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ABSTRACT

e This evaluation deals with the Strengthening Early
Childhood program in District 1 of Manhattan,' fuhded uider Titie I of
the 1965 Elementary Secondary Education Act: The program provides the, /
kindergartens, first, and second grades of the 13 participant schools ~—
-with teaching and educational assistant positions and with a small
amoant of -materials. The primary Gbjective of the prograr is to = -
reduce the adult-pupil ratip to better meet the needs .of edch child.

"Ta this end, an ‘educatjonal assistant, working five and a half hours
per day, was to be assigned to each Kindergarten cliss, ard to first
and second grade classes on the basis of-one assistant for esch 28

- children for 60 percent of the childreh in-each grade. Sufficient. '-

. teachers were to be assigned to reduce the teacher-pupil ratio {not
class size). The added adults were ts make possible a greater degree
of small group and/or individual instruction. The educational’
assistants were to:aseist teachers in developing 'improved’ attitudes,
skills, and habits in-accordance with specific objectives. This
entailed aidirg the tescher in inetructional, sdbervisory, , -
monitorial, clerical, and administrative duties. The educational .
assistants were-also to be residents of the community in which they
_worked, and thus were tQ provide.a vizal link betwecn the homes, °
schools, and communities' served /by the program. fAuthor/JM) ° B
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~ clerical and administrative duties.,;

»

- -34, 61, 63, 97, 122, 134;" 140 and 1607

. on the basis of one.assistant- for eath. 28 children for 60% of-the children

- K : "9“ . . -.
. © | EXECUTIVE SUMWRY - ' // L
, This evaluation deals with the Title.I Strengthening Early Childhood *
- program in District 1 of Manhattan. The prbgram provides’ the kindergarters, *

first and second grades of theé 13-participagt schools with. teachi.g and
.educational assistant positions and with a 3mall amount of matérials’
' N ~ " f | v - .

The schools receiving funds u{i'ier the progr:a% are P.S, 4, 1‘5, 9,20, -

ads

The primary objective of the program is to reduce the ‘adult-pupil ratis ‘;
.to better meet the needs of each child. : ;.

B £

To this end,, an educational assiétént,‘working 5% hours per day, was to
be assignedl to each kindergarten ¢lass, and to first and second grade classes

- <
s L

in each grade. ] .
Sufficient teachers\were“to e éssi'gned to reduce. the teacher-pupil ratio -
~(not class size). ; o ‘ e AN

¥
)

&

The added ‘adults were to mékﬁ possibile a greater degree of small group

and/or individual instruction. S . '

The educationaf‘?&sistants were: to *aésist~tea,c&éﬁs in dgveu;ping 'im- :

.proved attitudes, ski11s and habits, in accordance with specifi¢ objectives.

This entailed aiding the teacher in instructional, superyisory, mohitorial,-.
. e T

‘ , ] , E cJ \ 3 e
The educatjonal assistanty were-also to be reglidents of tHelommiuni ty g
in which théy-Worked, and thus‘te provide -a vitjﬂ link between the homes, . - .-
sthools, and communities served by the pr,o‘gran;j : L
, The objectives of the program were t develop: 1. readiriéss for- reading,
+ 2: listening and speaking skills, 3.-larger-vocabulary and beginning_com-

prehension skills, 4. to provide at each child's level dpportunities to
observé, discover, explore, experiment, classify, draw conclusions and/or
find solutions, 5. to strengthen the -child's sense of seif worth and in-

ternalized code of behavior. . '
The ‘evaluators studied the roles of funded wersonnel and the effecfs of
these personnel in the grades affected. ¢ '

It was hypothesized that 1. 70% of the children at the readiness level
would attain beginning réading levels in sight vocabulary; 2. 70% of, the
children would-be able to order the major events of a story or poem in propér
sequence; 3. 70% of the children would achieve gains in reading equal to .
that.of a national novmative sample; 4. 70% of the children would achieve ¢
a significant: improvemgnt in the proportion of completed tasks. '

—\\\
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.Jo the end of testing theése hypotheses,.a random sample of 3 classes
(one kindergarter, one'first and one second-grade) was selected in each
school for testing s{ght'vocabulary, task completion perf&rmance, and

~ability to order the events .of a story in proper sequence..' In addition,
Pre-Reading Assessment tests were given .to those Kindergartens inciuded

. in the sample, -and the results of the Metropolitan Achievement Tests for

- 2nd grades were. evaluated. 1 T

s ‘
In addition to testing, the eva1uat%rs conducted informal interviews
.with one teacher from each .of the sample kindergarten through second grade
. classks, and with the prinqigals. early childhood -assistant principals,
‘and/or -SEC coordindtors in- all participant schoals. -They also ‘designed
and distributed questionnaires to all kindergarten through second grade
~.teachers and all principals in the 13 schools. In 8 of-these schools, -
*, three 20 minute formal observations were coftducted in-one kindergarten,
one first, and one second grade class selected at-random, - : -
. More than 70% of the_thildren tested scored 80% or above en the sight
vocabulary.test. Fewer than 70% of the children tested ordered the events
of a story correctly. More than 70% of the chiVdren tested had scores on
the Pre-Reading Assessment Tests that were generally higher than those of
the_normative sample. _Less than 70% of the children tested-réceived scores
op the Metropolitan Achievement Test that were equal to the normative sa .
ple. More than 70% of the children improved significantly in. the proportion
of completed tasks. . s ey SR
. The ‘reading aims of the program have ﬁagiggéhieved in kindergarten and '
to adesser degree in ‘first grade, but not—jgssecond grade. .
. ‘ i . S » r '
Comprehension skills (related to the ability to order.events in prOpij
. ‘ J . .

sequence) seem to be.lacking on all grade levels.

The hypotheses reﬂateé—to,task‘comp]etion and sight vocabulary were
proved correct.. . . . .

. - The-classroom observations, and interviews and questionnaires of schoo’
adminiktrato§s and teaching pérsonnel indicate that the program has a. .-

- valuable infiuence.on early childhood education, and that this js partic-
ularly trué in kin&ergaﬁtens,nhere all classes have aides. The effects of
‘the program are less observable in first and second grades where there are,

. fewer- aides’, and in some casés where there are aides -they are not being

. used as effectively for small group instruction. " Also many classes without

- ~.aides are too large for t'e goals of the program to be met. - . ‘

/It was found that there was some inequality in the allocation of teacher

-, “and_eduycational assistant positions among schools, and that many .of the SEC

furided materials were not received by many schools. It was also found that -

there is 1ittle if any supervision or'aid given the schools by district
administrators/planners to help the schools Pse their funded .personnel’

Cﬁ ciently. . . ‘ _ ‘
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In conclusion, it is recommended that the program be recycled, but - - NS
: that positions for edycational assistants and.teachers, and materials 7 . o
. o (or funds for materials) be allocated on:an equal basis among schools,; - .
and that district .adninigtrators provide more supervision or aid to the
schoois to insure tie efficient use of funded personnel and materials.

.
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CHAPTER 1 -
PROGRAM DESCRIPTION o

1. OBJECTIVES

Prog?ah Objective§

The fo?]owing vety specific objectives have been assigneq_the Strengthf.od
Early Childhood program:

a) to develop at the earliest possible stage an awareness of the printed .
+ "+ word and a readiness,for reading through many éxperiences with stories,
. \poetry and books, ° . .

- . I

f‘b) " to develop 1istening” and~eueaking skills so that a chi1d can communicate

with. peer groups and adults, follow directions and enjoy and retell
stories and pd@tny in proper sequence.

¢f> to develop a 1arger vocabulany and learn beginning comprehension skills
‘ so that: pupils may progress from readingss to beginning reading,

d) to providé/ at each ch11d's 1eve1 opportunities tq observe, discover,
explore, experiment, classify, draw conclusions and/or find solutions.
This. is made possible through experiences in mathematics. science, art
and.other creative ,.expression, .

e} to, strengthen a chi]d S s’hse of seif-worth and internalized.code uf

B.

e,

behavior so that the child'can select an.. attack an appropriate task
. ,and pursue it toits completiqn

!

Evaluation Obiectives ' o .

-
e ks

ra'érﬁéF‘i3“&éEé”'in the exteht to whih the progrant goals are being
accomplished, the folloRin 1uation objectives were propased and 1nv95t—
igated by the eva?uation team: .

"a) * 70 percent of thos@ thildren considered by teachevs tobhe at the -

.o "readiness” level would attain. beginning reading levels in sight

vocabulary at the cdnclusion of the program. A1l children at the
-“readiness” level serviced.by. the program were  given-a sjght voc-
* abulary test approved by the Early-Childhood Supervisor, at the end
_of *he program -

b) 70 percent of the ‘students served.by the program would be
“able to order in proper sequence the major events of a ‘story or paem.
After listening to a story read by the teacher, the children ordered
in sequence a set of spefia:Iy designed 11lustration based on' that story.

Py
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" the 13 kindergarten teachers wi

. VA
4 ~
»
- . . ‘/‘
¢) * 70 percent of the participating students would attain achievement, ) s

gains in readi~  equal to that of a national normative sample. The ~ - . <
test results  kindergarten children taking the Prereading Assessment ' v
Test and second graders taking the Hetropolitan Achieverent Test . .
Upper Primary would be analyzed. ..

d). 70 percent of a random sampling of childrei. would show a s{gnificant
improvement in.the groportion of tasks completed. Their performances
on & task assigned in October would be compared with performances on

‘related tasks assigned in Hay : .

Sval Uation Procedures . -

<
4

The evaluation director and a consultant met with the Strengthened
Early Childhood-Supervisor in October, 1971 to discuss the evaluation .
design and the /functioning of the SEC program.- At that time, the general Y
‘procedures rélating to-the school year evaluation were planned. Several
meetings betwe wﬁn the supervisor and the evaluation team were held during
the year, -at which time evaluation instruments were appro'ed awd problems
related to thq program were discussed,

Two evaldation consultants met with the Title One COQrdinator and .
discussed the histgry and present functioning of the SEC program, dufing
the second halfi of the $chool term. .

The district supervisor prgvided'the,evaluators with the=names of

h whem the evaluators would work during
the school year. An evaluation consultant then met with each of the 13 N “
schqol principals {nvolved in the program to describe the purpose and A
progedures of the evaluation. At that time, principals selccted a first .
and; second grade teacher who taught,children in the middle range of aca-

denﬁc performance to work with the,gvaluation team. - . - '
Jf;eachors

% An evaluatipn consulant spoke’ ipformlily to the 39 selecte
and described and distributed test materials related to the proggam. K .-
dergarten, first ang second grade teachers weré askéd to 1ist theg children
in' their classes»t -considered to be at the readiness, level and two
kindergarten teachers were asked to administer sample pre ~tests of the
New York Pre-Reading Assessment Test, /

Efght schools were then chosen at ra.dom from the total of 13 funded )
schools, for in-depth classroom observations. Original evaluation instruments
reTatee to the testing ared of the evaluation were designed and an artist e
was commissioned, to create i]ﬂustrations to accompany a book selected for
reading ac part’ of an evaluation measure. :
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In January, twa évaluation consultints begah @ series of three
in-depth observations ¥n K-2 classes in eight sample schools. - They

-~

also inteyviewed more formally the teachers and educational assistants

at this time. The consultants then designed questifnnaire forms to
- evaluatesghe program and elicit recomnendations, and these were dis-
tributed to principals and teachers. Standard interview forms wWere
also designed for the abgve purposes and the consultants gatherad
objective datain thismanner from formal interviews with educational
. assistants and program coordinaters. A materials checklist was sent
to' SEC. Coordinators in each school in May to determine the amount of
funded materials which had been received by each school.

-

Testing materials weré organized and dist{'x’buté}*fq May and test

. régits, apd all objective ddta gathered from the progrém were coTated

and a_:na'i;yzed‘by‘the evaluation consuliants in. June. .
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. These schools arg it ]ocated on Hanhattan s lower east side in an area
- bounded.on tbe west by E¥ysex Street, on the east by Mangon Streét, on the

* Jevel area, with a Iarge non- Eng!ish speaking (Chxpese, Puerto Rican, etc.)

adequate facilities and & more pleasant physical environment. Hqwever, ° Sty
without exception, these schools -are located in neighborhoods which require IR
strong security meausures--only one deor in each school remains open during )
the school day, and this i$ guarded by a monitor In one school all doors : : .
-..are Tocked after-classes begin. . Ty
In many of the schools there is a high rate of pupi? tarn-over {in * N

.one school, 200% for 1971-72%: . This it partially explicable in terms of

. spedking population fof k-2 classes in these schools. But projecting from ~

~"the Teachers' QuestTqfinaire), it appears that in the average class of 23 N

T e

II POPULATION D JAPLE

e . . ]

‘Al Population -
. . 4
The Strengthemmg Ear?y Childhood, ngram W Distmct I proposed. to

éerve all children in kindergarten thnough second grade in the following -
schools: P.S. 4, 15, 19, 20, 34, 61, 63, 54, 97, 122, 134, 140, and 160.

South by Grand Street, and on the north by 12th- Street. This-is a poverty
popu]ation. ; ’ /

The schools themselves vary ‘considerably in both the size and quality = : ,
of their physical plants. Eight of these schools are housed in old, dark, ) ,
relatively unattractive buildings, often lacking sufficient c!assroom space. / . — >
Five of the schools are housed in newer buildings, providing modern and more L

the fact that there are urban renewal pro;écts in the area which enjail
the demolition of housing with-'the consequent.dislocation of much of the - A\
population., The population is more stable in those schools which serve : oo
areas with public housing. _According to the. grznczpals the mobility of
the gtudent population makes sequential learring-difficult and distorts ¢ .
the meaning of standardized -tests. - Do -
. é "‘& * -
The evaluatops haﬁg nd official statzstics on the total non-English - -

a sample of 68 classes, {of=teachers who indicated their class registers in N

students, 6 {26.1%) of the children do not speak fluent gnglish or do not N
speak English as a'native language. This is a factor of.prime consideration ‘
for the SEC program which has specific }anguage objectlves.

z
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° Table ‘A-1 -
. - ‘ * )
- TEACHER-‘S‘!’UDENT POPULATIONS IN SEC SCHOOLS ‘ -
S - : Lo, Totals
Schnol Number., © K**: T S 1: 7 S 2: T S S,
4 . Oy 2 a2 2 64 5 183
15 - 2710 6 155 - -6 145 14" 400
.19 # 1 53 # 3. 74 .2 1,51 € 178
20 -3 m - 5 ¢143 6 149 14 403
. 34 2 61 — 4 - 89 4 97 10 247
~' ., 61 3 100 . .4, 5*113 4.5%* 121 12 34
. .63 3 124 6 '1583 »° 6 166 15 443 .
.64 4 .150 10 210 - 1 212 25 - 572
g 97 -2 89 6 106 6 122 14 317
122 1 46 2 47 3 47 - 6 140
‘ 134 ] 49 -3 85 3 -8 . 729
oL 140 -3 109 - 5 134 4 97 12 340
o+ 160 2 67 4 71 4 . .73 10 231
- N ' w Tmesessces iaiatet- ‘adnbuboiedeieindeinieded s o o T 0 0 0 0 40 50 40 00 €600 e T 2 e S 0 00O A8 R g O e -f"--—--_- ~~~~~
ol Mohals: 28 ‘no‘tsé 5.5 1422 60.5 10 148 Sos7
*m'ixed classes
**includes +gsses (1 -moming and 1 aftérneon) per,teacher
. ! % ’ * S ’
There are 148: %eachers in the participant schools, with a }total of 3 957
students. Thé averade numbet, of students per teacher is'26.7. Kmdergarten
teachers wark with 2 separate classes (one morning and one aftern®on). If this
is taken into account, the usted average figure for-€11 grades is 23 students
per.teacher, Since some of these first and second grade -teachers are cluster
teachers who do not have reguldr classes, the average register per class must
be judged to be higher. ' N ..
"Kindergarten teachers have an average of 19.8 students per elass; first grade
‘teachers have an average of 23.9 students per class, and second grade teachers
have an average of 23.6 students per class. Again, an upwavd adjustment must
, be made to take account of ‘cluster teachers in first and second grades.
. ’ g . 3
“N ' { ]
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. : / The %verage: number of pupils Qg; teacher- for each grade in éach .
: partfcip‘nt school is 3ndicated be to the nearest.whole number,

Tab1e A—Z N »
AVERAGE TEACHER-PUPIL RATID o ) ' s g
School Number . @ ° K~ ~st A -
- 4 T . 24 21 32 .
15 ; 25 . 26 24 J
19 : : 27 25 26 *
20 . 19 - 29 24 ’
7 KL 2 - . 15 22 24 -
61 17 25- s 27
63 < 21 . 28, 28 -
‘ . 97 to22t 18 20
122 s 23 1 24 16
134 25 28 - 28
140 18 27 24 ° .
160 ' : 17 18 N 18 - .
. o . The kindergartens do not generally - have c1uster teachers $O these
‘figures can be taken as representing the aVerage class size in each
Kindergarten . .

\.—4&\3., - b -

- The first and second grade figures 1nt1ude cluster teachers, so the
figures must be adjusted upward to represent the actual number of students
being taught at ‘any one time in any girén class. The figures as given )
"represent only the total teacher—pupil ratio, not average ciass size. = - .

"‘Although, as was stated above, tha average class register from our
- sample of 68 classes was.23:children, /the registers—vary widely, from 13
students to 32. There are 13 {19.1%) jclasses in the sample with 13-79 -

" students, 20 (29.4%) classes with over 25 students and 11 classes (16.2%) - .
with 30-32 students. Thirty-five (51)5%) classes have‘between 20 and 25 )
students. These classes do not recet?e differential treatgent in terms
of the SEC program. ’ ’ ' , a

N ' - /’

A1l of the factors cited above,/including above average class reg1sters
for approximately one third of the children served, contribute to the :
difficulties the children in the participant schoois have in learning, and
should be taken into account-with anyzevaluation made of their academic
achievement, or the effectiveness of the SEC program:




3

B. Population Sample )

From-the population described above, the evaluators worked with a
. sample including one kindergarten, one first and one second grade class
from each of the 13 funded schools. Testing and informal observations
- were conducted in all J3 schools. ~For the purposes of in-depth obser-
! vations, a sample of 24 kindergarten through setond grade classes were. v
-chosen at random from thé following schools: P.S. 4, 15, 63,64, 97, g
122, 140, and 160. : : ‘ i

:
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.- /’f 1. STAFFING PATTERNS
Staffing;Hierarchy

~:\a~w_ . . '
/ﬁ = o .
% ' / :

The Strengthemng Early éﬁldhood pr‘ogram operates officially under
the guidance of the district's Early Childhood Supervisor. The Auxi?iary
Educationat Career Unit is_a participating agency which is responsible *
for training of educational- assistants ¢, A

In the schools. the principals, or more typical]y the assistant prxn-
cipals in-charge of early chw]dhood. are d1rectly reSpons1b1e for super- o
vision of the program. = . . ‘ ;o

Betw Ln -two and five teachers, and four and -eleven educatwonai asswstants
. have bee assfgned each funded school. These personnel were to have been °
a!locateg on the basis of criteria specified in Section C of this chapter." .
Addition 1 teachexs are assigned as either ratio teachers, regular classroom .
teacher or SEC coordinators. ° I ‘ ‘

R S Tablem;-m’ I

J

t-/IERARc#r OF smencmgymemu cmwuooo PERSONNEL

j ‘ Schools with SEC Personnel Coa
Personhel P.S. 4 15 19 ,
*SEC Sépervisor . A (I
*Principals - o : v , .
*Assigtant . ) . . .
~ Pr ncipa?s .3 1 o] 1. 1 1
SEC ;Coord. N I I R Sl .. 0
Funded Teathers 2, 3 2 .3- 2. 3 3 § 2, 2 2. 2
- *0ther teachers 3 11 4 11 8 9 12 20 -4 5 10 6
Eddc. Assts. - 5***11 6.1 6 8 % .9 4 7 11 6

-4

ot funded by $§C program T ‘ -
**on sabbatical this year

§ < .
{ ° 1

Staffing;Ro1es Defﬁned . ~

Evatuation findings after dbservations of funded staff.will be discussed
in Chapters 2 and 3 of this report. The follawing is a brief description
-of the role projected for personnel under the program proposa!

