 9 4 5
B 19 2,76 18 1
C 19 2.29 19
D 28 3.10 21 Y 1 2
E 19 2,27 19
F 21 2,59 19
G 28 2.89 28
H 23 2.17 22 1
I 26 2.48 26
J 22 1.92 22 .
Mean 23.6
— Percentage _ _ 2.68 1‘@3 5.9 2.5 2.9

an v e Alek o ebeielhe




Here, too, there is little difference in the performance of children
taught by STINT and non-STINT teachers. The difference in classes

taught by STINT and non-STINT teachers on the fourth grade level is

somewhat greater. These data are sumarized in Table 7.




TABLE 7.

Fourth Grade Read:lng Achievement Scores of Classes of Selected STINT

" and NON-STINT Teachers .. .

. Pupir Average Below .. N in Rang Above
Teachers N Reading }.5 3.6-4. . 5=4,7  4,8-5,0 3.0
STINT ' | |
A 18 = 287 17 1
B 202 14
c 26 k.21 T 12 1 6
_ D - 23 3,68 11 9 1 o1 1
E 15 2,73 14 1
F F 21 2,55 20 1
L ¢ W 2,60 14 |
i H 32 3,51 20 8 2 2
I 21 2,24 21 |
_j Mean ﬁ — j:jo% '1.2,1,ii"if..'i.'f:.f:'_f:f.':::ﬁf::::::::.':ﬁ:ﬁ:f:
Percentage TT.5 _15.6 2,0 0.5 Bod
NON-STINT '
A 23 2,82 21 2
B 13 2,22 13
c 26 3,95 10 . 10 1 1 4

: 5,52 | 2 2 L 23
35 3.16 25 7 2 1
25 3.68 - n 1 3

34 L,2k4 7 19+ 8

33 2,67 29 b

D
E
F
G 26 2,93 25 1
H
I
J
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The difference of three months between the two groups of classes
may be attributed in large measure to the class taught by hon-STIN'f
teachers . This class differes markedly from the others in its group-
in performance; the 23 pupils scoring above grade level 5.0 represents
almost nine per cent of the total group of pupils taught by all non-
STINT teachers, and have great weight in the computation of the mean
for this group. If this class had not been included among the uon-
STINT classes, the performance of the two groups of classes would have
been virtually identical.,

The indications are, then, that there is little difference in the
reading performance shown by pupils enrolled in classes of STINT and
non-STINT teachers., " To be sure, few of these pupils, particularly those
on the third and fourth grade level, do not show normal progress, but

this lack of normal progress is characteristics of pupils in both STINT

and non-STINT classes.,

VI. RECOMMENDATIONS

The STINT Teacher Trainer program has amply demonstrated its
effectiveness in providing professional support for beginning and in-
experienced teachers in urban schools. It should be recycled, and ex-
panded, if possible. Some suggestions are advanced for consideration
by the District:

1, Teacher Trainers should work primarily with beginning teachers

or inexperienced teachers with less than two years of experience.
2. The STINT program is an individual school tends to reflect the

unique approach of the teacher trainer; responsibility for teacher training

is generally delegated almost fully to the teacher trainer.

38




35

FORDHAM UNIVERSITY
SCHOOL OF EDUCATION
HARRY N, RIVLIN, DEAN

Function No. 69-1-6452

EVALUATION OF STATE URBAN EDUCATION (QUALITY INCENTIVE) PROGRAMS

DISTRICT 19, NEW YORK CITY BOARD OF EDUCATION

"DIAGNOSTIC READING PROGRAM"

Prepared by

RUTH KOREY
Evaluation Director

An evaluation of a New York City school district
educational project funded by the New York State
Urban Education Program enacted at the 1970
Legislative Session of the New York State Legislature
for the purpose of "meeting special educational needs
associated with poverty." (Education Law 3602, sub-
division 11 as amended).

INSTITUTE FOR RESEARCH ARD EVALUATION
JOSEPH JUSTMAN, DIRECTOR

Publication No. T1l-U3 . June 1971

ERIC -9




36

EVALUATION OF STATE URBAN EDUCATION (QUALITY INCENTIVE) PROGRAMS
DISTRICT 19, NEW YORK CITY BOARD OF EDUCATION

"DIAGNOSTIC READING PROGRAM"

I, INTRODUCTION

This program was a recycling of a similar project operated during
1969-70. The same teacher and the same family assistant wére employed
for 1370-T1 in the same two schools in which they had worked the pre-
vious year. Children serviced were drawn from grades two and three,
with one group of fourth-graders who were not hufficiently advanced
to be separated from the program at the end of the third grade. The
children attended the reading classes for one hour, twice weekly, with
six to eight in a group. |

On four days, divided between the two schools, the teacher conducted
a program which stressed phonics and word recognition. On these days the
family assistant helped to prepare materials and worked with individual
pupils both during group activities, as part of the group, and also on a
one-to-one basis. '

Wednesdays were reservoﬁ for the teacher to prepare material, analyze
interim tests, and confer with Special Reading Services personnel, with
the psychologist, and with parents. On Wednesdays, the family assistant
visited homes of pupils in the program, thus providing liaison between
school and home, and help with family j:roblm.

A part-time psychologist, who served in seven schools, was assigned
to the project anu took considerable interest in it. |

. 40

JPICUT PSRRI RO INCRIE

et e e R i P

e e st e P 2 R s (g £ €

Mt it gt e




37

II, PROGRAM OBJECTIVES

The program of objectives as stated in the official proposal were
a8 follows:

1. Determination of the extent to which first-grade children at
the prereadiness level develop an awareness of the printed word and a
readiness for reading.

2. Determination of the extent to which first-grade children at
the readiness level progress from readiness to beginning reading through
the development of vocabulary and beginning reading skills,

3. Det';ermina'.tion of ﬁhe extent to which second and third- grade
children develop reading comprehension and other requisite skills needed
for success in reading at an increasingly difficult level.

The program ob;jec't'ives imply, but do not state, development of basic
reading skills among second - and third - graders who are only at the

readiness level. This particular objective is the one which has been

stressed,

Fourth-graders who started late in the reading program and were not
sufficiently advanced for separation were retained in the program.
ITIT. EVALUATION \OBJ'ECTIVES AND PROCEDURES

The purposes of the evaluation were: (1) to determine the extent
to which the program was implemented, and (2) to determine the adequacy

of the program in achieving its obJjectives.

41
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The evaluation procedures used were: (1) observations of the
program in action, (2) interviews with the program staff, school ad-
ministrators, psychologist, class teachers, pupils, and parents, and
(3) analysis of records and test scores.

Orientation interviews were held with the district director of pro-
Jecté , the school supervisors, th» reading teacher, and the family assis-
tant. Observations of each reading group were made over a period of
several months to note methods and materials used, responses of the child-
ren, and progress wade.. At each visit the evaluator discussed the work
and progress with the reading teacher.

Informal talks were held with 29 of the pupils to explore theilr
feelings about the project and about their achievement since joining the
reading class. _

The parents of only three participating pupils could be interviewed
because of problems in arranging meetings. The evaluator suggested
accompanying the family assigtant on home visits, but the reading teacher
and the assistant pointed out that this might disturb the good home-school
relationship which had been painstakingly built up. It was agreed by all
that questionnaires sent through the mail would not produce an adequate
response, and that questionnaires personally delivered to the parents and

returned by the family assistant might not be truly objective.

42
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There remained ,thé possibility of interviews with parents of children
in the program who come to school to assist in such volunteer activities
as patrolling the school ehtra.ncés. This small sample of parents was in-
terviewed. |

Class teachers of‘forty-sé\fen participating pupils were questioned
regarding (1) the progress of pupils currently in the program, and (2)
their own feelings about the progranm. |

Two meetings were'ari‘aﬁged with the psychologist, and two with the
family assistant.. Theée took place in December and in May. Evaluation
interviews were also held with the school supervisors.

The original evaluation design called for the comparison of the 1970
and 1971 scores of the participating children on the citywide Metropolitan
Reading Test with scores of matched pupils in a control group. However,
it vas found that the children with the lowest scores in 1970 had been
placed in the special reading classes, and it was not possible to find
enough pupils with comparable scores to comprise a control group. More-
over, no standardized pretest was administered when pupils were placed in
the program; teacher judgment was used as the basis for pupil assignment
for special reading instruction. In the absenceof standardized test
scores, the informal tests given by the reading teacher and her estimates

of reading achievement were utilized in judging pupil growth.