1
i

1. Early Childhood Supervis& | A

" Although this posftién is not funded ‘under SEC, the supervisor -
"is responsible for the overall administration of the prograrfi.\ The
duties assigned to this positjon however, have not b clear
outlined in the district propd The only definite as 1gnment
found to be attributed to the gupervisor involved sele¢tion and
‘distribution of materials funded under, SEC. The SEC Supervisor
works predominantly in pre-kindergarten areas in. her capacity as

L]
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District Early Childhood Education Supervisor . . /o
. - . ‘, R ] .
.2 Principals and Assistant Principals - . ,'// - L
T No specific duties have been assigned these administrators

in the program guidelines and they receive no compénsation under 3

SEC funding. Early Chiidhood Assistant Principals are usually >~ '

responsible for teacher training-and'distribution of materials =~ =5 - v e
for grades K-2. . S —— _ . ’ C o~

; N gy

3. SEC Coordinators » _
. # ' M L o R .
— o e Schools may ‘desigriate one of their: program’ funded teachers
- asa. StrengtheningEarly Childhood Coordinator. < The Coordinator; "
according ‘to the guidelines, may teach small groups of children
with reading difficulties, -and may assist in .teacher training under
= . the" direction;of a supervisor.; Coordinators may be responsible for .
SEC Supplies and materials in grades K-2.

o -4, ‘Teachers e T ,"f‘“m-fh'“‘
) . Y '
" The roles of teachers in the- program were not described .
. . except for the stated objective .that the addition of teaching ‘
G pgrsgnnel would make it possible to better meet the ,needs of.each
, . . '

’

;
-

Traditionally, according to Board of Education guidelines,
the "intent of the program-is carried.out -through the creative -
use of ratio teachers in providing small group instruction.”"
.Such teachers work as part of a team which helps the classroom
teacher on a rotating basis. They can also work with small groups
or with single children in need of remediation or enrichment

Alided teachers, may be given a specific class assignment in
order to reduce class registers.” One teacher may be assigned as
an Early Childhood Coordinator to assist in teacher training under
the direction of a supervisor. .

R4 3

s 9 Educational Assistants -

] An Educational Assistant is a community resident assigned to -
work closely with a particular teacher to develop improved attitudes,
skills and habits on the part of the children by assisting in: E

-~

giving small group 1nstruction,
working wiih children at centers of interest,
¢) maintaining wholésome classroom atmosphere
' . d) selecting and acquiring materials: appropriate to the
d . . cultural background of the children, -
. , _~ " e) using audio-visual materials, -
4 ) f) supervising at—games and on trips+
o , g) giving bilingual instruction when possible, '
-‘[fRJ}:‘ h) pérforming such monitorial, clerical and administrative
T - - duties as are required‘ : ,




-
A3

In general, the educational assistants are to help .
provide for a maximum indfvidualization. of -instrgction in .
¢ ,the.classroom, and, as community residents, to provide a
o ‘vital®link between the community, home and school in com-~
municating and interpreting the objectives of the SEC program,

~

. . . \ . LY 2 N
Allocations of’Teaching,Personne] : . ' ) ¢

The Strengthening Early Childhood prégram in District ‘1 propossed to- -
. sreduce’ the adu]t-pupil ratio—by\the folleWing aiiocatiohs of addit onaT\‘
~personnel . . .
1. Kinder arten - one paraprofessional, residing in the community, wou]d
, be. assignea to each kindergarten class: and would be trained to work
cooperatiVely with the kindergarten teacher dgring a 5% hour day.

2. Gradel -~ ' SRS
~ for 40% of the childhen enough teachers tozredufe the pupil~teacher
ratio to 15-1
..for,so% of the.children: one educational assistant for every 28 children

3. Grade 2 - ” '
: for 40% of the children: enough teaohers.to reduce the pupil teacher
A . ratio‘to 20-1 ° '
for 60% of the children: one educatignal assistant for every 28 children

, it~was to be permissibie '

Provided these personnel served’ grades K-
to modi fy this initia]l staffing pattern.

In fact,. the following ailocations of teachin¥ and educationai assistant
positions were made for the 1971-72 school year: )

»

&0
-

Table A-4 ~ o
CURRENT ALLOCATIONS OF SEC PERSONNEL ] L
' . Educ.Assts. ot | Total # .
School Tchr. “Grades 1 & 2 - Hrs. Kindegg_rten Assts. Assts.
4 ° 2 5 27 A 6 -
15 - 3 9 493 2 - 11
19 - 2 5 2B 1 6
20 - 3 ) 8 44 3, . N
34 2 . 4 22 *a? 6 .
61 3 . 5 27 - 3 8
63 3 - 4 22 . 3 7.
64 5 6 33 3 9° @
97 ¢ 2 7 . 28% 2 Tt 9
122 2 . 3 R [ 1 . 3
134 - 2 6 « 033 1 il 7
" 140 2 9 493 2 1
160 2 - 4 22 2 % § .

- o o n 0o o e o 0 90 0.4 @0 000 @0 o B0 A B G0 0 O o 40 BN g 8 B0 4 9 a0 0 010 40 0n 05 40 0 0 90 B0 40 0 BP0 B0 @ 40 0 A P 0 0 00 00 0 05 40 0 0 00 20 0 00 o0 o' ~ -
i . w

Frcomparison wi]] be made- in Chapter ween mandated adu‘lt-pupi1 ratios
and actua] staffing alTocations : : .

PR
-
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1V, MATERIALS

Sel ction .

A “small amount of money" was al]ctted according to the proposal for e
the purchase of additional supplies and materials so that-adults couid '
better pravide 1ndividua1*zed and smq)l group instruction. ,

. The selection of these materials was mide by the Strengthening Early
Childhood Education- Supervisor. The following materials were ordered in
June 197} by the Supervisor and were to have heen delivered to each of the
13 schools during ‘the current school year :

Flip Flop Math Program -1 set v

Flip Flop Reading Program - 1 se% '

, "Magnets" - .GB Book (Science) ~ . -

* Arithmablocks: Math, manipulative - 1 set ¢ ¥ X
- Manipulative' Books - 1 set (8 books, 1 teacher's manual)

_ Early Childhood Sound rilmstrips -1 set

Kindegaarten '
: ther Goose Songs Kit

™ Mothér Goose sengs Filmstrip - T set
At the-School Set - 1 set ¢
You Tell Me Books - 1 set
Color Dominoes -1 set
* Mix and Match Blocks - 1 set
" Fold-out books - 1 set
_Put Together Boards ‘ ; ) .
First Grade: .
ythms to Reading - 1set . . . -
. "By the Tall Houses - 1 set ‘ L e
Put Together Boards - 1 set /
Fold-Out Books - 1 set ' '
You Tell Me Books - 1 set
‘Pathfinders - 1 set ’ -
Second Grade: -~ ° _ ¢ e
arly Childhood Series - 1 set .
In The Clinfc ~ 1 set o
See Through Games ~ T set" ' ¥

The- total cost of-the ablove materials was $8,558 34,

Ced

. 5istr1bution ‘ L. -

The mater1als Tisted above were to have been sent to each of the 13
furded .schools. At the school, theSﬁTngthening Early Childhood Assistant
Principal or Coordinator was to receivé the matérials and either send them
directly to the kirdergarten, first or second grade classes, or keep them
in a centra) place for use by these teachers. ,

~ Members of the evaluating team checked for the presence of these materials
-during classroom observations, and results of this check-!istlng are outlined
in Chapter 11. .
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.

Those personnel responsible for distribution of program materials
were asked to fill out a check-1ist of those materials which they had
received from SEC. These results will be discussed in Chapter 3.

r
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. PROGRAM ACTIVITIES - O S
——— " @ L. DESIGN OF OBSERVATIONS :

-

AN
.

4
. v
A o . L4 A

A. Selections of Classes

-As outlined under-"Allocations of Teaching Personnel” in Chapter 1,
ne educational assistant was dssigned to’each kindergarten ¢lass in the 13

: ,

unded ‘schocls, and 75 assistants were to be apportioned among first and
s?cond g ’de classes according to the size of school populations.

Because the main goal of the program is to, reduce the adult-pupil ratio
in K~2'classes, the evaluators coffsidered all K-2 classes to.be part of the
program. One. kindergarten, one first and oné secand grade were chosen for

“purposes of observation. and testing in each of the 13 schools. In cases where
‘there were three or more classes on a grade grouped homogeneously, the class
was chosen from the middle range of pupil performance. As a result, the

- evaluation team worked throughout the year with a group of 39 classroom teachers .

~ and. their educational assistants in the 13 schoois.

. o
Three informal observations were ‘conducted by the evaluation team in all

39 classes in October and Movember. I additjon, a more intensive series of
three twenty minute obServations per class were conducted in the “following
eight schools, selectéd at random: P.S. 4, 5,. 63, 64, 97, 122, 134, 140.

- {The -evaluators_used asstandardized format for these observations so that
performance in these areas of particular significance to the SEC program
could be recorded and analyzed. - . C ' : -

B. Observation Format . oo

Threg‘zo minute observations were made in each of the 24 K-2 classes

between-January ahd May, 1972.. The observation times were noted and each
class was vbserved at three different times during the teaching day over the
4 ‘month’period. In classes where an educational assistant was present, two
separate, observations were recorded by two members of the evaluating team,

- indicating the activities of the adult and the children for whom'she was
responsibie. T : o

*

; Specific observations were made by the evaluation team in the following
Tareas of classroom activity: :

. B Groupjdg - Thé'number of groups and the number of children in eacb' '

grdup were- noted.

2. Adult Activity - The type of activity either instructional or-non-
) instructional; being performed by the ;eacher or educatioqa] assistant,

s - N }
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was very specifically described. Teachers and aides werd

either teaching. supervising, disciplining, observing, or \
monitoring. - Notations were made in regard tp cierical work, "‘“y
supportive help, absence of: the aide or special circumstances

o Degree of oral communscation - Specific notations were made to

determine the extent to which children were being allowed or en-

. couraged to communicate in the classroom, and the type of cral . (”\ .

communication being fostered by teachers in'the program. For’

academic or non-academic communication in the classroom, notations - \“w
weré made for lecture, question-answer and conversational methods , )
as well as for oral reading and giving directions. The consultants \
recorded any cuitural .or environmental references made By-the

.educational assistants during each ten minute period in"an effort

to determine the extent to ghich this objective of the program.

was' being met. .

Degree of rapport - The quality of rapport between each adult and

he\ghildren in the class was rated on a scale of Excellent to Poor,:
ritical comments were added. -Similar notations were made for

the rapport existing between the two adults in a classroom when this -

could be ascertained with any accuracy in twenty minutes. -

A

. Children’ s‘ectivities - The type of academic or non-academic work

being done by each group of children was-noted, and in the area pf
language arts because of the specific language objectives ¥ the *
program, these activities were broken down into: phonics; compre-
hension; listening and speaking skills, and their sub-categories.

Materials - The materials funded under the proaram were checklisted

~ during observations. Other materials were described s being

audio-visual, culturally oriented or developed by the aide in

-accordance with suggested program objectives. . !

*
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II. OBSERVATION FINDINGS .

All 8 kindergarten teachers 6 first grade teachers and 3-second

grade teachers in the eiaht school “sample had educational assistants.

" The average attendance in ‘kindergarten classes was 17. It was 20\5
in first grade and 20 in second grade
. : . . . )
’ . ‘e .. < o
. Grouping
The foUowing tables show the onserved atterns and sizes of ;groups
being taught or supervised by the teacher (Tg or educationai assistant (EA).
Thes qttems will be described by grade level '
‘ -‘.‘, ' Table Bl ' -
GROUPING PATT ERNS OBSERVEU IN K-Z CLASSES
Kindergarten .- ?1rst Grade ‘Second Grade

Kind of Group T EA T EA T. EA

= No childrep 0z. 0% 02 19y 2 50%

LT Individual 9z _10% 8% 19% . 26% 7%
Small Group 63%. 58% . 32% 50%- 233 332

2-5 - 506 544 @ . 17% 62% 12%  50%
. 6-10 32%  28% 83%  25% 37%  50%
K3 1-17 . 18%  18% 0% 12% 50% 0%
Whole Group 27%  22% 60% 12% 518 0%
. Table 82

AN Numbers of chﬂégn typically being tau?ht or guger»ised durin
. : observations ot~ teachers ond educational assistants IE)

”

> Kindergarten First.-Grade: Second Grade
Number in ggo_up_ T___EA T EA T___ER
. Average number 10 8 1“7 - 18 LT
.- Most frequent no.. 6 2 19 0,1,4 1(21)* 0
- Mean no. 8 7 17 4 . 17 1

* The second most frequent number.




Kindetgartent

A11 efght kindergarten teachers worked with educational assistants.
Both these aduits worked primarily with small groups, and those groups
were cqmposed m~st often of between two and five children. The teacher
. and assistant.were responsible for teaching dr supervising the.whole group
“tatwaen 20 and 30 percent of the time. A smalier ambunt of time was de- -
voted to teaching individual children, and assistants were seen to be
working with no children 10% of the time. s , '
. The teacher was séen'most frequently with six children and her
assistant was ost frequently seen working wittr2-children. The-teacher
worked with-an average of\ 10 children #hile her assistant worked with
an average of ‘eight childreg, ‘ " T -

s

The pattern here is-detinitely that of sﬁall group irstruction,
being effectively managed in-most cases. : . ) )
< .{ .

~z -
.‘

First Grade ' - L v

. The first grade teacher taught the whole group during 60% of classroom
observation time. Despite the fact that six out of eight teachers had .~
assistants, she-taught groups only 32% of the time. These groups had, for -
the most part, between 6 and 10 children, . -

- Agsistants worked half the time with small groups and 19% of the time
with-individuals. During 19% of the observation time, however, they did
not work with children at-all. When they worked with small groups, there.
were usually from 2-5 children-in the group. Thig indicates that.in first
grade the assistants are being utilized primarily To work with a very small .
number of children. . SRR o

The teacher taught an average number of 14-ehildren and was most fre«

-quently seen-teaching 19 children. The assistant taught an average of 7
children +d was seen an equal number of times teaching 0, 1 or 4 children.. .

Sécond Grade ,

The second grade teacher taught the whole group half the time she was
observed. A large proportion of the 26% individual ‘teaching was done while
the, teacher was superyising the whole group. She taught smal] groups only
23% of the time, and half of these had more than eleven children. '

There were only 3 assistants for these 8 teachers and they taught smail
groups 33% of the time obsérved. These groups had between two and ten 'children.
They spent 17% of - their time helping individual children, but™uring 50% of the

- time worked with no children. They never worked with the whole group, either ~
on a teaching or supervisory basis.

— -




The second gradé teacher taught an average number of 14 children. . -
Since in reality, however, much of the amount of time noted for individual ‘ *
teaching occurred at the expense of the whole group, this figure must be
adjusted upward. 3$he was most frequently seen.working with one child, but
again, since this usually ocgurred as part of whole group supervision (e.g.
working with individual children while the rest of the jroup works in
gorkbooks) the second most frequent-number, 21, is probably a more meaningfii

1gure. : -

* 4 . ' co. S
">, The as$istant taught an average of 1.7 children and was most frequently
seen teaching no children. This indicates that where the assistant is
working with children, which is only half the time, she is being used
. primarily to work wjth a very sma}l aumber ¢ f 9#319;9&. ’

1
.
B o . R
- S . :
> e
surqary . .
5

The groun.patterning which emerged after classroom observations indicates
that the small group instruction, aimed at by the program, is being accomplished
mest effectively -in kindergarten-classes, If educational assistants in first
and second grade are being properly trained to work with small groups, their

. training is not being as effectively utilized there, especially in the second
- " grade. Second grade assistants.are working more on a tutorial basis tharn
is desired by the program.. y o L. e <o

A 1
B. Adult Activity (teacher and a{de) .

.
A - *

»

*  The types of gctivitfes.ﬁeipg engaged in by teachers {7) and educational .
assistants (EA) were observed by the evaluation team.

*

- Table B-3

- A\ . v e ———n—— ~

7 ADULT ACTIVITY IN THE CLASSROOM

L Activity . Kindergarten ‘S First Grade. Second Grade
N T EA ., - T EA T EA
- v 7 " T ry
Teaching 86% - 37% . . - 70%  38% 68% 29% . s
Supervising 38 37% T "N 26% 14%
Totais: 3%y TE 53 %% . 9F IF
Disciplining ~~ 2% 4,5% 2.5% .3 7%
Observing ) 2.5% 15% . 15%
, Monitoring ¢ 2.5% - . 2.5% 2.5¢ 14%
: ) ‘Clerical Hork 2% 2.5%. A 3% .
. " Supportive Role 2% >
- Housekeeping 4,5% 107
. Apsent 14% . 20%
2 Totals- . UL TOOL . ~O0T 100~
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An adult was considered to be teaching when she had the attention o*c
the whole group, small group or individual and was directing them in some

- area of the grade curricylum. An adult was supervising when She was re-
-sponsible for a gghup but. was dirvecting her main-attention elsewhere. A

teacher alone in a classroom was considered to be teaching the group (or

.individual) with whom she was working. and supervising the chiidren. doing -

other assigned work. fn educational assistant was supervising if she was

_obviously fn charge of a groeup of children but'was not.directly teaching -

at the moment. She may have been making or preparing materials, -checking’
books, etc. An aduit'was disciplining if this was her main role during

. each observation period. When an assistant was seen sitting and watching.

the_class and. doing ne:visible work, with. direct responsibility for o
children, she was noted as observing. Moriitoring was noted if an adilt .
was taking children to lunch or elsewhere,-or taking responsibility for
for classroom routines. _Clerical work involved the adult :taking roll, re-
cording grades, etc., with no child involvement. A supportive role was
-noted if the observation time was predominantly taken 6p with the adult

. comforting a child or helping him work out some non-academfc difficuity.

The .housekeeping obsarved: occu\:ed after activittes during which the chil-
-dren and adults had a "clean up® time.

—

Obseruations were not conducted when the teacher was absente The ab-

' sence category, therefore, is not meant to compare attehdance records of

teachers and assistanus +but merely to account for the difference in ac-
tivity.
.n ciassrooms where small groups were. observed the aduit(s) was often
aching one group and supervising-one or more of- them. For this reason,
the teaching and -supervising categories are most meaninful when faken to-
gether. They cannot be separated completely- accurately. The.larger per-
centage of time devoted tu supervision usually-indicated not that the

»

- teacher was teaching less but that more groups were-present.

»
e

3., Kindergarten . ) ’ _ - s
Kindergarten teachers were teaching and supervising 94% of the

- times they were observed in-the classroom. ~The remaining 8% of time was

devoted to giving supportive help, discipIining and doing cierical work-

The educationaY assistant taught and supervised 74% of "the time and
was observed most often with a small group of two children. Her remain-

ing time was spent doing 2 small amount of observing, monitoring, clerical

work and housekeering.

. ' N
b. First Grade
The teache}. seen most freguently with 19 chii&ren, taught and super-
vised 94% of the time observed. She did~a small amount of monitoring and
disciplinings '

. The educatfona} assistant, seen an equal number of: times with 4 chil-
dren, one child and no children, taught and supervised 50% of the tinfe.

> t
: -
* 2

* \
.
3
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. T ’ She disciplined and did monitoring activities a small percentage of
. tge ti?e, but spent 10% of her time with housekeep1ng activities and 15%
observing. .

The re]ative]y high percentage of observing time as compared with kin-
dergarten assistants, indicates a somewhat greater need to.learn’ techniques _
from the teacher and a-lack of training and encouragement toward self-directed

A . . ', activity. She did teach or supervise the entire class 12% of the time,
d - (see table, previous section), indicating that the teacher entrusted her
with this responsibility and was thereby freed to do a small amount of other
. work in the ciassroom, either clerical or preparatorv

e " o Second Grade

- SN Seccnd grade ‘teachers spent 94% of the tzme observed teaching or super-
vising an average of 14 children. As noted previously, however, this average
is more correctly adiusted upward and the group seen most frequently after
individual help was 21. Teachers spent 6% of their time disciplining and

3 . doing>clerical work.. T .

- R o S }
Educational assistants taught and supervised only 437 of the time observed
.and observed the class and performed monitoring duties 30% ofsthe time. They
spent the largest percentage of any adult group on disciplining - 7%. Secdnd
grade classes on the whole showed more evidence of disruptions on the part of
~the children. -This situation, coupled with the assistant's lack of child in-
volvement-on a teaching level reveal a pattern in which the talents of the
“added- adult are be1ng underutiIized and which 15 not educationa?ly highly

N, - effective,
«."S":'”..., :’N% —
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Dggree of Oral Communtcation -

LS

The following table 111ustrates the types of communication encouraged
and most often seen in classroom observations -

\
Table B-4.
ORAL COMMUNICﬁTION PATTERNS IN SEC CLASSES T
s oo : Kmdergarten First Grade  Second Grade
Kind of Communication -~ . T EA T __EA
Academic ' ] .
lecture : 0% 0% 13% 0% "2% . 0%
question-answer 374 26% 42% 54% . 53% .- 0%

- conversation 2% 5% 105 8% 5% 0%
reading . 4%, 0% - 0% 8% 0% 22%
directions - 15% 7% 0% 5% 0%

Sub-Total: (58)% (’567% (T2}, (70Yys  (75)% (44)%
Non-Academic = ° : T . ,
lecture 0z 0% 0% 0% 2% 0%
question-answer 13- 8% .32 0% 0% 0%

" - conversation - U LY T < S & S | SN % 0%
reading . ¢ 0% 0% 0z 0% . 0% 0”
directions 8% 5% 3 0% i

Sub-Total: (32)% (26)% (13)%-{0)% (5)% (0)%

Cultural environmental RN

references 0z 0%. 0z 0% 0t  0%.
. No speaking . - o 104 38% 155 30% 20%  56%
Total: ‘ ) 100% 100% ° 100% 100% 1004 100%
‘Kindergarten

l
Teachers devoted 58% of _Speaking time to academic and 32% to non-academic
areas. They clearly preferred the question~answer method of communicating _

. with their children and used it 50% of their communicating timeé. No instances

of prolenged lecturing were seen. Only 2% of académic activities were ap-
proached in a conversational manner, but 11% of the time spent talking in- -~
volved conversations about non-atademic matters. The teacher read aloud to
her class 4% of the time.and gave directions 23% of the time. Teachers were

. observed .to be not communicating orally at al during onlty 10% of the time

observations were being conducted.

Educational assistants also preferred the question answer method of oral

_communication, using it 34% of their speaking time. In 38% of the time ob-

served, however, they-did not communicate orally at all. Assistants were.

" seen to talk conversaticna11y with students ¢lightly more than the teacher in

academic ‘areas and nog-academic areas. No references to the neighborhood
or the ethnic. background -of the child, nor speaking in any. foreign 1anguage
were observed by the evaluaticn team. ~h

’ \

”




Fdrst Grade
First grade teachers communicated orally on acadenﬂc areas 72% of the
time observed and 13% in non-academic “areas. During 15% .of the observation
time they did not communicate orally. Again, they preferred the question- |
.. answer ‘method of communication and used it in 45% of cases. Next preference ~
was conversation witf 17% and lecture with 13%.. Teachers gave.-directions
.lD%-of the time and didn't speak at ali’ during 15% of ‘observation time. )

Aides were observed to- communicate orally with their students 70% of
the timg on an academic level and not at all on a. non-academic level. They
used question-answering .during more than half their academic communication.
They didn't .communicate orally during-30% of observation' time.  No references
to neighborhood or ethnic background were observed and no use of a fore1gn

Tanguage was heard ,

.

?

_Second Grade

Second grade‘teuchers communTcitgg\g;311y~to their students concerning
academic-areas 75% of observatiof ti -only 5%-on non-academic areas.
Question-answer and conversational methods accounted for 68% of academic
communication-time. Teachers did not speak to the group during 20% of
observatjion time
"y Educationaﬁ assistants counmnicated orally to their students on academxc
affairs 44% of observation time and used equally the question-answer and
conversation methods. . They were not-observed to speak to any children about
non«academic matters, No cultural references were heard and no foreign Tanguage
was spoken. by aides in the présence of the evaluators.- They did not Speak
;ﬁi?dren at all during 50% of observation.time, the 1argest percentage -of '
on«speaking time for any of the adult groups.

1 4

Summary -

Kindergarten teachers and aides devoted the greatest amount of time of
the adult categories observed to non-academic communication and the least
proportion of time to academic communicstion. First and second grade asscistan
were unusually uninvolved with non-academic learming (0% -in both cases) and
teachers were only slightly involved. Very little ‘ecterino was done in any
grade. Teachers and aides communicated orally.to their students most often
through the medium of questions and answers, and secondly through conversation.
Direction giving was prominent in kindergarten classes but was observed pro-
gressively less of the time in grades one and two. Oral read1ng done by an
adult w’&S observed progres blve?y more of the time Jrom K through grade 2




D. Degree of Rapport . : S
I . '

_ The teacher and leducational assistant were rated as having the. following
degree of rapport with the children in their classes during classroom
visitations: ¢ ‘ :

Al o

Table B-5

RATED RAPPORT WITH CHILDREN =~ -* = - ] ‘
 Rapport with - Kindergarten  First Grade . Second Grade
_ Children . T EA T EA . T. EA
Excellent 62% 52% . 35% 42% 43  25% v
. God - __21% 38% . 2% 25%  18% 25% ,
Fair © V2% 5% - 0% 33% - 21%  38% .
Poor - . 5% .3 18 123 .
Undetermined - 5% — .

M
. R 3 F o
............................. e L - .

&

In géneral, the kindergarten teacher and edicational assistant were -
experienced in_their work and exhibited very good relationships with the
children with whom they were observed working. The kindergarten teacher -
had the highest rating of excellence among|the observed adult groups. The

._kindergarten assistant, however, had the highest overall rating and was

. “thought o have excellent.-or goad.rapport with the children 90% of times:
observed.. This rapport was observed-mainly.in the reactions of the children
to the adult. These reactions should have shown an dcceptable amount of
familiarity, security, trust and respect. The outward activities of the -, -
adult as directed toward the children were of course; also considered. T
.~ First and second grade teachers also had high overall rapport ratings, .
:;thogghxsecond grade teache:s did show poor rapport with children 18% of

etm. ) M

First and second grade assistants received ratirgs at a significantly
Tower level than those assigied the kindergarten assistants. Thirty-three
percent of first grade assistants were vated as having fair rapport with
their students which indicated to the evaluators that there was a lack of
enthusiasm or: their part and that they did not seem to be deeply involved
with the children. Second grade assistants were rated as having fair rapport
38% of ‘the time and poor rapport 12% of the time. s -

Poor rapport was noted if there was in evidence a hostile or an overly
authoritarian or frustratedattitude. The fair and poor ratings received
by the second grade assistants are only s1ightly higher than those received
by their teachers, and are no doubt highly correlated to the teachers'
rapport with both the aide and the children involved. :

v - . - . . <;‘\\
. . . . .

-, e, . . ’
> [ . ~
-t .. L8
- - . .-
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) Nhere judgements could be made concerning,the degree of rapport existing . s
between the teacher.and her ejsistant these were noted and are presented .
in the ‘following tabie

LT . .Table B-6 . | :
' RATED RAPPORT BETWEEN TEACHERS'AND ASSISTANTS |
‘ . . Rapport T-EA \Kinderggrten | First Grade * - _Second Grade ’ |
" Excellent - s T s o Cow -
Ggod ‘ 29% . T 2% . ) :
Faie 4% 12% S «
, . "~Poor - 10% : 5% . ; R
~ Not Observable ) . . _ . 100% . ’
. The rApport betyeen the ‘teacher and educafional assistant in kindergarten
and first grade was observed 'to be good to excellent at 1ea 5% of the
* time observed. -
. Tt was’ not_possible to rate the rapport existing between the two adults
. In. sepond grade: ecause usually the two adults did not speak with each other -
~ - or communicate?in any way. This could be indicatives of a general lack of
_ communication and/or cooperation between some of these teachers and their
® . but was not obvious in 211 cages, e

assistants. In some cases this was confinmed by tqixevqluators observations

E. Children s Activities :

The specif¥c objectives of ‘the Strengthened Early Childhood Program
(see Chapter 1) inciude the following:
7 e .
to develop early awareness of the;printed word-
to develop readiness for reading (stories, poetry, books) :
to develop Tistening and speaking skills :
& ) to enable child to retel] stories and poetry -in proper: sequence )
S - . to develop larger vocabulary - . o
L " to learn beginning comprehension skills
BE to provide opportunities to observe, discover, explore. experiment,
. s c assify, draw conclusions and/qr find solutions

(mathematics, science, art, other creative expressions) .
to strengt en chi1d's sense’ of self-worth an nterna zed code of behavior

|

]

T In an attempt to- discover .ne extent to which chi1dren were being invoived
¥ . - {n activities aimed at accomplishing these objectives, the evaluators check-

? : listed-pertinent activity categories during their three 20 minute observations.
| ‘ Notatfons were made for each observation period as to the type of academic

.or non-academic activity in which the children in each groyp were'seen to be,
engaging . -
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Language arts activities were broksn down into f:ate'gori es sugges‘ted

+ .by the above objectives: (1) phonics (the printed word); (2) compreheénsion,

which .included ‘sub-categories to determine how much training the children
were receiving to attain the .sequencing‘objective;~(3) Tistening ski'{];

and; (4) speaking skills.’ | | .

The other areas which were to give children opportunities to dfsc;:vér,

. etc., by creative means, were check-1isted. Non-academic activities in- -

volved such tasks as working with.puzzles when these did not clearly have
academic or play purposes. In the play category were included activitfes
normally resembling children's play regardless of obvious educational gva]ue.

Table B-7 gives a peréentage breékdown‘ of the amount of °t:ime beilng
devoted to each of these activities by-the children observed in the

observation sample. " - : . S
Table B-7 e
‘ CHILDRgN'S ACTIVITIES PATTERNS IN SEC CLASSES -
A ' \
Type of Activity ‘ ~Kindergarten First Grade Second Grade
Language Arts -~ -~ = 44% 69% Cs 68% | -
'aﬁonics - Audio . - L LSRR kSN T 9
Phonics - Visual 9% ] 13% . 3%
Phonicé - Total . ) 23 . 26% . .12
(Memory - Comprehension 2% ' - A LY
2Cause-5ffect - , 4% , 3%
Vocabulary - “ 9% 13% . 29%
Comprehension - Total g 27 kki4
Listening Skills 5% : 2% 1%
Speaking Skills - . 3% 5% < 5%
Reading . 2% . - 15% 17%
Other Academic Areas 32% 20% 20%
‘Mathematics - 14% o, 9% - 9%
Art ) : 9% ' 9% . 4%
Music . % N ‘

- -'Social Studies . 2% ‘ '
-Science o L 6%
Handwriting . o . 1%
Other Non-Academic Areas 3% ' R
Play 2% 9% 8%
Undetermined . . 2% . 4%
Totals N 1008 - . 100% —100%

-The time distribution observed for the major areas of activity seeméd to
be most satisfactory 'in kindergarten- classes.” There, a good concentration
on the language arts was seen with 44% of the time observed devoted to-those
activities. The children were involved in "play" activities 21% of the time;

.
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, and while the purposes of these activities were often related to language
-, arts, the different approach.is vital to a full educational program. Math-
ematics, art and music activities were observed 32% of the time. The pattemn
-which emerged from kindergarten observations was a.healthy oneyin which the
ghi]d-was engaging in a variety of kinds of activities throughout the school
ayo 1 h . ' ‘ . -
RV ’ . . . - -
In contrast, almost 70% of the school day in first and second grade
was devoted to strictly language arts activities, Activities patterning
- was remarkably similar Tn these two grades with a seeming overemphasis on
reading §Kills, -and: only 20%.of the class time devoted to other academic .
dreas which can well include lqhguage'ohjectives.
.The amoupt of time spent on'phonics showed @ normal regression by‘se;ond
grade -and there was more emphasis on an audid approach” than on a visual.ap- .
proach on all grade levels. Progres.ively more time was devoted to compre-
hension as the grade level rose. There was, however, a very uneven distri-
bution in the types of comprehension involved. Very little work was being
. <, done in the areas of memory or cause and effect relationship. . On all grade
- “ levels, nearly all the time spent in the area of comprehension involved learn-
- ing vocabulary, A proportionately small amount of time was spent in the areas
’ of both listening and speaking skills, and a proportionately large amount of
R time was spent on .simple reading, when compared*with the areas of comprehenston
and 1istening and speaking skills. - - :

The informal, ready to learn atmosphere observed in kindergartens can de
accounted for to some dégree by the’ greater percentage of play, activities seen
and the presence of art  and music as an .integrated part of the curriculum.
Music was employed to-very great advantage ‘in several kindergarten classes,
in relation to both academic and non-academic objectives. the first and second _
grade tlasses where only a small amount of "play" was observed, did not in-
crease activities in other academic areas, when playtime decreased, as might

-be expected, but rather .increased their emphasis- on language arts.by’ that
amount. There was, in fact, less time devoted to other academic areas than
in kindergarten classes where more math activities were observed. Science
and social studies activities were notably lacking on all grade Tevels.

" The patterning of children's activities in kindergarten was desirable

in terms of program objectives, except for the Yack of activities devoted
to the area of comgrehension in the language arts. : ®

First and second grade classes were more formal, but did not show, as .
a‘result -of this, a more satisfactory pattern of activities than was observed
in the kindergartens. There was a seeming overemphasis on specific language
arts activities, but a definite lack in this area of activities related to
comprehension. e ,

Music was notably lacking as an integral part of the school day -after kin-  * |
- dergarten, and science and social studies, which were to provide discovery -
O *  opportunities, were notably lacking in all grades.

b ”»
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Materials

~

The evaluators looked primarily fof the following kinds of materials

.suggested in the Strengthened Early Childhood guidelines: (1) audio-visual
-matérials; (2) those specifically ordered under SEC funding;-(3) those

developed by the teacher or aide, or (4) those especially oriented to the g
cultura) ‘background of the children. In addition, the evaluators saw books .
and workbooks, puzzles, games, etc., art materials, dolls and puppets, and

musical instruments. E )

During observation tifme, only thosé materials being~direcg1& hsed'by
the children were noted. The following table shows to what extent different
kinds of materials were seen in use in the 24 sample classes:
| ' Table B-8 | |

~ MATERIALS .USED IN SEC CLASSES

Materials Kindergarten __First Grade Second_Grade
Audio-Visual . 20% e, 4w
SEC funded 3% : : .

Culturally oriented
Teacher or assistant

‘developed .- . 10% Y SN °
Books and Workbooks 2% ) 35% Y 54%
Puzzles, games, -etc. 19% oL 2%
-Art Materials © o 28% 20%8 - . 4%
Dolls, puppets 7% S 7%
Musical Instruments - 11% N .

Kindergarten'x

Children in the kindergarten classes worked primarily with audio-visual
and manipulative types of materials. They were’the only groups seen using
musical instruments and these were used mainly during rhythmic exercises. --
Materials funded under the program were seen ifi use in*only one classroom, .
and no specifically culturally. oriented materfals were observed in use.

) . e
.

-

First Grade

A large percentage of the materials used were audio visual and childrén
were often observed working with art materials. No SEC funded materials
were seen in use in-the classroom, nor were any materials specificeily re-
lating o the child's cultura) background observed. Slightly cver one third
of the materials observed in use were books ‘and workbooks. m
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Second Grade

In second grade the materials most often seen in use were workbooks
X and regular school texts. In most first and second grades, music is taken
- only with a-cluster and so instruments were not seen in grades one and
two, although they could have been ased to implement the_regutar curriculum
in any event. , . Vo o : .
{

-

Summary ~

: . - -, ’ o
’ Audio-visual materials were seen’to a great extent in kindergarten and
first geade, but hot ‘in second grades, where the matérials most often seen
. ‘were books.” Materials related to music were not seen after the kindergarten
! level, and art materjals were seen very little in. second grade. Materials . .
j ~ funded under the program were observed in use in only one class, and no
| specifically culturally oriented materials were observed. . .

«@
.
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CHAPTER 3 o .

y QUANTITATIVE DATA
7 I. TESTING

o Fvaluation Design ,

[ . A
¢ i «© . -

- After considering <he language and activity objectives of the program,
the evaluators preposed testing achievement in the following afeqs:
(1) beginning sight:vocabulary; (2) reading at levels comparable to
‘ national norms; _(3) ordering events in sequential order, and (4) 5fin- .
\ ishing-assigned tasks. o R '
In regard to a beginning siggt voczbulary, it was projected that 7Q?
sof-the children served by the p¥ogram, whq were at the readiness level in
September 1971, would attain beginning levels in sight vocabulary by May,
1972;’ An original instrument would be designed. ) )
It was projected that 70% of ‘the children in the program would have .
achiievement gains in reading equal to those of a national normative sanple.
The New York-City Pre-Reading Assessment Test would'be used in kindergarten,
. and the Metropolitan Achievement Test in second“grade, tc determine the
e e degree to which this objective would be metﬁ%'

To"determine the extent to which children.in‘the program could put
everits in sequential order, a story or poem would be redd to them, and
« . * 70% of the children in the program were projected to be able to order
the events. - . : _ '

The evaluation design projected that 70% of the children in the program
wculd achieve a significant improvement in the proportion of tasks they
— . could complete, Pre and post administration of a task assignment appropriate
- to the age and grade level of the children in a sample group would ‘take ’

place in October and May, ’ : .

N B, Description of Instruments and Procedures

: e 1. Sight vocabh'lal{x ‘ ,' . . L. L
. - . original sight. vocabulary test was desjgned to measure this cbjective,
. p .

‘. -2tid sight words' were selected from the Bank Street’pre-primer vocabulary list. .-
Although this selection might favor somewhat, the/scores of those children .
. using the series, it was felt-that because of the very differing reading objec- ..
tives. found among schools (and differen in opinion on whether reading should
even beé approached in the kindergarten)/some reference must be made to a source
" knownr to be widely accepted in the district. The test was approved by the
« -Strengthening Early Childhged Sgpervisor.‘“ ’

.

. Aside from measuring sight‘vocébulary, several items on the test were
designed to measurz recognitipn of those initfal and final consorants and vowels
held to be Q}efprimer requisites by Bank Street. Une item measuring recognition

. . A +
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. x .
- of d mfddle vowel was considered more ‘advanced and was included for .
", informational purposes. The test contained ten {tems and ten points
were assigned each item so that a percentage score was obtained wHich
measured awount of sight vocabulary.’ ‘Aside from this sight vocabulary
»score, individual items wige analyzed to measure phonetic vecognition.

. In October, teachers were asked to-list the name of the ‘children
in their classes whom they felt were at the readiness level. In May,
».these 1ists were returmed to the teachers and they were asked to admin--
icter the .sight vocabulary test to the children listed. The classes
involved in this test were primarily’ first grades. Most second grade
teachers felt that the great majority of their children were*above the
readiness: level in October.and therefore too advanced for the test. X
Several ‘kindergarten teacﬁ&?s. although they projected sight vocabglaries
. for their children in Cctober,.didn't feel the children were ready in
May and didn't administer the test.

2. Reading - Nationa) Norms' . .
ihe New York y Pre-Reading Assessmént test was distributed to

the’ 13 sample kindergarten teachers-in May in order to compare readiness
levels attained by children being served by. the program with thosé achieved
- . by @& national normative sample, Two kindergarten teachers gave the test
on 3 pre-post basis in October and May. The, test consisted of 3 subtests:
(1) Languagesvocabulary, concepts and listening ability, (2) Wisual
Discrimination: ability to distinguish between Tettérs and between words,
and (3) Guide to Teacher Judgement: " a rating scale, based on the teacher's
day-to-day observation of the pupil’'s behavior in the classroom, This
aspect of the.assessment considers the pupil's general language development,
~ personal and social adjustment, physical functioning, and intellectual
. functioning. The test was devised especially for the children in the
-civy’s public schoois, The items testing vocabulary and concepts were
selected, as much as possible, from 'those known to city children from
low and middle income families. The test is not'designed to be administered
to children whom the teacher believes to be very.immature,

Fiiﬁf?grade~ch11dreﬁ.in the district take'no national reading
test and are not, therefore, included in our analysis of readihg achieve-
ment in this area.