IV, IMPLEMENTATION OF THE PROGRAM

Staff. The staff for the project included one reading teacher and

one family assistant, with the part-time services of a psychologist.

43
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The teacher, who had completed an M,S, degree he.d had experience both in
the regular classroom and in remedia.l ree.ding The fa.mily assistant was
a paraprofessional who was taking evening college courses in order to pre-

pare herself for teacher certification.

Pupils. Participating pupils were recommended by their class teachers,

listed, and selected by the reading teacher with the help of the guidance

counselor assigned to the primary grades.

There were 51 pupils on the pro,ject register in September, 1970. From

this original group, six children moved to other school districts, and one
was hospitalized for a long perioa. Three new children were admitted at

various times during the spring term. Data for those who had moved, the

one who was hospitalized, and the three replacements were not included in

any of the findings in this report. For purposes of analysis the total
number of participants was considered to be 47, with 24 in one school and
23 in the other.

Of these 47 pupils, 20 ha.d attended the reading class for all or part
of the previous year, while 27 were new to the project this year. Boys
numbered 31, and girls 16. Classified according to official class level,
2 were in the second grade, 13 in the third grade, and 10 in the fourth.

Classified according to scores on tests given by the reading teacher
at the beginning of the school year, the reading achievement level of the

pupils was as follows:
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Grade II Grade III Grade IV

At or near grade level . 0 0 0
Two to eleven months below L

grade level 2 3 0
One year or more below grade level 22 10 10

It was concluded that the program had been fully implemented and
that the most retarded readers had properly been selected for special
help.

V. PROGRAM EFFECTIVENESS

Observations of the program in action. In one school a regular

classroom was assigned to the reading groups. In the other, which is
scheduled for renovation, a 1ess attractive area was partitioned off

in a room devoted to speech a.nd other specialized activities. Teacher
and children adapted themselves well to the limitations of this setting.

Equipment and supplies appeai-ed to be ample. Requests for additional
materials were £illed within & two-month period. The equipment included
a controlled rea.der and a reeord-player.

A typical schedule for a reading period included the following
elements: (1) rea.d_ing' to the children b'y' the teacher from one of the
books in the program library, (2) oral drill with the Bremmer-Davis
Phonics Chart and accompanying record, (3) tachistoscope practice, (4)
worksheet exercises, (5) reading games, (6) selection and checking out

of a book to take home, and (7) distribution of candy as a reward to all.

19




The teacher greeted her pupils with warmth, engouraged them in their
work, tactfully handled discipline problems, and took the children happily
back to their regular classes. She vas constantly alert and responsive
to their nee/,ds. During her lunch hour and .uring the last period of the
day, she prérvided individual teaching for those who needed it.

The fa.;nily assistant helped to prepare materiels; during group activi-
ties sé.t near the slowest child and unobtrusively helped him to do the
work assigned to the group. Occasionally she took one child at a time to
a separate table to review sight words or meet other specific needs.

The atmosphere of the room was always relaxed and friendly. The
children obviously liked to come and even made informal visits during their

lunch hour,

Interviews with supervisors. Two principals and two assistant prin-

cipals were interviewed. All the supervisors were pleased with the pro-
ject, wished for its extension, spoke well of the family assistant and the
psychologist, and gave much praise to the reading teacher.

In addition to the value of the project for individual children, one
principal noted that the reading teacher frequently reported to him on the
success or failure of instructional materials and equipment used in the
reading room. He said that he was guided by her appraisals in making re-
quisitions for the school as a whole,

One principal also commented that many of the participating children

shovid be continued in the project as their rate of progress would always
be slow, and reading would preseni a serious problem for them in the in-

termediate grades.