The Metropolitan Achievement Test:was administered to second
grade children in the district, by each school, and the scores of those
children in the 13 sample clasges were collected and analyzed by the
evaluators. c ) .

3. Sequential Order -~ - - . : )

-i A story book was chosen which would interest the children and which
- would rélate a clear sequence of events. Six illustrations were de;jgned

by an artist to accompany .reading of the book Pierre, A Cautionary Tale, by

Maurice Sendak. These i1lustratTons were designed so that the sequence could -

be’ completely and correctly presented with four,” five, or a1l six of the
drawings. , ’
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The kindergarten teachers in the sample were given sets containing
4 drawings per child. First grade teachers received sets with five drawings ,
- each and second grade teachers received sets of six. Teachers were asked
to read the story to the class, then pass out one set of illustrations to

each child.. The child was to put the illustrations (each 8% by 11 inches) o

in correct sequential order. .The sequence was considered to be either - - . .
correct, if all drawings were in. order. or incorrect if ohe or more drawings
were out of sequential order. .

This measure was appreved by the Strengthened Early Childhood -
Supervisor.

— -
’o

4. Task Completion’ - .
in October, four children were chosen at random from the registers
of the 39 sample teachers by one of the members of the evaluating team.

The teachers were asked to assign a task .to these children in the frea of -~

"classification" which would be appropriate to the grade level. Because of
the diversity in abilities and ubjectives in K-2 classes, the type of task
could be no more narrowly defined by the evaluatnrs, and "classification”

was felt:to be an important cconcept in all three grades involved.  For ex- -

ample, a kindergarten teacher might ask her children to separate a number
of blocks according to whether they belong orr a farm or in a zoo. *A second
grade teacher might assign a task that entails classifying words according
to méaning. . » /

The results of the task completions were collected and recorded in *
“* .October. At that time, an average of one child in every class of four °
was not tested by the teache: due to sickness, transfer or other causes.
For this reason, the sample was reduced to three children per class. The
names of the pre-tested children were returnsd to teachers in May,_and they
"were asked to assign another task upgraded to 3 level appropriate to the

increased‘experience of the children involved, in the category of “classification":

C. Findings” o o
1. S1ght Vocabulaty Test "

The sample of chi?dren taking the sight vocabalary test included

294 children, considered by their‘teachers to be at the “readiness" level.

iz:ty one percent of the children so designated were in the first grade,
nty five percent were in second grade and four zen perccent were ir kin- .

dergarten.

The test results (see Table C-1 onanext page) show a fair]y high
. correlation between teacher's estimations and pupil performance, with forty-
three percent of the test-takers obtaining a sconﬁ of 100. The overall test
results were high, with seventy-four percent of the children recognizing
eighty or more percent of the sight vocabulary words. The kindergarten scares
reveal. that, in general, these children were not ready to recognize pre-
prjfe:;fgpds yet and most kindergarten teachers felt this to be true.

-
”
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# Table C-1 .

"
.

SCORES OF CHILDREN TAKING THE SIGHT VOCABULARY TEST .

-

) . Number of Children . .
-~ Percentage Test Score K 1 2 Total . Total Percept

1008 . 3 79 44 126 43%
) 90% . 4 28 23 - 56 T O19%
’ oo LB, ’ “ 4 26 5. 35 . 12%
. 0% , 4 21 0 25 8%
60% - 5 5 3 13 5%
50% or below x 19 20 0 - 39 13%
- Jotal T . 15 294 100%

In addition' to sight vocabulary scores, certain items on the test
. measured phonic recog.itfon as follows: (1) initial-consonants g, 1, F,
~and m - test items #3, 7 and 10 (see appendix E). A random sample of scores
* . from 210 students in 15 classes were analyzed ‘o estimate the ability o7
' . the entfre group to make phonetic discriminations, -

R ... Tablec-? .
‘ "« . ANALYSIS OF PHONETIC ITEMS ON VOCABULARY TEST
[Sample of 210 children from total >8b)

“Children with Item Correct

_Phonetic Item - Namber (210) Percentage .
initis} consonants : S ' .
g . . 180 85% :
- i ‘ g , 913
. Cf - 180 _ " » .
: m R . 173 82% e
middie vowel v N
’ -3 . T 148 e 71%
endings ] RN B <
: at 144 T 0%
ed . . 134 ' 64%
S : , 178 . 4 -

On the two items which solely measured sight vocabylary {#1 and 6),
94% {197) and 89% (186) of the children, respectively, correctly recognized
TR - the words, This indicates that scores would probably have been higher, _
* overall, as anticipated by the test designers, had phonetic discrimination
P “- w.been,a tonsideration in the other itens.

v Frbm_ the rather large sample taken 82% of all children recognized .
words beginning with g, 1, f, and m. The mos? easily recognized initial Lo
consonant among these was "1". .

. e
-

" B
.
. * M 1 “
M - - 3
/ . - K . )
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Eighty-four percent of the children discriminated the “s* ending,
but words eénding in "at” and "ed"” were discriminated by only 70% and 64%
of the children respectively.. ' . : _
" Rlthough middle vowel discrimination was considered to be a more
difficult task, 715 of the children marked the correct item, ,

~ 4 - -

Summary e ' Ks)

* ! \ - $
Teutiresuits indicate that gmong children considered by their téachers to
be at the readiness level there {s a high ability to recognize sight vo-
cabulary words. Almost 70% of-the test-takers recognized from 90-100% ¢ *e
words presented. ~ - - -

It.fhn be projected, in addit%on, that the ability to discriminate:
initial consénarts in this group is also quite high, with no more than -
18% of test-takers nfissing this category item. Ending sounds, except s,
are less easily distriminated, and.a higher -percentage of children than
expected could discriminate a middle vowel. '

The test results apply predbminant?y to first grade chi]dren‘who made
up most of the populalion censidered to be "at the readiness level” by
their. teachers, - - . .

-

2. Reading Levels and Natienal Norms ~

(a) Kindergarten - e ' o ¢
. e New York City Pre-Reading Assessment Test was administered to

) - 184 kindergarten children in the funded schools. Foursteachers did not agree

B

to test their children, so the’sample .fi.cludes 9 classes.

The two main sections of the PRA were analyzed by the evaluators:
(1; 1anguage, including-vacabulary, concepts and- 1istening ability, and
(2) visual discrimination ».the ability to distinguish between letters and

‘between words, ‘he possible scores were: Soperier (S), Above Average AA)zP;-

High Average (HA), Average (4), Low Average (LA), Below Average (BA), P
and Very Poor (VP). ‘ ’ ‘

-
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Table C-

33

¢-3

‘

f

PRE-READING ASSESSMENT TEST - LANGUAGE SUBTEST

o

?

-

: %M%waaJm.ﬁwmﬁ%g~
School S M HN K IR BR P —__fotal
al ' ~
15 3 1 2 1 4 1 3 15
20 5 -7 : 12
34 3 4 3 7 2 2 17
61* 5 2 1 8 .
632. 2 .8 - 2 2 3 1 18
64 * 2 7 6 2 2 ] 20 -
972- "3 17 5 11 : 27
1221 - :
1341 6 1 1 4 4 16
140 . L
160 2 5 1 3 n
TOTALS: 19 49 25 34 10 18 3 6 - 144
PERCENT TOTALS: 13% 34% 7% 10% 7% 132 2% 4% 100%
] * Teacher adm%nistered test to limited sample.
Teacher didn't administer test. .
- 2 Teacher administered pre«test in October. : .

’

< Forty-seven percent of the kindergarten children tested received

. above average or superior scores. Thirty-four percent of the children

: achieved scores in the average range, and nineteen percent of the children
L scored below average on the language subtest .

i
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In the Visual Discrimination sub-test, a larger percentage of
children scored in the average range, than on ‘the language test.

. \ - Table £-4 ’ : . "

. PRE-READING ASSESSMENT TEST :AVISUAL DISCRIMINATION SUB-TEST <y .
- Sub-test Scores (no of chiTdren
School S_M__HA A LA BA P - Yp__ Total
A | | - -
RN 1 3 2 3 3 315
19 _
.20 S S N B 2, -
% S A JIRNEER A . -
. 2 ‘ 8 '—'*-w - s N
63 , 4 5 . 6 L3 18w ,
64, . 1 3 8 3 4 120 “ :
, : .3 5 9 3., 84" 2 1 27
. 1221 R | s
134, ] 4 6. 5 ‘ 6 .-,
140 ‘ - L
160 14 3 3 1
- TOTALS : 13 31, 32 18 28 16 0 10 144
PERCENT TOTALS: 9% 215 2113t 172 1z% 7% 1003
‘ STmepTTTTToTTemesTsomssesssemmeoe-

T ox Teacher administered test to limited sample
: } Teacher didn't administer test.
f 0 Teacher administered pre-test in October.

" Thiry percent of the children received above average or superior scores, ¢
. fifty-one percent receiyed average scores, and nineteen per cent scored
below average. The following table illustrates this comparison:

i
. Tab]e C-5 \\\

SUMMARY : PRE-READING ASSESSMENT TEST SUBTESTS
' {percentage scores)

. Test Score Language Visual Discrimination .
Superior- . ) : .
Above Average 47% 30% ‘
Average 34% ' 514
Below Average 19% 19%
Total: , 100% ' < - 100%
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When compared with the normative sample of New York children, these N
scores are consistently high. Twenty-three percent of the normative sample “
received betow average scores. Only 19% of the District 1 sample obtained
below average scores. Average scores are traditionally received by 54%

of a standard group. The District 1 samplé, however, scored well below
this in Language an¢ slightly below this in Visual Discrimination. While .

only 23% of a given group are expected to attain above #ggrage or superior -
. tcores.fthe sample group. scored 30% in Visual Discrimina®gon and 47% in
anguage. - , “ S

¢ 3

The very high scoring, especially in “Language," must be modified
to take cartain factors into account. Two of the classes in the sample took -
the test in October for pre-post comparisons. This does not seem to have
biased the results Significantly, except in the "Above Average" category
for P.S. 97, where 17 out of 27 children scoréd "Above Average" on the
Language.sub-test. On the other hand, this particular ¢lassroom was. fur .-

tioning on a very high level throughout the year and was better equipped
with SEC and other gaterials than any other classroom observed. =

In addition to this modifying element, it must also be mentioned ‘ ‘
that the test administration was not monitored, sand the evaluation team ;
cannot report on the degree to which standardized instructions were carried

out, In general, however, it is not believed that these two factors alter

the percentage scores signifigant]&zfv e -

_The following table 111ustfates the degree to which:children A

improved-in language abilities in two district schools, from October . s
1971 to May 1972, ‘ . : ‘ :

' ‘ Table C=6 '

" LANGUAGE SUB-TEST PRE AND ROST PERCENTAGE SCORES

A ol SO

eV A . . - 1]

. Percentage >Scores: -
School S A _HA. A LR BAVP Tgtal

, Pre Test S B
T 7.5% 18.5% 3% "NE 0 100%

. 63 L' ° 11.1% 5.6% 38.9% 4443 1003 . R
. Post Test . o ‘ ‘ : '
97~ 11.1% 63% 18.5%73.7% 3.7% % . 100% :
63 11.1% 38.9% 16.7% °  11.1%  22.2%° ' 100% . . «

.- D 0P AP B G Sy O S S G OB A SO U IR S I U G G D 45 A VA B S0 P D6 Ak B0 U5 60 MR 00 B0 S U X U B0 W 0

In both classes, children showed great improvement in language
abiiities. One hundred percent of the children at P.S. 97 showed ime
proved test scores, and 61.1 percent of those at P.S. 63 increased their )
percentage scores. C

” .
. ) ’ ..f ®
\‘l‘ ’ ¢' ,

J




" Increased scores predominated in the area of Visual Discrimination
also. At P.S. 63, 61.1.percent attained higher scores in May as did 88.8
percent of the .test-takers, at P.S. 97. Both school show- post- scores which
are significantly higher in the—above average-superior range than those of
‘the .city-wide normative sample. ] o ;

& Tablecr ¢
VISUAL DISCRIMINATION SUB-TEST: PRE

ANLY POST PERCENTAGE SCORES
- — .

-

School 'S M HA__ A LA BAVP__ Total
‘Pre Test ) : S , o .
97 oo 37%T 7.5 1% 119 66% 100% \ :
63 .. . 44:4% ' 56.6% 1003 . . oot
Post Test - Lo - ‘ ’
N.1% 22.2% 33.3%  7.5% 14.8% .11.1% 100% :
63 - 22.2% 27.8% 33.3%  16.7% 100% . .
S , o . : -
Summary L - )

-~

Nine kindergarten classes out of 26 receiving SEC funds administered
the. New York City Pre-Reading Assessment Test. The scores were significantly
higher than those received by the normative sample of city children with two
qualif.cations to be taken into account: . testing was not monitored, and two
" classes gave the test on a pre-test basis in Octobgr. ‘ '

(b) Second Grade

Second grade children in SEC classes took the Metropolitan Achievement
Test in April as part of the district-wide testing pregr One of the major
concerns’ of schools in the district. has beén the traditNonally. low scores

- achieved on these tests. Typically, the increment in grade equivalent scores

, from one grade to the next succeeding grade has averaged approximately seven

. + .months instead of a full year's growth. With this patterning, the child may
- .show only. an average achievement deficit of2 or 3 months in second grade, : '
1 but this deficit increases with grade level so that a student who exactly . ,
follows the typical pattermn will attain scores three years below grade level
- by the time he reaches ninth grade. In this context, then, the deficits noted4q
a in most second grade classes in District 1 are more significant than they
-« might seem to be initially. N .

ES ' - " . f

s




e o Table C-7

METROPOLITAN ACHIEVEMENT TEST - AVERAGE MEAN SCORES
ATTQIN_EQ IQ SECOND GRADE CLASSES

MAT Test .Scores \
P.S. ) t.3-1.5 1.6-1.8 1.9-2'.'1; 2.2-2.3 + 2.4-2.6 2-.7-3.0 above 3.1

]

Iu 1.
15% '
19 ‘ )
20~
34
61 1
) 63 1
64 C 2 -
97
122*
134 .
140 . -1
160 R T 1 . C 1

-

NN ]
p-ap.n' b b Pucd b b b=t T Pt
- DON =N
b 4t gt
Pt pond Pud Jnd fumd fumd b

_ TOTAL: =~ 5 B3 9% 9 5x 4 7 :
~~--No_classes ' .
[l . .\» )

L
e —

,

* Average mean's,comiéf all second grades combined -

A second grade child, after attending school for seven months, should
attain a score on the Metropolitan Achievement Test (administered in Apri 1)
of 2.7 to be considered reading. “at grade level”. The table above shows how .
mafy classes in each of the 13 funded schools achieved average mean scores . . -
‘in each range of scores sgeci fied at the top. Two.schools show only the

average mean score for all their Second grade classes combined. . . %

The table shows the test results of 51 second grade classes in 11 s¢hools
providing breakdowns by class. Of these 51 clacses, 11:(22%) attained scores
at or above grade level. Four classes (78%) attained scores from one month:
to one year four months below grade level. Seventeen classes (33%) attained- .
scores below 1,8, R '

s

@ .S._u"_m_a.m ) . - . T - - et L _: ~"z-;‘;—“—""'—?

- Second grade scores on the Metropolitam Achievement Test are low, with most '
classes attaining an average mean score four or more months below grade level. )
It is not known to exactly what extent these low scores weré influenced by chil- °.
dren just learning to speak English as a second language. Their scores would *
normally be low, but would be expected.to improve in the next few years and

Q hopefully reach grade-level or above. For native English speaking children, .
' "ERIC - ~ however, these scores could project.a pattern as previously described, which will ..

find them several years behind in reading by the time they reach high school. :
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3. Sequence Test ‘ - . ¢

- Teachers read'a story to the children in their classes and the children
sere asked to put illustrations of the story in the proper sequence (see -
description of instruments, section 8 of this chapter). Any score less than

100% was not considered to be passing.

. o . ‘ L

" Five~hundred eighty sevem children in K-2 classes ‘took-the sequence test,
which varied by class in the number of pictures which the child was asked to
put in order (4 in kiniergarten, 5 in first grade and 6 in 'second grade).

sequence. This would indicate that children. are not receiving enough training
in this important language objective, and is supported by the comments of sev-
eral teachers who observed in interviews and when questioned about test results

that childfen needed much extra training in this area.

« From the sample, 334 or 56.9% of the children put the pictures in, proper ‘\

There is one important consideration pertinent to this test administration,
however. Several teachers noted, and the evaluators find some validity in the
observation that the concluding §1lustration, given to all test-takers, could

) have been considered as an introductory one (see appendix F). This picture

> is a "happy ending" one, and it is true that the cuurent media has made this
Fnd of “summation fntroduction" an expected one. It still remains, however,
tha§uw1th the last picture first, the sequence does not have a sequential
ending. . . '

A sample was taken from the above results in order to project the extent
to which putting the ltast picture first altered scores. From a sample of 289 .
children, 124 (42.9%) ordered the story correctly, and 165 did not. Of this -
latter group, 48 (16.6%) of the total sample put the last picture first. .This ‘
was their only error. If this item weré allowed as cdrrect, then, 73.5% of £
the children in the sample could have successfully ordered the test. It is
impossible to project meaningfully however, the degree to which children so
0;?erud %Qe pictures due to confusion on the item, or lack of training in
this skill. ? .

- Although teachers were given instructfons on administration of the Sequence
Test, a margin was to be allowed for differénces in the quality of administration
because of the nature of the test. Teackers differ in story telling ability,
as well as organization and planning which were required here. Because of possible

- ., differences in test administratién and beﬁause of possible confusion regarding
one of the test items, a'wider latitude mist be given the overall score of 56.9%.
Given, Mowever, a range of even 15 percentage points, it would appear that there
s still some lack in training of sequential abilities, in these cY¥asses.

Summar . N
-——,—-:l . A Y P = . .

In a sample of 587 children, 56.9% were able to successfully. complete the
sequence. test. .A margin must be allowed for differencés in test administration: )
and in interpretation of one of the test items, making it possible that the - .
. proﬁected~70% of children in the.gimple would complete the tes&-cogrectly. It
[ERJ!:" - Jis apparent however, that ability to order sequentially is an area of learning
S needing.added emphasis in K-zqclasgeg. . .

by




\ . _As described previoisly, children were assigned a "classification® task
'in October which the teacher felt the average child in her class should~be o

the results were as follows: I‘
- Table C-8
" TASK COMPLETION TEST: OCTOBER, 1971 : . . 2!
: (134 Children) . / ) .
. Score - Number of children Percentage of .Children =
*“100% 'Y . _ 66.24 .
90-99% 6 / 4.4% -
80-89% . 7 : . 5.2%
E7!9-79.% ) 10 - : . 1.2% ‘
elow 70% . 25 ‘18.7% - ¥
TOTAL: . - 134 . _ 100.00%
. - ’ © ' :K’ i &
. Although children'were chosen at random (omitting thase whom teachers ‘
identifibd as not yet communicating in English) several teachers stated that .
those children picked weré cooincidently among the most able in the class in ‘ —

- Below 49%

4. Task Completion. Test . '. ' ; 1 ' ‘o

able to complete at that time. From a sample of 134 children in 39 classes,

this ability. A Targe percentage of children; (64.2%)., received a 100% rating
on the task -assigned them. Since the purpose of this measure was to evaluate
the amount of increase in ability to completeetasks, these 86 children were

not included in the May post-test. ' Adding to that number those children who
were absent or discharged at the time of the second test administration, the
‘post-test sample includes 31 children. The following table compares the scores
these 31 children achieved in May with those they achieved in October. .

’ Table C-9 . : -

PRE AND POST SCORES OF CHILDREN WITH IMPROVED TASK
** COMPLETION PERFORMANCE .(31 children) . ) 1

, Runber of ChiTdren . '
Test Score . October - May

v

-~

100% .

90-99% B -
80-89% ) B

70-79% v

60-69%2 "~

50-59%

40-49%

s .
CQAQNNINO
' .
.
'

~

RO ONWO
8
{

TOTAL: ¢

»

L
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Eight§'pércent of these childfen improved in their ability to complete

" a given task. The real .rate of improvement for these 25 children can best

be illustrated in the following manner: ) -
' Table C-10
RATES OF IMPROVEMENT ON TASK COMPLETION TEST

‘s

Percent Amount of Improvement No. of Chiidren Percent .of Children
50-59% o " 205 *
40-49% 0 - 0%
30-39% 3 . 12%
20-29% 9 36%

6-19% : 8 32%

TOTALS: ’ _ 25 100%°

 Summary: L ' '

It was projected.that 70% of the chiidren'in'the sample would improve in

their ability to complete 2 task. - In fact, eighty percent improved in this

ability from 6-59%, with most chijdren showing an ‘improvement from 6-29%.;\
’ . ’ . © '
’ >
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o I, INTERVIEWS AND QUESTIONNAIRES

*

A, Description of Samplzs and’ Instruments

In addition to academic tests, the evaluators designed and distributed~
questionnaires to all the teachers: in kindergarten through seccnd grade,.
and a1 of the principals in the 13 participating schools (see Appendix A
.and B). The evaluatoks also-interviewed a total of 20Q. educational assistants
" in-P.S. 4, 15, 19, 63,%64, 97, 122, 134, and 140, using a set of 12 sténdard
questions (see appendix\§). These questionnaires and interviews were signed
to elicit information about-the way the program functions in each’;zﬁool. to
determine how the administrative and teacliing staffs viewed their pbles in
the program, what they saw as the major benefits.conferred by the program,
and areas in which the program might be improved. The questionnaires were
also designed to facilitate the collection of data relatéd specifically to L -
.the teaching and educational assihtant‘positions and the materials funded '

under SEC.

The questionfaires were issued in March, 1972, to each teacher and prin- S
cipal involved, and the interviews of educational assistants were conducted P v
by the evaluators on-site in April and early May. -It was assumed that by '
this' time of the school year, all concerned would have formulated definite .

-opinions about the subjects mentioned above. RN

?éachesg’ Questionnaire: One hundred and forty-eight questionnaires were
. issued, an were returned. "The sample used below for all questions
from_the teachers' questionnaire is, therefore 71 or 487 of the kindergarten

through second grade teachers in the district's 13 funded schools. Where

there is a significant difference among the opinions of teachers in these three
grades, their answers will be divided into the following samples:. )

First Grade: 28 teachers (50.9% of 55 first grade teachers)
Second Grade: 18 teachers (32.7% of 56 second grade teachers)

Mixed Grades: 3 teachérs . , i -
Did not identify grade level: 2 teachers ' . :
Total: 71 teachers :

Kindergarten: 20 teacher§‘§?1.4i of 28 dist{tét kindergarten teachers)

0f the total of 71 teaqﬁer respondents, 56 (78.9%) had educational assistants,
15 (21.1%) did not. : "

" Principals' Questionnaire: A questionnaire was ‘issued to each of the
principais of District T°s 13 participating schools. Twelve (92.3%) were.
~ returned (one was apparently lost in the mail). .

Educational Assistants' Interview: Twenty educational assistants from

" 9 of the district's 13 participating schools were interviewed individually

by the evaluators. This represents'a sample 0f{21.1% of the aides in the
district.

-

hd L]
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B. Findings -‘Progémﬂ'Funcﬁiéniqg>- Result 5} Questjonnaires and Interviews T
1. Allocation of Teaching Personnel - ' T

Teachers: A total of 33 teaching positions’ were allocated to District 1
schgols, with between 2.and 5 positions allocated to each school.
Since no guidelines were 'set in the curyent\District proposal to establish
a specific minimum pupil-teacher ratio,(it is not possible to judge the
effectiveness’ of staffing allocations for teachers on the basis of the
, proposal. The proposal merely states that "sufficient teachers” will .bé
‘ funded "to .reducé the teacher ratio“ (sic), not class size, for grades :
R . one and two-in each school. Of course it is obvious that any additional -
teacher will reduce the teacher-pupil ratio, even if'it is reduced from .
35-1 to 30-1,-and even if thé teacher spend$ her day in non-instructional
. activity. Two additional factdrs seem<important: first, that several o .
schools lost teaching positions funded through tax levy and cther sources, ‘ ]
and second, that from our sample of 68 classes, 29,4% had more that 25
children and 16.2% had between 30.and 32 children. It would seem then that
the term$ of the proposal are essentially meaningless because 3f class “size _ .
1s not ultimately reduced it is not possible to meet the gpals of the. pro-
gram (viz small group and individual instruction), Since approximately : 3
"one-third of the classes in the. participant schools have more ‘than 25
children, the addition of teachers through the'SEC program has served in
these cases merely as a stop-gag measure in the sense that without these
- teachers the class registers would exceed desirable levels even more. than
. they do at the present time. i

In addition.the evaluators f& that there is some inequality in the’ a
distribution of- teaching pesitions. For example, P.5, 122, with a total -
first and second grade populationcof 94 students, received 2.positions,
while P.S. 140 with-a first and 'second grade population of 231 -~ more

- than doyble that of P.S. 122, received 2 positions also. P.S. 61 with
- approximately th same number of pupils as P.S. 140 (234) received 3
positions. . : oo ‘

© . Educational ‘Assistants: 102 assistant positibns were allocatzd to the 13
13 particlpant schools, with between 3 and 9 alloedted to each school. There
was to have been an educational assistant assigned to each kindergarten N
class, and fpr grades one and twQ an educational assistant was to be pro- . . o
vided on thd basis of one assistdnt per 28 children for 60% of the chil- I
dren in each-grade. The evaluators found, from the priricipals’ question- )
naire, that aTl of the regular kindergarfens' in the participant schocol, '
except ohe class in P.S. 140, had assistants. There was also no assistant
in one special class in"P.S..64. The table on the following page indicates
how many aides each schosl should have in grades.one and two according . .
to the formula cited ahove, and how many aides they have now. The difference
between thse two figures 15 also cited: over (+) or under (-) the specified >
number, c L. ) v ? .

]
*




-School Mdes :number according to formula  Aldes:present number Difference

O mblecnn L, | -
ALLOCATION OF EDUCATIONAL ASSISTANTS ' :

¥

" following number of years of schooling: ( .
2 (10%

4 - 2.3 4 +1.7
15 - 6.4 9 +2.6
19 2.7 5 +2.3
20. " 6.3 7 +0.7
34 4 4 "0
61 - 5 - 5 0 .
63 s 6.9. 4. =-2.9
64 9 6 =3
.92 X 4.9 7 . +2.1
122" -2 3- +1
134 3.8 . 6 - +2.4
140 5 9. +4
160 3.1 4 . # .9 ,
Total:73 ]
: . s ; F 4 ) T

G . .

P.S. 4 has one less aide: than the proposal actually allocated but.1,7
more than the minimum to be allocated raccogding to the proposal formula, b
P.S. 20 has one less aide than the proposal actually allocated, but has .7 ’
move aides than it should according to the proposai formula. This explains )
why the "Aides: Present Number" cojum reads 73 instead of 75. A1l other schools
have the number of aides allocated in tha propogal, and nific-of these have
more than the minimum extablished by the formuld. Two, however, have 2.9 and
3 fewer afdes than the minimum. Since there are 9 schools with between 1 and
4 afdes over the minimum the evaluators observe that at present, educational
assistant positions have aot been allocated on a completely proportionally
equal basis. : - o

-

t
- '

2. Educational Assistents

A major proportion of SEC funding was allocated to the hiring of educational
assistants, and 102 of the 135 positions funded were filled by thése aides
(the remaining 33-were teaching positicns). These positfons are therefore a .
most significant aspect of the program, 1

Profile: From the instruments described above, the evaluators derived
the Tollowing information about the aides' job-related experience.
% .
Educational background: the 20 aides interviewed had complete th

were not high school graduates
7 (35%) were high school graduates
2 (10%) had completed one semester of college
1 (25%) had completed 1 year of college
£ (25%) had completed 2 years of college
1 (5%) had completed 3 years of college
a8 L35 aallont diidaatas.




4 Lo

N
N .

Continuing Education: The principals were asked how many of the aides
workTng in Einaergarten through se¢ond grade. in their schools were actively
working toward a degree in the "Careér Laduer" program, The 10 principals

who responded to the question employed a total of 82 .aides. Of these, 40°
(48.8%) are cyrrently working toward undergraduate’degrees. :

’\ In-Service Training: The princi‘palsh of the 13 particibant schools were
. asked to evaluate tﬁe training the aides had received. The 12 who responded

t0 ‘the_questionnaire answered as follows: ’
.. Qﬁ\eé}gx: 5 (41.7%) . -
- . d: 6 (50%) : :
— Fair: 1 (8.3%)

Eleven principals (91.2_%) found‘the training of their aides excellent ©r good.

The 20 aides int.er:viewed were also asked to eva'uate their_training. Two

3

had not veceived any training because they had bée hired during the sacond
naif of the school- term. Two - aides _flid.not respond. The ratings were as-

- follows: _
Excellent: 9 (45% -6 -
T Good: 5 gzsx ~ ' .
&/ Rair: 2 (10%

Poor: 0 (0%)
No Answer: 4 (20%) : .

. L .
Fourteen (7_0%) of the aides found the training excellent to good. . .

Work Exgerience: The 20 aides interviewed had.been employed as aides -

for the following lengths of time: ‘ v
1 week ~-1 month: 2 &10%3 <
part of 1 year: 2 (10% ! Y . }

N Y1 year: 0 . :
2 years: 0
3 years: 4
4 years: 6
5 years: 5
6 years: 0
7 years: 1 (5%)

Sixteen (80%) have 3 years or more experiance.

These 20 aides have spent the following lengths of time wi.tﬁ the teachers
whom they were assisting this year;

1 WeeR =1 month: 3 15%;. “
. part of 1 y#&ra. 3 (15% ' .
- 1 year: 5 izsx; ‘ .
2 years: 6 (30% .
Jyears: 0 . :
4 years: 2 { 10%) o
5 years:. 1 (5%) t

Fourteen (70%) atdes hidd been with their present teacher for One year or more.

Speaking a Second-Langtiage: Thirty-six of the aides of ‘the 56 sample
teachers speak Spanish, | speaks PoTish and 1 speaks Italian. 53.5% of these
aides are biHnguaI: ' v .

N~

N,

>
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Residence:  AT1 20 (100%) of the aides interviewed were residents of the
community In which.they teach. Fifteen (75%) of these have contact which
thﬁy..consi der beneficial with thelr students and their parents outside of
school. : . .

P

’ Geheral Assessments‘ﬁf Glassroom Roles: The 20 aides interviewed wére

“asked 1T there were any ways in which they could be more helpful to the children
"~ with whom they work. - Fourteen (70%) of these aides were satisf ed with their

roles. Three (15%) suggested that more small group. instruction would be desirable,

B 2 (10%)7sald that they would like to have more time for planning with their

gup:r'iﬁsj?g‘teachers, and 1 (5%) said that more communication with parents would
e helptul. RN ‘ ‘

Summary: : . ,

R Projecting from their sample of 20 aides, 12 principals, and 36 teachers,
the evaluators find that 55% of the aides have more than a high school education,
and 48.8% are working toward undergraduate degree. Eighty percent of the aides
have held their. present positions for 3 years or more, and 70% halp-worked with the
samé teacher 1 year.or move. Seventy percent are satisfied with the roles they
play in the classroom. One hundred percent of the.aides are resi: :nts of the
‘tommunities in which they work, and 75% have contact with their students and
Studentd’ parents butside of school. Finally, a majority of both the principals
and ‘aides find the ‘aides' in-service training to be good or excellent. ‘

It would seem, therefore, that a majority of thé aides are highly

. 'moiivated, reiiaple, and well-trained workers, and that their residence in

the comrunties in which they work is thought to provide a valuable link be-
tween the schools, homes, and communities served by the SEC program. The
latter is probably pacticularly true of those #ides who speak Spanish, since
there is a large Spanish-speaking population in the district. -

Roles of the Educational Assistants: Proposed an%iza .

fecording to the program proposal, the educational assistants are supposed
to assist their supervisina teachers in the following areas:
o g . ) s s )
a. ‘small group in_i,truéticn '
b, . #orking with children at centers of interest® _ .s =
- ¢. .mafntaining a wholesome classroom atmosphere
d. selecting and acquiring materials apprepriate
to the cultural background of the children
e. using audio visual materials
f. ‘supervising at games and on trips.
g. bilingual instruction where fossible
h. monitorial, clerical and administrative duties
where required
{. providing a link between nome, school, and
community to improve communication and interpret

L4

£

the objective$ of the program. : e
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In thei: questionnai res and interviews the principals, teachers and . ‘ .
educational assistants were asked to identify those areas in which the
educaticaal assistants mde signi ficant centributicn;.

. Sample: 56 teachers wha had aides

) 11 principals whe responded to the question
20 aides interviewed
These respendents answered as fonows

Table C-12 e e R

PERSO&N:L VIEWS OF CONTRIB%)T IONS OF EDUCATIONAL ASSISTANTS .
$+.43 .
Contributions ) "~ Principals Teachers Aides
a. small group instruct’(m . 11 (100%) 56 (100%) , 18 {90%)
b. working with childred 3t ’
centers of interest 10 {90.9%} 48 (85.7%) 18 (90%)
. ¢c. maintaining a wholeszme c‘iass- - E
. room atmosphere 39 (90. 9%) 42 (75%1 20 (100%)
d. selecting materials appropriate _
"te cultyral background of children 6 (54.3%) 3? 8%) 9 (4sH
e. ssing audio-visual materials 8 (81.8%) 23 § ; 9 (A} . . .
f. supervision at games or on trips 10 £90.9%) . 96 4“‘ 17 (85%) .
" g. bilingual instruction 8 (72.7%) 10-(50%)
k. clerical, and administrative .
duties 5 {45.5%) 28 (sosz) 11 (55%)
i. improving coqmumcatf'oa between C,
. school, home and community m—————— 43 (76.8%) 17 (85%)
R reﬁeving teacher .of routine g
duties . - , . 1 {100%) . 50 (89.3%) 13 (65%3
k. keeping tlassroom neat N 9 (81.8%) 48 (85,7%) 18.{90%
1. working in general off 0 (0z) - 1 19.8%3 1 {3%)
m, school monitor duties swen- e 13 {23.2%) 8 40%;
n. planning ledsons.” - 4-(36.4% 14 (25%) 12 (60%
c. no significant contribution 0 %0") .0 0
p. other 3(27.3%) © 0
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Items j. through m. are not included in the program proposal, but were
added to the questionnaires because they seemed potentjally relevant,

Sumary:

. ' There seems to be substant{al agreement ameng 4he sample principals,
teachers and afdes, that the aides are meesting the goals of the program
ir aiding in smaﬂ group instruction, working with children at centers of
interest, maintaining wholesome classroom atmosphere, supe~vising at games

e and on trips, and improving céumm.".cation between home sc.hgoi ard cmzmumty.

ERIC * e e L
A runtex provided by eRic .

~
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It seems that the area.of bilingual instruction has not been stressed
(this wa, conrirmed-in classroom observations made by the.evalustors). This
may be accounted for by the fact that mary (46.5%) of the aides awe not bi-
lingual, and that some teachers belfeve that if instruction is solely in
~ English. the non-English speaking children will be motivated to-learm(English
“more rapidiy. ~ - ' .

- ¢

. As-a'whole, the aides aiso seem to be doing little in the area of selection
and acquisition of materials appropriate to the culturai’backgroung of the .
.students. This too is bcrme out by the observations of the evaluators. It

is possible that few of the ajides are acquainted with black-American or non-

 Hmerican-cultures (Spanishsspeaking, Chinese,-etc.), and that even the- - d

! thé-early grades.

" black or Spanish-speaking aides have not been trained in this area. Also,
some teachers have expressed the opinion informally, that it is more conducive
to classroom unfty not to introduce differences in cultural background.dn

L

LIS S
*. Fewer than. 50% of the teachers and aides cited the use of audio-visual
materials as an important contributivn of the aides. Agafn, lack of .training
- may be an important factdr-here, and pérhaps lack of approbriate materials
(in- the teachers' questionnaire, lack-of materials was a frequently noted
reblem. See below). . . R .

-

v ‘
3: Major Benefits of the SEC Program-

The teachers and principals of the participatiné~schools were asked to
indicate what they belleved to be the major benefits ¢f the SEC program.

" Fifty-eight teachers and-12 principals responded to the questior. The
percentage cited, Se: fyw are based on these numbers,

Table C-13

| TEACHER EVALUATTONS OF PROGRAM BENEFITS
Major Benefits ‘ Teacher Number Teacper;Per Cent
a. reduced class size . 38 ' 65.5%
b. cluster teachers 38 65.5%
c. enthusiasm of teachers.

and other staff - R Y 29.3% « ~- -
d. aid of paraprofessionais - - 50 . . B6.2x .
e. 3dditional or improved materials 28 48.2%
f. increased involvement of parents 9 - 15.5%
g. other {to be described) .0 : %

A O - 2 SO B8 A0 W S G VR B OO 0 DB B WO D0 P R T2 P LR L L L Rl ol b bt ol of bl bt ded ot ad ool bl R
.

n addition the teache;s ware csked to rate the effect of ihe program Ot
tirgir students’ reading readiness or reading achievement. Fifty teachers
resRonded as follows: : . .

/

N\

Excélieni Good Fair . Poor None ~

T3 (6%) 37 174%) T eg) T {2%) T3 (6%)




}eacher respondents reads as follows:

~ The table: of major benefits classified by the grade taught by the.

-

Sample: . Kindergarten teachers 18 .
First grade teachers 22 '
Second grade teachers 15 :
Mixed classes: teachers 3

Table C-14
TEAC&ERS' ASSESSMENTS OF MAJOR BENEFITS OF PROGRAM

Major Benefits Kindergarten Ist grade . 2nd grade . Mixed
a. veduced class size "9 (50%) T 14 (63.6% 11+(73.3%) 3 (100%)
b. cluster teachers H 561.1% . 15 268.1% 12 (80%) -1 (33.3%)
¢. enthugiasm of staff 6 (33.3% 6 (27.3% 5 (33.3%) 71 (33.3%)
d. aid of paraprofessionals 17 (94.4% 17 (77.3%) 12 (80%) 3 (100%)
e. additional or improved . : - :
materials - 9. (50%) 8 (36.4%) 7 (46.7%) 3 (100%)
f. increwsed involvement - . o
of parents ' 5 (27.82) 3 (13.6%) 2 (13.32) 0 (0%).
Summary ‘ . ’ =

. _In general the teachers viewed reduced class size, the addit'ion of gluster
teachers, and the materials funded through the program as most veneficial. But, |
gs-m;?ht be expected, the aid of paraprofessionals was the most frequently cited

enefit,

There is, however, some di fference of opinion among the teachers of different
grades. - Fewer of the kindergarten teachers cited reduced class Size than did
first and second grade teachers. This may be explained by the.fact that in -
general the schools' kindergarten populations are smaller than those of first
and second grade. For example, the kindergarten population of a school might
be 40, so that there would be twe classes of 20 witl or without the SEC program,
This is not as often the' case in first or second grdte. o .

Aid of paréprofessionals is cited most rrequently by kindergarten teaéh;rs,
probably because all K classes have aides. This is not true in the first or
second grades. .

Principals: The pnincipals were asked.to indicate what they saw as the
major benefits of the program for each separate grade. The 12 respondents
answered as follows: (See next page)

{
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Summary:

- - T s

y

e

/‘.Table C-15 -
PRINCIPALS'® EVA{UATIONS~0F PROGRAM BENEFITS

14
»

Major Benefits L Kindergarten . First Grade Second Gradé
a. reduced class size . 7 (58.3%)- . 9 (75%) , 9 (75%)

'b. enthusiam of teachers

and other staff = 9 .(75%) . . 8 (66.7%) .9 (75%)
c. ratic or-clustér teachers 5 (41.7%) . 6 (50%) . 6 (50%)
d. .educational assistants 12 (i00%) 10 (83.3%). . - 10 {83.3%) -
e. additional materials - 5 (41.7%) . 4 (33.3% . -5 (41.7%

f. parent involvement . 3 (25%) 3'(25%) . 5 (41.7%)
g. closer community ties
through paraprofessionals 9 {75%) 9 (75%) 8 (66.7%)

- onon oy

- <~

The .principals in general conéhr with the teachers in their choices of
paraprofessionals and reduced class size as the major benefits of the program.
However, they rate the assignment of cluster or:ratio teachers lower than did -

‘the classroom:teachers. The principals also believed that a major benefit was

gained {n establishing closer.ties to ghe communities served through the work
of paraprofessionals. The principals ¢ited increased invelyement of parents
more frequently than did the teachers.