Interviews with class teachers, Teachers of 47 pupils in the

reading program were interviewed. The number of teachers interviewed
was 21l. The questions asked were:
1. How is the pupil getting along in reading in your class?
2. How is the pupil getting along in other subjects?
3. How worid you describe his conduct and personal ity?
4, Is his attendance good, fair, or poor?
5. What is your opinion of the special reading program based on
what you have seen of it?
6. Are there other pupils in your class who would be benefited by
the special reading program?
In answer to ﬁuestion one, class teachers noted a definite improve-
ment in 33 cases, a slight improvement in 9, and no improvement in 5.
Several teachers commented on gains in word attack skills.
In answer to question two, teachers of 2l children characterized
work in subjects other than reading as good, 15 as fair, and 8 as poor.

Relations of these findings to achievement in reading is, of course,

AT AT T A e

problematical.
In answer to question three, teachers of 6 pupils remarked on im-

provement in conduct or behavior which they felt was related to better

achievement in reading; teachers of 9 pupils complained about continuing
’ difficult behavior; teachers of 3 pupils spoke of a remarkable ckange from

shy withdrawal to self-confidence and greater acceptance by peers. The

behavior of other pupils in the special reading project was considered

average by their classroom teachers.
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In answer to question four, teachers of Ul children charactarized
attendance as good or excellent; teachers of 6 children referred to poor
attendance or truancy. Again, the relation to participation in the
reading project is not certain. However, records of the reading teacher
showed that pupils were rarely absent on the days assigned to the reading
class.

In answer to question five, some teachers seemed to be relatively
unfamiliar with the program. Seventeen teachers said that they regarded
the idea of the program as excellent, although they had not seen it in
action. One teacher had availed himself of an opportunity %o visit the
class and was favorably impressed by it. In one school, recommendations
for the reading clgss had been made by the new teacher in the first week
of the fall term. These teachers stated that they had not known the pupils
well enough to make selections so early. 1In the other school, last year's
class teachers made recommendations in June for pupils to attend the
reading class in the fall. In this school, present teachers said that they
were unaware of the basis for selection of pupils.

In answer to question six, seven teachers replied that several other
pupils in the class could benefit from the special reading program. In-
cluded in this number were three teachers of slow classes who wished that
the reading teacher would work with all the pupils in the class.

Interviews with Children, Interviews were held with twenty-nine of

the 47 children in the program. The questions asked were:
1. Do you like to come to this reading class?
2. what do you like about this reading class?
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3. Did you take a book home to read last time? what is its name?

L. What was the book about?

5. Do you have any brothers or sisters? Did you read the book to

any of them? Did you read the book to your mother?

6. Does your mother think you are becoming a good reader? What

does your class teacher think about your reading? What do you

think about your reading?

Answers tended to be monosyllabic and muffled except for question
four wvhen many of the children spoke volubly about the events of the
story. The need for language emphasis is indicated by both the quantity
and the quality of the answers.

Replies to the first question were uniformly favorable to the reading
class.

The second question, originally stated as "Why do you like the reading
class?" brought puzzled looks and few responses. Changed to "what do you
like about the reading class?", the question was read:ly answered. Twenty-
two pupils included such items as "To learn,” "Read," "Games," "Stories,”
and one said "Get an education.” Sixteen pupils mentioned "The teacher,”
"The children,” "Games and fun," or "Candy."

Apparently most of the children were aware of the purpose of the
reading class and enjoyed its activities, They also liked such fringe
benefits as attention from a friendly teacher, interaction with a small
group of peers, and candy distributed as a reward at the end of the period.

The third and fourth questions were designed to determine whether the
children actually reed the books they brought home. Fifteen of the youngsters
vere able to give the title of the book they had taken home that week.
Twenty were able to recount some or all of thej’ story. One sald he just

2 i

looked at the pictures. . ' 4 9




Responses to question five showed that the work of the family assistant

in encouraging parents to have the children read to them or to siblings

was successful to a considerable degree. Twenty-two children reported that
they read the book to their mothers. Ten read the book to an older sibling,
and eleven read it to a younger sibling.

The sixth question was intended to take account of factors related to
self-concept. Tventy-two children said that their mothers were pleased
with their progress. A few said that their mothers do not understand English.
Eighteen reported that their regular class teachers had commented on their
improvement in reading. One teacher took the trouble to telephone the
mother and said, "He is doing ﬁnJ." Sixteer children said that they them-
selves thought they were becoming good readers. Their replies covered a
range from "a little bit" to "fine" or "nice."”