-

“The principais weré also asked to rate by grade the imprdvements observed
in their schools as.a result of the SEC program. The 12 respondents answered
2s follows: ‘ . : 4

‘ Table C-16 :

- KINDERGARTEN IMPROVEMENTS - PRINCIPAL RATINGS

\

Area ) ' Excellent Good Fair Poor _ Nome .
a. general academic progress 5 J72). = 2

of children - s (41.72) 3(25%) 0 0 - 4 (33.%)
b. social behavior 8 (66.7%) 3(25%) 0 0 1 (8.3%)
c. relationship between school )

and parents . 6 (50%) 4 (33.3%) 1 (8.33) 0 1 {8.32)
d. instructional techniques _ _

of teachers 1 (8.3%) ' 6 (50%) 1 (8.3%) 0 4 (33.3%,
e, teacher control of class 4 §33.,3%) 4 (33.3%) 2 (16.7%) © 2 {16.72,
f. instructional materials 2 (16.72) . 6 (50%) .1 (8.3%) 0 3 (25%)
g. individualization of , )

instruction “ 6 (50%) © 3 (25%) 2 {(16.7%) 0 1 (8.3%)
h. creative expression of : . R

ren 4 (33,32) . 5041.7%) 1 .(8.3%) 0 2 (16.7%;

i. reading progress 2 (16.7%) 6 {(50%) 1 (8.3%) 0 3-(25%)
j.- other - o - 0 .0 0

N . " . AP AAN




Table C-17 .
"FIRST GRADE IMPROYEMENTS - PRINCIPAL RATINGS

o, ;
H

. R
Area __Excellent - Good Fair Poor None
a. general academic.progress i : ‘
of children 1(8.32) 8 (66.7%)0 0 3 (25%)
b. social behavior of ° . ,
-~ children ' 4 (33.3%) 6 (50%) © 0 2 (16.7%)
- €. . relationship between ’ i .
schpol and parents 2.(16.7%) 7 (58.3%)1 (8.32) 0 2 {16.7%)
d. instructional techniques . ' . ‘
of teachers ~ 2 (16.73) 5 (41.7%)1 (8.3%) 0 —~ 4 (23.3%)
e. teacher control of class 5 41.7%3 3 525%) 3(25%) o -1 (8.3%) -
f. {nstructional materials - 2 (16.7%) 5 (41.7%)1 (8.3%2) © 4 (33.3%)
g. individualication of . -~ a
instruction <5 (41.74) 4 (33.3%)1 (8.3%) 0O 2 (16.7%)" -
h. ‘creative expression of : : S
~ children _ 2 2 (16.7%) .6 (50%) 1 (8.3%3) ¢ 3 {25%)
i. reading progress 1.(8.33) 9-(75%) 1 (8.3%) o0 .1 {8.3%)
j. other - . 0 0 -0 0 o -
- 2 d -; ---------------------------------------------------- P 00 00 08 v 0wy 40 20 an ov W - A
_ Tabie C-18
. SECOND GRADE IMPROVEMENTS - PRINCIPAL RATINGS
Area , Excellent Good Faj_r;AT Poor * None
a.” general academit progress: . ) (
~ ° ¢f children 3 225%) 6 (50%) 0O G 3 525%) :
b.* social behavior of children 5 (41.7%) . 5 (41.7%)0 0 2z (16,735 .
c. relationship between school ‘ . ‘
and parents 4 (33.3%) 5 (41.7%)1 (8.3%) 0O 2 (16.7%)
d..instructional techniques e : , ‘
of teachers .3 (25%; r@«éZ&%liulﬂLQ,Q%%”~0 .......... 5.(41.7%)
e.. teacher control of class =~ 3 (25% 5 §41.7%31 8.3%) "0 2 (16:7%)
f. instructioral materials .. 4 (33.3%) 4 (33.3%)1 (8.3%) © 3 (25%) ...
g. individualization of T '
instruction 5 (41,7%) 3 (25%) 1 (8.3%) O 3 (25%)
h. creative expression of . ) .
children ’ ’ 3 (25%) 3 525%) 2 (16.7%4) 0 4 533.3%3
i. reading progress 1 (8.3%) 6 (50%) 3 (25%) O 2 (16.7%
J. other _ 0 0 0 -0 0




. More than 60%-of the principals found improvement in the following areas

" to be excellent dr good in all three grades, as a result of the SEC program:
general: academic progress of chi¥gren, social behavior of chiidren, relation- ]
ships -between school and parenis, teacher control of class, and individualization
of instruction. Fewer than 60% found reading improvement excellent or good

in second grade, but 83.3% found it excellent to good in. first grade, and 66.7% .
found it excellent or good in kindergarten. ' The area most frequently cited é&}
improved in all grades is the social-behavior of the children.

s

SEC Coordinator: One of the teachers funded through the SEC program may
-be used as an SEC coordinator instead of a regu’ar classroom teacher. Since
most Of the 13 participant schools have-a shortage of teachers, only 4 schools
" have established the position of coordinator (and one of these coordinators has
been on sabbatical this year), so it is not possible to draw definitive con-
clusions about this position. Most of the 13 respondent teachers from these
schools said that the coordinator helps them by serving as a resource_person
for materials and teaching methods. Of these 13 teachers 9 (69.28) believed
that the position was beneficial to them and should be continued. Of the
58 respondent teachérs whose schocls were not served by a SEC coordinator,
40 (68.9%)believed that the position should be established, and another 5 (8.6%)
said they would like to have a coordinatory but not at the expense of veducing
the teaching staff. ) g )

L ) { . . -

It would Seem from these responses that the position of coordipator is
" generally considered to be a valuable.addition to the school staff in that
the.person in this position can develop, acquire, apd disseminate materials
. and information about teaching methods .to the teaciers in early childhood.
This person can also helop to provide continuity within the program. The '
position is considered to be valuable, however, only when it exists in ad-
dition to and not at the expense of teaching positioms.

. e




4. Major Problems in the SEC Program

The teachers were asked what they saw as ‘the major prob3ém'areas in
the SEC program. The 31 who responded to the question answered as follows:

Table C=19 . SR \
TEACHER EVALUATIONS OF MAJOR PROBLEMS IN PROGRAM '

™

Problem Areas

Bt

. classroom space

.
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Summary: - . :

Class size, classroom space, lack of individual instruction, lack of
materials and lack of parental involvement were the “problem areas most

frequently cited by the teachers.
teachers choosing any area was 56.6
ferences in opinions held on these
conclusive is that staff relationsh
emphasis on-meading are not conside
number of teachers. .

The 13 principals were® asked a
to reflect their different roles.
questionnaire answered as follows:

But since the highest percentuge of
%, there would seem to be wide dif-
subjects. The only evidence that seems
ips, discipline, and over or under

red major problem areas by a significant

-

similar question with additional choices
The sample of 12 who responded to ‘the
(See next page, ’

. Téacher Number———Teacher Percent '{' ' -

a 28 . . 54.9%
b. class sfze ' 25 . 49%.
¢. lack of individual instructio 22 43,
d. lack of materials 29 56.9
.e. .lack of involvement of parents 20 39.2%
f. staff relationships, 5 9.8%
g. discipline 6 11.8%
h. emphasis on reading _ '
‘ too little 4 ©7.8%-
- too much 4 7.8%
i. other (to be specified) .
guidance overload 1
‘Jack of dudio-visual materials 1 '
lack- of program coordination 2
parents refusal to.assume re-
. sponsibility for education 1




L )

‘ Table C-20
PRINCIPAL EVALUATIONS OF PROBLEM AREAS
. .~ ’

Problem Area . Principal Number Principal Percent .
a. classroom and other space 2 16.7%
b. materials 3 25%
¢. parent relations 2 . 16.7%
d. community relations 0 0%
e. staff relations 0 0% .
f. teacher training (methods) 2 16.7% .
g. teacher fraining (managemen “ .
and discipline) - 2 16.7%
h. lack or withdrawal of
funding in other areas 4. 3393%.
i. curriculum . 0 - 0%,
j. teacher turnover 4 33.3%
k. pupil turnover 6 50%
1. other (to be specified) = = .
«classes too large 2 16.7%
lack of substitutes for
paraprofessionals 1 8.3%
Summary:

Again“there are no areas that weré considered major problems by a
conclusive majority of the principals questioned, but this is explicable in
terms of the fact that many 6f these problems vary from school te school.
For example, some of the schools have relatively stable populations (P.S. 15), °
while one school (P.S. 61), according to the principal; had a turnover rate
‘of 200% in the academic year 1970-71. Also, the physical plants of the
schools vary considerably, so that class space may be inadequate in one school

*.and more_ than adequate in another.

)

In any case, those problems most frequentiy cited by the principals are
lack of materials, teacher and pupil turnover, and the lack or withdrawal -
of funding in other areas. For example, though SEC funded between 2 and 5 =
teachers for each participant school, several schools lost the tax levy fund-
ing for as many as or more teachers than they gained through SEC (e.g. P.S. 160).,
In P.S. 4, the A1l Day Neighborhood Schools program-was not refunded, which
meant the loss of two early choldhood teachers funded through that program.

(o
Teachers were asked in an open ended question to identify the major
learning difficulties in their classes. Fifty-nine teachers cited the

following problems_(the others did not respond): (See next page.)

A




Table C-21

JEACHER EVALUATIONS OF LEARNING PROBLEMS ’
. . [
Learning Problems - _Teacher Number Teacher Percent
- . \ N
a. Language difficulties .. . 27 - 45.8%
b. Home-related problems .
: Emotional < 6 10.2%
. Lack of experiencial . )
. background 6 10.2%
Lack of parent in- : .
volvement - 9 15, 3%
Total: 21 5.7 -
c. Perceptua] ‘difficulties ) 15.3% :
d. Absenteeisn? 6 10.2%
e. Written and oral expression 5 B.5%
f. Reading ' 6 10.2% -
g. Discipiine 2 3.4%
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The 20 aides interviewed were also a«ked in an openended question what
they .considered to be the most important problem areas in their classes.
Seven (35%) aides said there were no serious problem:. The remaining 13 (65%)
,answered as follows:

Table C-22
ASSISTANT EVALUATIONS OF LEARNING PROBLEMS )

©

Problems . Aide Number - Aide Percent d
a. Discipline 4 ~ o - 20%
b. Home problems ) 2 0%
. Language (Non-English speak1ng '
' children) 6 0% -
d. Lack of materials 3 ~,  15%
e. Lack of space 1 ( 5%
f. Social adjustment 3 15%
g. No serious problems 7 35%
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Summary :

Teachers and aides cited most frequently the language difficulties
of non-English speaking children as the most serious barrier to learning.
In addition teachers stressed home related problems as presenting dif-
frculties in leaming.

L4
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L . - Suggested Solutichs: ’ S . R

When asked what was needed to aid in solving these difficulties, 19
-{%2;212 of the teachers said more individual materials were needed, and
_{e3. ) said smaller classes and/or an a¥de (where there was none),
and/or more individual instruction. One teacher said more classroom space - -
would be helpful. Twenty-five (35.2%) did not respdnd. .

The principals too were asked what. suggestions' they would make to the
end of improving the SEC program's functioning. Of the 12 principals who .
responded, 8 (66.5%) said that more personnel were needed to reduce. class v
registers -and the pupil-adult ratio. One principal suggested that a full
time coordinator would be helpful, one cited the need for a ‘Teaching English .
as a Second Langyage program, and a program to discover, evaluate, and plan '
2 curriculum for children with leaming disabilities. One suggested a

‘program for teacher tratning.

Communication Within the Schools and the District About the SEC  ° ’

Program: Because many teachers whom the evaluators proposed to work with
seemed to know 1ittle about the SEC program during October, the evaluators
. asked three questions on the questionnaire deating with the extent of com-

munication about the program within the individual schools and district as
~— a whole. Of the 71 teachers who réturned questionnaives, only 26 (36.62)
said they had recelved any communication from their school administration
about the existence and functions of the SEC program. Thirteert of these
were part of the evaluation sample, so that what information they received
may. have been related to the fact that the evaluators worked with them.
Only 22 (31%) said they knew of receiving materialss funded by the program.

A more general question was asked about whether or not relationships
between teachers and school and district administrators of the program
needed improvement. Thirty {42.3%) teachers said-that the relationship did
not need improvement, 1.1%) said that it did. What seems most sig-
nificant however is that 25 {35.2%) of the teachers *did not answer the
question. Since the question could be answered by a simple yes or no, and
should not have required a great deal of thought, the large proportion of |
teachers not answering suggeststhat these teachers were not being frank,
and that perheps many of them do believe that the relationships need im-
provement but were reluctant to say so. ,

The above item also included the question of which administrator .
(principal, assistant principal, cogrdinator, district supervisor) teachers
would consult about problems relate8 to Strengthened Early Childhood. Most
teachers said they would Consult either the early childhood assistant prin-
cipal or the principal. None' of the teachers referred his/her preblems.

> the district supervisor. “Results of informal interviews with teachers and
"school administrators (ptincipals, as3istant principals and SEC coordinators)
indicated that these personnel have 1ittle, if any, contact with the P
“District Supervisor, , £

e R R T N
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5. Méter}a?s

. . ¢ .
A checklist of the materials that each school and gé}&we:e t0 receive
under SEC funding was sent to the administrator of the program in_each, -
school (see apgendix-ﬁ). This administrator was asked to indicate which
'of the materials the school .had in fact received. Of the 13 schools con-
- tacted, 10 responded. Qne of the respondent schools was unable to fill
. out the checklist because their SEC Coordinator was on-sabbatical, reducing
the number of respondents to 9, ‘ _ : _ '
The materials were Jisted in the. following categories: (1) general k-2,
6 items; (2)-kindergarten, 8 items; (3) first grade, 6 items and (4) second
grade, 3 items. A total of, 23 items were ordered.

d : Table €-23

‘ AVERAGE NUMBER OF SCHOOLS RECEIVING MATERIALS

Kinds of Materfals -~ Average Number Maximum Number
\h/ " general K-2 (6 items ’ . 7- .. 8 *
kindergarten(8 itenis 6 . 7
v first. grade fG items ' 5 5
second grade(3 {ftems 2. . 4

The table shows the average number of schools rece;ying items in each .
category. In.the first category, for example, where 6 items were ordered,
between § and 8 of the respondent schools received any given item. No more
than 8°schools recejved any one item.

No one item was received by all schéols. The least received itep#as (
the second grade Early Childhood Series set which was checklisted in only
one school. The ‘other two second grade items were regeived in only 3 and
4 schools respectively. No more than 5 schools received any of the first
grade itens. .

There were 23 ftems ordered by the SEC District Supervisor. In 9 re-
sponding schools, 3‘;€hoo1s recefved no more than 4 items, one school re-
ceived.7, Z schools“eceived 17, and 3 schools received over 20 {tems.

. ,Jable C-24
 NUMBER OF ITEMS RECETVED ON MATERIALS CHECKLIST ‘ 4
Total Number of .Items Recefved _ Number of Schools Receiviay
©3-4 C ‘ T3 (33.3%
7 . . 1 (11.1%
17 - . . ' 2 (22.2%) . .
20-23 _ 3 (33.3%)

D rererccdnctcmccm v ca s it e e e e — - .- o e P = oo on o e o 1o e om0 2

E;Bgf;‘ . Totals: - , 9 (99,9%)
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" Summary: : , £p

Twenty-three items were opdered by the SEC District Supervisor in

June 1971. These materials were predominantly for use in k{ndergarten

and first grade. Only 3 materials were ordered specifically for second

grade. Folir schools, out of nine who checkliisted materials, received.

only between 3 and 7 items out of 23 items on the list, Sixty-six percent
of responding schools had recetved no more than haif the mRerials ordered

by June, 1972, ‘
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GONCLUS IONS

n‘ .-‘\
o Y
On the basis of the preceding data, the evaluators conclude thdt the

Strengthened Early Childhood program in District 1 provides valuable.ser- -
vices to the 13 schools receiving funds, but that there are sever3l areas :

in which the program needs improvement. '

. * 1. DISTRICT ADMINISTRATION _.

e e e,
=

-

A. Allocation of Teaching Personnel and Materials

The teaching and educational assistant positions; as well'as the materials.’ ’
funded under the program, have not bgen distributed equally, or strictly ‘
according to guideline recommendations in the 13 particdipant schools. Two
schools, which have thé highest $tudert populations in the funded group,
have fewer afdes than many of the others, while a school with slightly more
than i their popuiation has 1/3 again as many as the proposal formula re-
quires. In-addition, most of the schools did not receive a significant portion °
af the materials allocated in the proposal and ordered by the District SEC
Supervisor. . '

. N
B. District Planmning- /- ' 4

The program is apparently considered to partially fill a need for more
teaching personnel, but in the area of administration vt ishot -defined or
administered with specific cbjectives or controls. Most of the teachers who -
participate in the program (by virtue of ‘having reduced teacher-pupil ratios,
an educdional assistant, and/or materials funded by the programj do not
even know that the program exists. They are giv:=1 wf special’ orientation
training in working with aides and receive-no 3.pervision or aid from the .
District Early Childhood Supervisor whi is nominally-in charge of the program.
Because of these factors, the success of the program in terms of aides in
entirely determined by the personality and competence of the ifdividual teacher .
and aide and their ability to work out a comstructive plan of action together.
Where they succeed, their success is entirely their own, and not that of the
administrators and/or plar.ers afythe program on a district level. In-in-
dividual schools, teachers and principals together may approach the usé of -
personnel more systematically, but in terms of the gverall administration of
the program, this is purely fortuitous. . .

4
-

C. Reduced Pup!]-Teacher:Ratio

Many of the teachers funded through the SEC program are merely being used.
to fil1l gaps left by reduction of tax lévy and other sources of funding for \
. teaching positions. Where!there are m3ny clas$ registers above 25, Some as
o high as 32, it seems -inaccuate est to consider the early childhood program -
‘ “strengthened", especially wherd these large classes have no aides.

——




D. Proposed Staffing Roles o -

. * The turrent proposal for the SEC program is remarkably lacking details }-;ﬁ&*‘“
about the administrative goais of the program. or specific details of what T
dutigqs the teachers and aides are to fulfill, While the aides are assigned -
several specific duties, the teachers are simply “to be used in each sthtbl”
in ways to best 'service all the children on (sic) the grades affected.” And
there is ambiguity even in the case of the aides. For example, the proposal
states that aides are “to give bilingual instruction when possible.” It
_would seem highly desirable in an area with a large non-English speaking school
population fo determine definitely whether or not bilingual instruction is
a goal and if it s, to take the necessary steps to hire atdes who can give
" such instruction. The same is true of the proposal recommendation that aides
_ . "select or acquire materialy appropriate to. the cultural background of the
- children”. At the present time, only 503 {projected from teacher question~
naire sample} of aides employed speak a language other than English and ap-
parently fewer than 50% of the aides are ir®lved in salection and acquisition -
- - of culturally appropriate materials. -

kY
*




=

-to rely primarily on whole group instruction at the expense of#those chil-

“ struction in.their formal classroom observations and only 50% of the sample -

‘tributions. Fewer than 50% of both aides and teachers cited "selection of | . N

. non Anglo-American oriented lessons were presented b teachers or ajdes. : .

. .l
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11, EFFECTIVENESS OF SEC PERSONNEL R : ¢
] &c‘) ' . . ’-’f - ) - ~
Educational Assistants o0 , L.
. ¢ . P
" The evaluators believe that the assignment .of educational assistants . ~
is the most valuable aspect of the SEC program and most clearly meet§ the .

general goal of strengthening early childhood education. This goal is )
achieved primarily through individual and small group instrugtion, working . :
with children af_centers of interest, improving communication between the R R
home, schogls, and comnunities served by the program, and helping the teacher ~ ' ’
in supervisory, clerical and administrative duties so that the teacher can

be more free to concentrate on teaching. The roles pTayed by the assistants

can clearly help meet the program goals established by the Board of Education’

{see Chapter 1). In general, the assistants make possible a-greatér flex-

ibility in methods of teaching than could be achieved by the teacher alone, ‘

50 that individual, small group and whole group instruction can be accom- .
plished with either homngenaous or heterogenecus grouping. :

~ Since every regualar kindergarten class, -(with one exception) nas an .7
aide, the effects of the program are particularly evident there. This is
confirmed by the formal classroom gbservaticns of the evaluators, and in
the results of the Pre-Reading Assessment tests, The evaluators observed -
in the kindergartens more flexibility and creativity in teaching methods, )
subjects taught, better rapport betweex children and adults and between P
teacher and aide than in the other two grades. Those kindergartens observed
by the evaluators-seemed, 3s a whole, to provide-environments highly con- : .
ducive to both academic learning and socialization, : ‘ .

. the effects of the program seem to diminish progressively in the first

and second grades, This is partially because there are fewer aides in these
grades and partially because less constructive use is made of their services
than in kindergarten. In both first and seceand grade, the classes observed | )
by the evaluators had much less small group instruction, and & much nigher o 3
percentage of the ajdes were seen not,working with chilaren then was the ' .

case in kipdergarten. Where there are nG aides, the teachers are forced’

dren who need individuyal atteption or would benefit by working in smal} .
groups with other children at the same ievel of development in the subject ]
befng taugnt. The class registers are dlso usually higher in these grades; - N ’
which further ninders the effott to perscnaplize instruction. S :

Though one of the goals of the program is to pravide bilingual instruction
sifrough the aides "where possible", the evaiuators heard no bilingual in-

tpachers and atdes cited bilingual instruction as one of the aides' con-

materials appropriate to the cultural background of the children" as a con- -
tribution of the aides, and the evaluators observed no classes where specific,

.
&
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B. Teachers~ EAEN

> Given cenpetent and-interested teachers ( and teachers observed

" by the evaluators seemed to be both), the effectivenes™\of the SEC program

- {s determined by class size, .the presence-or absence of Mdes, sufficient
jppropriate materials and space, and the gbilities (especially language
- abilitted and training) and of course, the motivation of the children (which
{s dependent both on the teachers and parents).

. Where many teachers are in charge of classes with popuTations over 25,
some- without aicdes, many with a large proportion of non-Englich speaking
children or children with limited English speaking ability, *he effective-
ness of the teachers diminishes accordingly, even given the teacheis' best
intentions. As previously stated, in many cas{éeIL the allocation -of teaching
positions. has served merely to fil1 gaps created by the loss of funding from
sources other than SEC. While without. the SEC positions the situation would
be worse -in, terms of class size, the posTtiond-cannot be said to have stréngth-
ened early thildhood education in the participant schools where first and .
secondgrade\class sizes remain over 25 and teachers have no ajdes. Whig can

be seen particularly in the second grades where MAT scores were generally

Tow {as compared with high PRA scores in kindergarten), where fewer than 60%
of the principalssfound reading progress to be excellent or good, and where
the evaluators observed discouragement on the part of even those thay be-
lieved to be excellent teachers. / g

-

€. Coordinators

-

e

Most teachers in schools served by an SEC Coordinator believed this position

to be'a vaiuable addition to the school staff and most teachers in schools
without a coordinator believed there to be a need for this position. Un-
fortunately, this position can only be created at the expense of a possible
teaching position so that few of the schools feal they can afford to have a
coordinator, , ’ )




" betweeen the communities; homes and schools served,
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111. MAJOR BENEFITS OF THE PROGRAM ‘ .
o o
Educational Assistants - B «

the greatest benefit of the SEC-program, according to the. observations
of teachers, principals and the evaluators, is the additior of educational
assistants to the teaching staff. These assistants make possible more
efficient, creative, and flexible methads of teaching, improved academic
achievement and social behavior of children and establish valuable ties

% . z

Teachers’

The second major benefit of the program is the allocation of teaching
positdons and the concomitant reduction of adult-pupil ratio and in some
cases reduced class size. But again, it should be noted that these posi-~
tions, in the present situation of reduction in other sources of funding, .
serve in many cases to keep class sizé from becoming absolutely unmanageable, °

rather than to strengthen in a positive way the education of the children
involved, . :

L]

‘Materials - - g Y-

-
—"

Between 41% and 48% of the sample principals and teachers believed that
the materials-funded by the program were a major benefit of the_program.
However, most of the teachers were not aware of having received these materials
and most of the school SEC administrators reported receiving only haif the
materials ordered by the District Early Childhood Supervisor. More than %
the teachers consider the lack of materials to'be a serious problem in achieving
the goals of the SEC program. Because of these factors, the evaluators con-
clude that the materials that were received served, like the funded teachers,
more to help achieve a sort of subsisterice level than to actually improve
a situation that could be considered even minimally sound in terms of ed-
ucational theory. )

It should also be noted that only a small percentage of the materials or-
dered were designated for use by second grades. This further indicates that .
in important ways, the second grades are being neglected.

-~
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IV. MAJOR PROBLEMS IN THE ACHIEVEMENT OF PROGRAM. GOALS

The evaluators conclude, on the basis of teacher and principal responses
to questionnairves, and on the basis of their own observations, that the most
serious obstacles to the achievement of program goals are class size, lack
of materials, lack of parental involvement, lack of sufficient teach ng per-

’ sonnel (teachers and educational assistants), and the high percentage of :
children in the participant schools who ‘do not speak fluent English. Teacher -

“and pupil turnover-are also serious problems, but are not within-the province
.of this particular program. o ‘ ,.

{w
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V. PROGRAM ACTIVITIES

Kindergarten

Small group patterning is the rule in the kindergarte.s observed and

aides are working effectively as small group instructional leaders. The -

curriculum appears to be well integrated and children are working ina °

variety of activities with seynd educational aims. Music is being used , oo !

in several kindergarten cti%ses with a high percentage of non-English speak- . a

ing children with great success in the area of language objectives. The '

evaluators noted, however, that an unsuitably small _proportion of work time

was allocated to the very important area of language comprehension, -which

included activities in memory, cause and effect and vocabulary areas. Of .

all the comprehension areas, vocabulary was stressed most and-very few

or no activities related to cause and effect relationships were observed.

This was true at all grade levels. . . ‘
Most kjndergarten classrooms, although not outwardly equipped with materials

funded under the program, had many interesting materials which were well ’ N

utilized and well arranged.

Kindergarten teachers are for the most part very happy to have educational S
assistants and the classwork shows very advantageously the results of planning
and instruction and care by two adulfs. . )

Fi Y'St ‘Grade k . L '-‘ . ‘;)\'—{",_ «

First grades were more similar in effective functioning to kindergartens -
" than to second grades. Aides-were not used quite as effectively as in kin-' . )
dergarten, but were very helpful and the grouping pattern seen was satisfactory. : ~

- The increased formality observed in classroom situations was not compen- !
sated for in'more academic learning, and reading continued to hea
taught in itself; rather than-in other subject areas more interesting to the
child and necessary to his ‘development as, for example, science, social studies,
and mathematics. “Music activities were lacking and again, there was a smaller
proportion than to.be expected of comprehension (and especially cause and ef-

fect) language activities. :
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VI. TESTING

-

Children considered by their teachers to be at the readiness level
(first graders, for the most part), showed a high ability to recognize
basic.sight vocabulary words on an originral test instrument designed-
to measure this abi[ity.

Kindergarten children, excepting a small number considered to be top -
immature to be tested, performed at a level above the city-wide normative
sample of children in reading readiness activities as measured by the New
York City Pre-Reading Assessment Test. Second grade children received as
a group, scores below those of the national normative sample of second grade
children as measured by Metropolitan Achievement Test. These results are.
not suprising in ligbt of the assessment made by the evaluators of second
grade classes observed in comparison to kindergartens and first grades.

Children in the 13 funded district schools showed & significant amount

of difficulty in their ability to order the events of a story sequentially,’
as measured by an original evaluation instrument.

In théir abilities to finish tasks assigned, the‘mafdrity of the sample
of childrer testad showed a high level of improvement-between October, 1970

and June, 1971. . °

; .
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R N CHAPTER 5

RECOMMENDAT IONS

B - N «
- N - vy

: The evaluators believe that the SEC program providgs valuableyservices -
2o. the schools and students in District 1 and therefore shou¥d be.recycled,

if pos§ible with funds sufficient to provide aides in all K-2 classes, and
enough teachers to reduce the pupil-teacher ratio as well as class size to ' ~-
a level that could be .considered a positive §grengthening of early, childhood 'fb
education. .. . ' YA

. ~ /
The evaluators also recommend that the following steps be taken 1o i sure‘A,a
the efficient.functioning of the program as it now stands: "EE Y
District Administration ‘ - e
"1. Teachers and educational assistant positions should be distributed /ﬁ“. )
equally Among the schools served by the progrdm on the basis of some definite
critéeia (e.g. population, percentage of non-English speaking children, etc.).”
2. No school should receive more .aides than established by the program' v;,
proposal’'s formula, unt®l all otfer schools. have been allocated théir O
minimum number, o Lo T
3. ° The basis -for the distribution of teaching bbsitions shbu]d be madéa?"
clear in the proposal, and these positions should be distributed equally ’
among the schools on this basis. - /

. . \ I
- 4. The distribution of materials funded by the program should be strictly
supervised so that all schools are equally benefitted. Perhaps the best
way to insure that all participant schools benefit equally from the materials
is to allow each school to order materials individually. In this way there
would be no~danger of duplication and school administrators would know what
was 'to be received and could take the necessary steps to insure that what

is ordered is received.

If the SEC supervisor continues to order ﬁateria]s, SEC personnel in each
of the schools shouid be consulted in advance of this) .and a list of expected
materials should be sent to each SEC school administrator. '

Alzo, second grades should be allotted a proportion- of the funded materials
equal to that allotted to kindergarten and.grade one.

5. Clear and specific goals should be set for the program by district
administrators, and the appropriate steps should be taken.,to insure that
all participating personnel are aware of these goals and are given what- -
. even aid, advice or supervision is necessary to achieve them.




6. Especially those teachers who feel training would be helpful, and
possibly all teachers who have aides, should be trained to work efficiently
with their aides in order to meet the goals of the program. Joint training/
discussion sessions with both teachers and aides would be helpful. -The SEC
administrator in each school should be, perhaps, officially responsible for
. initiating and carnying out these sessions during <the school _Yyear.

\ 7. - Training sessions for educational assistants as they are now conducted

on a district tevel should be contjnued.

8. Educat1on*l assistants should be allotted at least two- official periods
per week for pTanning with their teachers. They should be encouraged to
7 + plan by bath the‘teachers and their schooI administrators, °

9, If the goals of the program are to be~fu11y achieved, SEC funds for

teaching positions must be used as supplements to and not replacements for
other sources of funding.

10. The roles of teachers involved in the program should-be defined clearly.
A decision should be made as to whether or not bilingual instruction and v
developing or acquiring materials "appropriate to the cultural background
of the children" are to be an official responsibility of the aides. If

¢ so0, steps should be taken to hire a larger proportion of bilingual aides and /
to train aides in the use of both bilingual and culturally oriented mater1a1s
and to coordinate their use with daily classroom activities.

N

»

Effeetivene§s of SEC Perscnnel

1, "The e;)ocation of educational assistants as the most significant aspect
of the proaram~should be continued, if possible with an aide allocated to all
regular K-2 classes in the participant schools, so that the first and second
grades can benefit equally with the kindergartens.

2. The reasons for the apparently liss eff ;ve use of aides in grades
one and two should be more fully investigated and appropriate training or
supervision should be instituted to remedy this situation. ’

3. For the sake of maximum teaching efficiency, an’ effort should be made
to secure enough. teaching positions to reduce. class sizes to be1ow 25 pup11s

4, A consistegt approach should be fo]?owed in the teaching of ch11dren
who speak little or no English. Some clear guidelines are needed in this
area. .

] 5. The roles of school SEC coordinators should be, defined, and the pos1tion

cortinued where classes are small enough to allow for the\addition of this

d position in lieu of an additional teaching position. If possible, sufficient ~ -
" funds should be allocated to create the position in schools that do not have .

a coordinator at the present time. :




" Program Activities

1. . Coordination of activities should exist among district SEC schools.

Teachers and coordinators should become aware of the program as it exists

in other schaols, and provision should be made for teachers, especially

new teachers, to observe K-2 "master teachers" in their own or other schools. - "
Z

2. K-2 curriculum shou]d emphasize, to a greater degree than is evidenced

at present, activities in the area-of language comprehension (viz. memory,

cause and effect ;nd vocabu1ary) Special Jattention should be devoted to

providing activities in the most neglected of these areas - cause and effect
relat1cnsh1ps a

3. The curriculum in grades one and especially grade two should allow 1ess
time for specific "read1nq" activities. Reading lessons should be in-

- corporated into science, mathematics and-social studies Tessons. Music and
art should be used more creatively and to a greater extent in teaching read-
ing on grade levels one and two
4, More culturally or1ented materials and lessons should be in evidence in
K-2 classes. -

i
5. Second grade teachers should utilize their aides-to a greater extent than

. at present, in leading sma11[9roups of children on instructional and non-

instructional levels. .

6. Second grade teachers shou]d make less use of standard texts and_more
use of audio-visual materials.

7. Teachers in grades one and two should attempt to make classroom settings
more informal and especially in second grade provide a phys1ca? and social
environment conducive to 1earn1ng . .

? \
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- APPENDIX A
e et

Y
STRENGTHENING EARLY CHILDHOOD >
» DISTRICT 1

1.

~N

4.

[$2}
.

SCHOOL ~PRINCTPALS® QUESTIONNAIRE /
SCHOOL NUMBER __ - : PRINCIPAL .
How many teachers are-on ygpr étaff in the following grades?
K 1 N 2 . " IS
How man} educational assistants are on#our staff in the féﬁ]owing grades?
K P a ]" . ) 2 \ 7 ) ’ °
: - ¢
How many pupils attend your school in these grades? ‘
K ] 1 2 .
How many regular classes do you have for ?
. . %
K - 1. 2 .
é, ' L

Please list any special c]asses or sub-groups which meet regularly on these
1evels: v .
. . ¢ '

Name of Class No. in Clags - Subjeet .
Kinder. ) S .

. . . i . v

1st 6d. L J .
2nd Gd. ‘-
Please 1nd1cate the number of-classes on each grade level to which pup1ls were

6.

_ Homogenous group!ng \eading ability)

asstgned on the basis of:

_ Grouping: e . ) Kinder. 1st Gd.

Homogenous grouping (other arex ability)
. Homogenous grouping (adjustment)
" Homogenou's grouping (age)
Heterogenous grouping

Other - specify -

]

2nd Gd.,

———
—
et .
v

.‘d’
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. (Appendix A continued)

* TEACHING&

. <

.jﬁCHOOL PRINCIPALS' QUESTIONNAIRE)

*

v 7.. Please list the names of the teachers and educational assistants in your
: school fundgd under the Strengthened £arly Childhood Education Program:
Teachers ) Special Title if any _ Grade ‘
¢ 1. . )
2.
3. ]
- 4, o ] - - .
5. - i T " ‘
- Educational Assistants "Grade
. 7 P
1.
2.
3. ] ]
4.
5. )

.

8. * Please attach a copy of. each of these staff members' weekly working schedules
including- the number of hours worked and the type of work done during those hours.

9, If*any of the funded teachers holds a position other than regular classroom
. teacher, please describe the duties invelved and .give a critical comment of the
positiop (e.g., coordinator, teacher trainer, cluster).

2 : . 4
¥ . \

- - kY

10. How would yoG deschibe the main function(s) of the teachers funded under the
~  Strengthened Early Childhood Education Program? ‘

-

- < . \

[

11. Please check the areas ‘in which the educational assistants make a significant
contribution: ,/’g o )
Assisting in giving a small group instruction. '
Relieving teachers of routines (milk, etc.)
Assisting in working with children at centers of interest.
Helping keep official records. )
-~ Assisting in maintaining wholesome classroom atmosphere.
Helping in the general office if necessary.

Q e
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n, (Appendix A continued)

]

o r
(SCHOOL PRINCIPALS' QUESTIOWNAIRE)

12.

13.

14,

15.

.QOmment: . i

-Reading progress

- Assignment of ratio o cluster-teachers

Y

Assisting in selection of cultural materials.
Keeping the classroom neat. ’
Assisting in use of audio-visual materials.
Supervising at ?ames,and on trips.
Planning datly.lessons.- .

: Giving bi-lingual instruction.

Comment . .

hd ~

b )

Please rate the quality of training received by the educational assistants
in your school. : ,

-

T

Excellent Good Fair Joor l . C

h

>

o

If possible, give the number of educational assistants actively woqﬁing"
toward a degree in the Career Ladder program in your school. -

¥

Do you encourage this and how ? Yes No P

«?

-

Considering eaéﬁygrade separately, ‘wi.at aspects of the program have shown .
the most improvement in your school? Please rgte E (excel&;nt). G (good)
F (fair): ‘ , .

‘ ¥ K12
General academic progress of children ' .
Social.behavior of chiidren. )
Relationship between school and parents
Instructional techniques of teachers
Teacker control. of class
Instructional materials used
Individualization of instruction
Creative expression of children

-

Other Co

L ey

- ———

Which of the followihg aspects of the program has been most beneficial in
your view? - )

K I 2
Reduced class size ] . }
Enthusiasm of teachers and other staff members

e .
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18.

19.

2C.

- Service to pregram and children by district

:)S / (Appendix A con;inqed')
p B ; :
£ ' . ‘
© (SCHOOL PRINCIPALS' QUESTIONNAIRE)
i3 .
- S
5 \
\ ¢ 4 o2
. Educational assistants ! L
Extra materials . : .
Parent involvement ' . N

Closer community ties throug . paraprofesbionals

ECE coordinator =~ . o

Check items which have presented-significant problems
in organization and” implemeritation of the.pragram
this year: - ‘ ) e

€lassroom and other space

Materials

Parent relations

Commynity relations "

Staff relationships?

Teacher trainihg (methods) b
Teacher training (management & disciptine)
1.ack of withdrawl of funding in other areas
Curriculum

.Teacher turnover

Pupil turnover

s

Comments : . .

if an early childhood teacher in your school had & professional problem
through what hierarchy of positions would this problem generally be
channeled ? -Please fill 1n titles.

~

\

Jeacher ) ! - N ‘ ' . »
Have you received any special materigls from the Strengthened ECE program ?
Yes No + When Weke.these received?

"HoW are Uhey Gistiibuted ur apportiongd®

#hat suggestions do you have for the i;kﬁovement of the SECE program ?

Please list the standard-tests used in ybpur school during the current -
academic year. . K . } 2

Name of test ’ }

Date (appro*imate)
of administration
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APPENDIX 8B

STRENGTHENING EARLY CHILDHOOD
DISTRICT 1

TEACHERS® QUEST JONNAIRE

. TEACHER » SCHOOL
GRADE e o X
CLASS REGISTER' f .
AIDES NAME (1f any) . B
Working Hours C . e i
(of aide) M T - W T < F
APPROX. NO. OF HRS. PER DAY OF CLASS TIME DEVOTED TO READING AND/OR LANG. ARTS -
RAME q; READING PROGRAM (If any)
READING EXPECTANCY .F AVERAGE STUDENT IN GRADE JUNE 1072
NUMBER + uom ENGLISH CHILDREN SEPT. JAN. _ .
mmwnmmwmmmpm T W T F
TITLE OF HELPER (If any)
ARE YCU A CLUSTER TEACHER  YES HO
SUBJECT OR SUBJECTS TAUGHT Iy THE CLUSTER: - ,
 Monday . ! .
Tuesd;y ' 7 - 7;;w~">‘7v—
wednesday : e . ’ ‘ .
+ Thursday ? - °
Friday ‘ !
-~

.1. Have you received any ‘communications from your school administration to make you
aware of the existence and functxon of the SEC program?