Interviews with parents. For reasons stated earlier in this report,

only the three parents who served as school volunteers could be interviewed.
These were, of course, a self-selected group and may not be typical of the
project parents in general. However, it is worthwhile to note that, being
on the scene they saw the reading class, liked it, and requested that
their own children be included. In May they reported that they were pleased
with the progress their children had made.

Interviews with family assistant. The family assistant was interviewed

by the evaluator in December and in May. The log book in which had recorded

data based on her home visits was made available for study.
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She had gone to an average of seven homes each wednesday. All parents
of participating children were seen at ieast once, and usually a monthly
or semi-monthly visit was made. A special visit was made whenever a child
was absent.

The initial visit was to explain the special reading program to the
mothers and to enlist their support in enrouraging the children. Subse-
quent visits were for the purpose of reporting the child's progress and
discussing problems which had arisen either at home or in schooi.

Reception of the family assistant was formal but friendly on the first
visit, wvarm and welcoming thereafter. Usually there was an informal chat
over coffee or tea. Mothers said that they were aware that their children
were not getting aiong wvell in school, expressed appreciation of the
special reading program, and seeaed pleased with signs of progress.

'I_'here was only one household in which the family assistant was not
well-received. In this case, the child had been a discipline problem in
three different schools, and the mother had become hostile to any school-
related persons.

The assistant also helped with various family problems. She con-
tacted the Welfare Department to get help for a pregnant mother who had
no one to care for her other children while she was in the hospital. She
supplied airections and carfare for paremts who needed to take a child to
Kings County Hospital because of problems which required a complete physi-
cal and psychological examination. 1In a few instances, where there was
a difficult situation, she took mother and child to the hospital in her
own car. She also called for one child each moraing, brought him to school,

and took him home in the afternoon since the parent had not been sending him

to school regularly. 5 1




Interviews with the psychologicyv. The psychologist who was assigned
part-time to the p.oject was ver} much pleased with the reading teacher's
knowledge and application of mental health principles. He considered
her calm approach and the success in reading experienced by many of her
pupils as a valuable type of therapy.

In an interview with the evaluetor in May he carefully reviewed his
case studies of seven pupils who had been referred to Lhim by the special
reading teacher.

The seven pupils all had serious problems--emotional, neurological,
or both. The problems were not dissimilar to the range of problems found
in middle-class populations.

None of the seven children was mentally retarded; in fact, two vere
appreciably above average in intelligence. Many of the tested children
had perceptual and motor difficulties, and most had a maturation lag,
probably attridbutable to lack of experience.

Pupil A had confusions regarding body image and had had a very limited
range of experiences. The psychologist suggested exercises and games to
the reading teacher to develop spatial relationships and directionality.
The child seemed secure in his family and was well-motivated.

Pupil B was extremely disturbed. He walked out of class, engaged in
fights, had temper tantrums, and on one occasion threw furniture about in
the principal's office. He came from a large family and, as one of the
middle children, he received little attention. The mother was seriocusly
i11. Seen regularly by the psychologist, he became more manageable and
benefited from the calm atmosphere and successful learning in the psycholo=-

gist's office and in the reading class. He can now function in a group.

. 02




:
;

;
4
E
£
§.
1
X
3
i
¥
£

Pupil C is hyperactive, restless, tense. He was already known to

the Bureau of Child Gu'‘dance when he was admitted to the reading project.

He was in need of a complete neurological examination which has not yet

been given. He can work with the reading teacher only on an individuai
basis.

Pupil D appeared to his teachers to be mentally retarded. The

psychologist found him difficult to test, but persevered and discovered

normal intelligence with functional performance inhibited by emotional

causes. A complete neurological examination at Downstate Madical College

was completely negative. He is seen regularly by the psychologist and has

begun to learn in the reading project setting.

Pupil E was erratic and unpredictable, responding well on one day and

poorly the next. He was hyperactive. The psychologist attributed his

difficulties to emotional problems and delayed maturation. He will be given

a complete physical examination when the mother has been made aware of

the problem.

Pupil F was aggressive and explosive last year. At the same time he

is very verbal, erudite beyond his peers, friendly, and ambitious to go

to college and become a doctor. He had an inordinate need for attention
and was seen regularly by the psychologist. He exhibited perceptual
difficulties, and an opthalmogical examination is planned. He was treated

with tranquilizers at Cumberland Hospital and is responding well.

Pupil G came from the South where he had 1lived with his grandmother
and is said to have functioned well. He was moved to New York to be with
his mother. He was afraid to go out in the street and to go to school.

He would not come to the reading teacher even on a one-to-one basis. A
complete psychological tect gave & very erratic picture yhich the psycho-

logist attributed to his 4insecurity. 58
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He was geen regularly for verbal and motor experience building and is

responding. He is beginning to learn but is still quite far behind,
The usual cliche of "disadvantaged background" is only an additional
factor for these seven children who probably could not be helped without

vhe services of a psychologist.

The psychologist recomnends that workshops be held for paraprofessionals

8o that they could lear therapeutic games and exercises from him and so
that the district social worker could help them to make home visits more

productive.

Analysis of records and test scores. The reading teacher evaluated

the progress of her pupils contimuously and kept careful records. The
final tabulation showed scores for third- and fourth-graders on forms
of the Metropolitan Primary Reading Test given in the reading class in
March, 1971 as compared with scores for the same children in 1970.

Among the 13 grade III pupils, from September to March there was a
mean gain in reading level of 1.1, with a range of .U to 1.7. Among the
10 grade IV children, there was a mean gain of .5 with a range from 0 to
1.4, (It will be renmbered that these ten pupils had been retained in
the program because of failure to develop reading skill in the third grade
program. A different method, such as the language experience approach,
is clearly indicated for these children.)

Participating pupils in grade II were similarly tested with the
Metropolitan Primary Reading Test in March, 1971, but it was necessary
to use the reading teacher's estimate based on an informal textbook test,
the Harris word l1list, and a teacher-made inventory for an estimate of
initial status. On entering the reading class in 1970 the pupils were not

sufficiently far advanced to be able to take a standa.rd;zed reading test.
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while comparisor of the 1970 estimate with the 1971 standardized

test results is inacmissible statistically, these were the only data
available and they may b: of some interest. Using these data, there was
a mean gain cwong the 2i grade II pupils in the reading class of 1l.l.
The range was .0 to 1.6, Considering that the children who had not yet
achieved reading readiness were rated 1.0 by the reading teacher at the
stert of the year, the gain of 1.1 indicates progress iato beginning

reaiing for many of the pupils.

Conclusions. On the basis of observations, interviews, and analysis

of informal tesis, it was concluded that the Diagnostic Reading Progran

had, to a marked extent, been successful in achieving its objectives.

VI. RECOMMENDATIONS

1. This is 8 very useful program, It should be continued and
extended, but only with the provision that the most severcly retarded
readers in the school be assigned to it. Such small classes and extra
personnel should not be used for the more marginal cases which can be
helped in other ways.

2. Great care should be exercised in choosing a teacher for other
similar groups. The personality of the reading teacher and the family
assistant, and the:r relations with children and parents, were the most
important elements in the success of the program observed.

3. Teachers of such programs should be encouraged tv use language-
experience and other approaches as well as phonics. Kot all children
respond equally well to any one method, and all children benefit from a

a5

miltiple approach.




4, Reading teachers should be assigned to only one school. There
is loas of time and efficiency in attempting to serve two schools.

5. Better liaisou with classroom teachers would help in understanding
of the program and could result in more encouragement of pupils by their
regular class teachers,

6. The family assistant makes an important contribution and should
be included in the program wherever it is used.

7. A psychologist, even on a part-time basis, is also essential
to guide the teachers in dealing with individual pupils and to provide
diagnostic services and therapy for the seriously disturbed.

8. It would be worthwhile to set up at least one special reading
group of first-graders (for children who did not attend kindergarten or
who were recommended by their kindergarten teachers for special instruction)
in order to explore the question of whether the reading project is
more effective \dth first - or second-grade pupils.

9, While a follow up of children "graduated” from the program would
be difficult becuase of pupil mobility, it would be worth undertaking as

part of next year's evaluation.
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