Yes No' ' ‘ *




{Appendix B continued)

.

- . (TEACMERS' QUESTIONNAIRE)

s

.
~ . \ -

2. To your knowiedggl.bave you received or will you receive any-materials fundad
under the SEC program? VYES « NO '

If so, please describe: -

= T

3.. Please fi11 in the following schedule with your daily activities under the days B
of the week, and the time they are performed in the left hand.column.

.\“

S
»

B

Pericod MONDA 1 TUESDAY WED. THURS. ‘r FRIDAY ’ -

Nv

T

e o
RN S

[& 2 T

Total tegﬁhing hours per week __° Total.administrative hours per week .

Pleage describe any non-sc@gﬁule‘duties you perform ¢

O U
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(TEACHERS® QUESTIONNAIRE)

v (Appendix B_continued)

®

4. Did you, or do yod receive any special training (e.g. seminars, work shopsr

discussion groups) to work as an SEC teacher? YES ,NO

If so, please describe: -

——

5. Do you.see any need for gpeéia] training? YES NO

~ If so, what kind?

6. Please check3£he_foiiow1ng areas in which the Educational Assistant, if any,

makes.signfficant contributions : .
} Small group instruction '

) Working with children at centers of interest .
) Relieving teacher of routine duties (mitk, etc.) -

] Maintaining good classroom atmosphere ’

% Keeping cTassroom neat ’

)

)

)

students

Working in general office; if needed
- _Bilingual instryction

School monitor duties .
j) Using audio-visual materials .
k) Planning lessons - : - -
1; Supervision at games or on trips. .,
m) Clerigcal or administrative dutiés N

~

Selecting materials appropriate to the cultural backround of the

~

n) Improving communication between school, home and community .

o) No significant contribution .

7. If you do 1ut have an assistamt, would you like one? YES

NO

e

c - ) . : ]
8. Is there an Early Childhood Coordinator in your school? YES. .

" NO

How often do you have professional contact with this person?

In yihat way does this persorn help ;ou?

= i % x * ya

Do you think this position shouid be continued? ' YES * NO.-

"Why or why not? ’

9. If there'is.not an Early Childhood Geerdinator in your school,
there should be.one? YES NO :

do you think
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, 4ft> (Appendix B continued)
I N »
Z .
Z (TEACHERS' QUESTIONNAIRE)
B .
i
10.  Please describe what"you see as the major benefits of the SEC program:
a) Reduced class size -
.b) Cluster teachers
c) Enthusiasm of teachers and other, staff o —
d) Aid of paraprofess1orals /
e) Additional and Amproved materials . .
f) Increésed involvement of parents - -~
oy g) Other (p]ease descr1be) - .
N '
1. Hhat do you see as. the major prob]ems 1n the program7 N
) a) Classroom space '
. b) Class size o ) v
- 8) Lack of individual 1nstruct1on
d) Materials
e) Involvement of parents
f) Staff re]at1onsh1ps ¢
. g) Discipline , . ’
~"h) Emphasis on readir; too much too little
i) Other
12. How viould you rate the effect of the SEC program on your students' reading
readiness or reading acb1evement7
. Excellent Good ,Fa1r Poor None -
13. What are the 2 or 3 main learning difficulties in your present clasg?
What spec1a1 a1ds are needed, if any? '
) Has SEC prov1ded any of this help? YES NO
14. As an SEC teacher what do you see as the most 1mportant goa]s ior the

S S N B —— T

+ children in your c]ass to achieve?

a) ' -

b)-




(Appendix B continued)

) - ___:.-_.

(TEACHERS ' QUESTIONNAIRF)

4

15.

16.

- <%
‘ i
N\ _
W{th which administrative personnel do you deal #f you have a professional
problei with materials, discipline, class over-load, curriculum?
(Please write in the problem area after the personnel Jtitles)
\ " - . ’ L . - ‘:/
a) SEG Coordinator - . , .
b’)\ Early Childhood Assistant Princip:? ' ' N
c) Pri,nc?'psa] . : . - i &
d) District Early Childhood Supervisor o ’ . Lo
Do you see any need for improved communication with any'of these people? -
YES: NO Title (s) e s -
COMMENT (if desired): : . .
. i
- T/ s -
4 i - - [ 4
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. APPENDIX C

yes

i S IZ . ‘ .
! G) .
; L Strengthening Early Childhood
’ §' District 1 -* ]
;. -
_ Educational Assistant Interview b
. L . . ) i ) ¢
1. How many years of schoql have you finished?
2. Are you currently enrolled in a college degree program‘f N
3. Do you plan to complete it? yes. nb i o y
L,. How long have you worked as an educational assistant? 7
. . With the present teacher? * /
5. Are you a resident of this commurity? vyes /'(6 i
. 6. Are_you & parent ef a student in this school? ye€s _ no .
. N 4 ’ .
7. Do you have contact wi'th students and/or parerits outside school?
"8. Please list in ')rderjof amportance the co {nbutlons you have made in
. the <classroom to help the children and/of teacher: .
Which of the following areas have you ,n‘féde Lontributions” in? -
et
Small ‘group’ instruction / . !
. ‘Working with children at ters of .interest
) Relieving teacher of ro:K/e duties {milk’ etc.)
o Maintaining good classrobm atmOSphere‘
- Keeping classrocm neat’ v’
: Selecting materials épproprlme to the cultural, background
NI . of the students :

Working in general office, if needed
‘Bilingual instruction

School monitor duties .
Using audio-visual materials ,~'
Pladning lessons y
Supervision at games or on trips
Clerical or administrative duties,

Improving communication between school,

No significant contribution

0 ot

Other

S

home and community

e

/
es / no '

ho

3
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TEACHNG &(r S .
. ‘ e (Appendix € continued) .
pZ) ! (Educational Assistant Interview)
. )
L 5 |
_‘\\‘:\‘; i .
- ' t
‘ T :-Is ‘there any way in which you could hetp the children more?
11. How valuable was the train‘ing you recieved at the Auxiliary Educational
Career Unit? ’
. . _ .
i 12. Would you have preferred to have a larger training period? vyes no
- N 4 ~ » »
- } . . _’ .
) . .. ’
, i . ‘
. I ‘ ' . ) .
. ~ .
o . ! w P ¢
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Teacher's Name

School
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APPENDIX D

+

STRENGTHENING EARLY CH}LDHOOd

READINESS LIST

C—

-

f

Please list all the children -in your class who ycu would classify at the
"“"readiness'' level at the beginning of the’ school year. ’

.

Grade Level

2.

Lig

,‘lz
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APPENDIX E
1972

°

SIGHT VOCABULARY TEST ' May 11,

- H

‘Dear Teacher,

One of the objectives of the Strengthening. Early Childhood Program
+ {under which classroom paraprofessionals are funded) is that children at
the readiness level begin to dev }9p reading skills. Here is a very brief
measure of beginning reading skills to be admjnstered to.those children
you des1gnated as being at the readiness ]evel in October. These will be
collected on ax 19. : . - s

.DIRECTIONS: P]ease read the fo]iow1ng words to the ch11d
e diving him sufficient tine to find the correct
choice after each word.,
(approximate adm1n1strat10n time: 7 minutés)
1. car “
go

Yook

2

3

4. fat
5. for - o,
6 schooy v b .

7 bake& - . ,

8.‘ mend ) ' ) S
o :
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(Appendi§ E continued) (
, . STRENGTH'NING EARLY CHILDHOOD
: . WORD'EXERCISE
. g , _
NAME CLASS (
1. car - day - i it ' fly .
% "
2. so . home . SO do
- . - < * -
3. house look come book i
e .
4, feed fall fat fed
5. more h ‘ for o bore soar -
' 1 .
6.. Tunch work \ people school
7. bake 1 bakeﬁ baking bakes
. . { ¢
8, . send o ~ben& mend _fend 7
9. mail . Jran ’ . men sky
10. giri ' girls Yoy T boys ..
t v ¥,
) S L
2 ) ) * )
o , B =%
» \‘. R .
y ‘ - ' -
] ' »
, 3
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APPENDIX F - SEQUENCE TEST
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(Appendix F con\tipued)










- A . A iy Pa . 4 /
— ’ - k4 f,v . ’1. / - / ‘{j f’:/’
. e . . C e, Sy ‘
“ n . ’ » /
- “
r P - / oL S
- " 7 4 P - 3
N , p v o
i - .
/ . .. . K
. g - . /
- 4 ’ S
’ o .
. ’ ’ _a/

’

‘&\\r e . A o ’ 88 \/f,«.';.' .',//‘_" Tt
N ' . . * (AppeddixF continued) . s
PAREPEI s ’

’ g

~
-

s

DN e

N

| i r . %
B TC /"; ' . .

o

— g wp




. Dear SEC Supervisor, "-.

. <789 o
- /': / N ‘
APPENDIX G - MATERIALS CHECKLIST ,
. . e \
7 / [ ’ . ,
' " June 25, 1972

——
. -

»

_ Would you piease check off those items on the fol!owfng Hst which you !
received during. the current school year? Wa are not -finishing our.final report
on the Strengthen‘ng Ezrly Childhood prpgram and would like to ascertain .
whether the ordered materials were actually received. Pléase fee};/free to
make any ‘coiments In this area. We want to thank you again for your geperous
cooperation ‘during ‘the year. >t N
Sincerely, S :
. PR ,
Patri cia Paone 9
Carolyn ‘Zaloom _
v ) Teaching & Learning Research Corp.

s -
3

£ [N
H

.

Flip Flop Math Program - 1 set

.Flip Flop. Readsng Program - 1 set
'Magnets™ - GB Book (Science) - 1 .
Arithmablocks: Math, manipulative ~ 1 set
Manipulative Books - g set (8 books, 1 teacher's manual) .

Early Childhood Sound Filmstrips - 1 sgt ) ¥
Kindergaren: Mother Goose Songs kit - . A )

Mother Goose Songs Filmstrip - J set- .~ -

At the School Sei-~ 1 set . .

You Tell Me Books - '} set - v

Mix and Match Blocks - 1 set S
Fold-Out Books - 1 set - .- '

Put Together Boards .

~ First Grade!: Rhythms to Reading = 1 set -]

By The Tall Houses - 1 set
- Put Togethér Boards - 1 set”™ =~ =~ -~ - : .
’ . Fold-Out Books = 1 set o ‘
You Tell Me Books - 1 set . .
N Pathfinders - 1 set .
) Second Grade: Earl. Childhood Series ~ 1 set ,
. °tn The Clinic - 1 set . - !
: See Through Games - 1'set— . - : b

.
\ N - ‘ . i . f

{
\\ N . /
- . -

Color Dominoes = 1 set . N /
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S APPENDIX H oL N ”
) /. . . : ) ]
« ’_// s - '., .
) v ’ STRENGTHENING EARLY CHILDHOOD R N . .
. /‘ . L . M . 3 »
o, BISTRICT 1 .. L -
// ’ ~ -t '. T ’\b.
EA Observation form . A N
) L s - L
, Schoal Teaches~ Aide . .
’ - . / . >
Observer - - . Date Time * S .
’ “ . - /' N * 4
Class Regl'ster . "Attendahu Person Obserwed )
. 1 N : [ - B—
- ’a N L} . ~
- \‘ -
Vel . . LY
. Time: N .
- - [N
Ng. in <
group: ' .
Teacher T
activity: /
/
" Degree of ) oL
Oral s . -
Communication: . y
LY //
. "\ / .
Degree of S .
Rapport with A
- Children: -/
/'/ ) '
. - s . - "
Chitdren L » <
Activity: -y N
Degred of .« / ,
Oral ) /’:" ,
Communi cation’/ / '
z ¢ i *
- L - // ’-’-.’r y; . - -
Materials: ‘ ‘
- 7 / A ' )
Tasks asg/i gned: - - ’ ’
. Tasks completed: . -
¥ y / "/ )
/ . ,7//' <
egree of
Rapplort LT .
/ Tedcher-Kide: . .
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R ‘-'-The-Bilingual—Bicultural pfbgrém has partéicular relevance in a

e *  the Puerto-Rican and Chinese homes. The profram alsp is developing

v ;  its students has ranked in‘'the lower half of the distribution of : // .

T .+ The orig'nal plan stipulated that two B*¥ingual-Bicultural classes C s

I. INTRODYCTION. -

‘ The/Biiiqgual-Bicultural‘program‘in District 1 is jointly funded °~ -

- under a Title VII grant, and a Title I Component.submitted under the' .
District 1 umbrella proposal. The program is in its initial year., -

(z'The Title 1 portion supportedc4% bilingual teaching positions. ‘

.

a -

district which has nearly eighty percent of enrolied children from

in a school district which has substantial problems in teachirg all S
of its children to.read, For'some time the academic achievement of . ) .

- §tudents in New York City: . .
. The Bilingual-Bicultural p?ﬁgraﬁ is an attempt to use the dominant >
language of its students in the early grade inStru¢tional sequencewhile %

gradually assisting thé student in acquiring language skills in hislher‘ w g D

non-dominant language.

were. to be formed at each of three grade leyefg‘ﬁn-three elementary
schools: The grade levels to be served werg [hndergarten through - =
- grade two.. : i i e

- .

- v 4 .
o Substantial administrative difficulties caused the project to bes - < :
substantially revised. Instead of two classes at each grade level, ° - v *
Y , one vias. formed.” The team‘teaching approach was -also modified because e
' " some regular teachers refused to participate in
tional program.™ - o .

L ) b' ) N s 0- -~ . . .
5 N T1. EVALUATION ACTIVITIES ., - o

;{

-

} N

# q,,‘-

| ERIC

the bilingual instruc-

.

-

e

- A major:assessmént of this program is being conducted by the C e
i Psychological Corporation. Its evaluation includes analysis of
't = _standardized achievement tests, therefore this evaluation focufed

on tests specificelly designed.to measure the.development of language- < -, .
~ +and arithmetic skills of the students in the bilingual program. . e

A. Method and Procedurés - ' . o

L

L A1 ctudents who were enrolled in the Bilingual program were ~
tested early in the school year, The .tests were administered in- < .
dividually or in small groups by cz?lege students.-or graduate students
who were proficjent in both Spanisfy and English. The: students who
weré still enrollgd in the program were retested in’ May.

v
)




‘..B. Data Analysig\ ‘ ,

fhe tests in mathematics consisted of 39 items which measurnd
achievement in the following areas:

. Nuneration - 10 items

1
2. Place Value ~ - 3 items
3. Addition and Subtraction - 11 items
4. Geometry - C . 2 items '
i 5. « Fractions - -2 items
, 6. Money - 4 items,
- 7. Time - 3 items’

8. Measurement 4 jteme

) i
. The statistjcal analysis of the mathematics’ skills deveIOpments consisted
- -~ * of aseries of correlated t.tests which assessed whether the change in
. " total score diring the school year;was statist1ca11y significant.

For language development the following skills were measured:

1. Auditory
2. Visual

o

Initial sounds and sourd b]enwng
Letter names .
Initial confonants
Word forms % . N
-Sight Vocabulary
" Letter shapes
‘ Sentence wr‘txng

3. Writing

*

,
(I TR T I I I %
S

. Ratings of performance were made on‘a poor-fair-good continuum. The
. number of students who fell into each category on the initial and

final testing was caluclated, and a cht-square analysis was perfbrmed ’ N
for each of the language areas : 3 _ ’
T11.RESULTS ST |

A, Maihematics

| " - s During the year the bilingual classes at P, S. 134 experienced a .

: great turnover in-student enroliment. This is evident in the following o, ) R
‘ - table in which the means, number of students tested and stat1stica1 tosts ‘o
| T are presented , ‘ . .




—

.
| .
’

.the classes at P.S. 20 retaining the largest percentage over the course

. . first grade: the mean increase averaged about four points on a total

' three areas continued to present problems to the students on both the

. measures of the instructional content of the mathematics aspect of the -

‘ pretesting L N / .

3 , -
\-<':, 4. '
¢ . Tablel . - o " .
The Means, Number of Students Testedaand Correlated t Racia - .
for Mathematics'Scores of Student§ein the Bilingual Program ' 3
, Pretest s Pasi-teag_"' Students’ taking : .
Schob1 -Grade N - X N X* both tests t ratio -
3 ) - - i
- 134 1 23 18,2, 9. 18.6 b0 5 not calculated
- 20 1 16 12.6 16 171 < 13 7 4,50 v
63 1 22 © 11.0 14 = 15.3- ‘13 5.47 )
35 7 53 . 26.4° 15 33.1 13 6.45
20 - .2, 16 26.2 14 , 32.1 12 4,22
63 . Z 22 . 29.2" 26 33.6 . 18 . 4.49 -,

* The test for the firsf/;rade consisted of 20 items The second grade .
. test contained 39 items

4 -

Q‘The ochqr schools had a fairly stab1e student population with ~

of the schooT*year .
,‘\ : . -
The mathematics achievement changes. in each schoo1 over the -
year are quite cons§stent and are statistically stgnificant.. For the

possible score of twenty, and the second grade attained & mean. 1ncrease
of about six test score points out of thirty nine possible poxnts

The examination of the separate areas of the test indicated that
initial and final tests. . These were Measurement, Time, and Money.

The areas of Place Value and Addition and Subtraction posed the east
learning prob!ems ,

l"
o

4

Discussion

: The fact that studehts in the mathematics sequence of the Bilingual
prggram attained significantly higher scores at the end of the school year

cates that the bilingual instruction did not interfere with the * e -
acquisition of skills outside the language area. The tests were direct 1

program and the scores attained by thé students give support to the ‘.
contention that the program was effactive. Its effectiveness hewever,

is less pronounced in the areas ‘1isted above and more attention to the
practical aspects of mathematics should .be copsidered. :

. : - : .o e
B. Llanguage . ; - :

. The participating first grade classes were tested rather than both
the first and second grade level. Thirty five students were tested on.
both testing periods. Table 2 presents the number of students who attained -———- °
higher, the same, or lower ratings on- the post-testing as compared to the ’

»
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) Changes “In Ratings of ‘First Grade Students : T
E . in Various Langua%e Areas . - ' T |
w » RALINGS " Ratings Tating's
tanquage Area = . _Jmoroved ' Remained Same Decreaseds
. Ioitial Spunds | , W 19 . 2 : S
Sound ‘Blending . 22 ‘ 10 3 . . .
Letter Names. .- 19 , 16 Q.
initial Consonants . 21 14 , U
Word Forms - A - 26 C i
Sight Vocabulary 29 6 0 _
Letter Shapes 26 . ° 8 ] .
Sentence ¥riting 24 - - G>
' « . ‘ N . - -
e . The changes in ratings in all areas is Guite evident. °A factor which o .

should be taken into account in interpreting changes in the various
areas is the rating on the pretest. Because a preponderant nimger of
students were.rated "poor” on the pretest, they had no chance of re-
ceiving 1ower ratings, on the post-test. Conversely, students rated
“good” on the pretest’ could not improve their ratings. Table 3 pre-
sents the percentages of stugehts_who,receixed various ratings .on th?

pretest. L ’
Table 3
4 .
T Percentage of First Grade Students:in Four . .
oL Rat? g Categories on the Lanqugge Pretest "
' ) . 3 0
-Language Area ‘" Poor - Fair Good Performance
. N - B
Initial Soumds =~ . - 80% - 142 0% 6% .
Soynd Blending . .  14%. 6% 11% 69%

Letter lamés 66% . 172 7% 0% -

Initial-Consonants - . 15% 115 6% 8% o
‘ Word Forms- , 3% 4% . 75% 8% - -
- i Sight Vocabulary : 28% . 0% 3% - ©69%
- Letter Shapes 61 . 0% 11% o 28% -
Sentence Writing. ~ * ,  75% 11% K4 11% . <
. ™ . -, t
A rore detatted analys;s ot each area follows. ~
_ “Initial Sounds
P e - The performance of students on initjal sounds is not’very good. .

Eighty six percent of the studénts received "poor" or "no performance”
ratings and yet less than'ha!faof the ratings improvea. £ven with such




low initial ratings two students rﬂceived lower post ~test atings, There
. 1s not nuch evigence for overall discrimination of initial sounds,

-

Sound Blendtng

Here the inproved performances are due almost egtirely to a change
“from "no performance” to pcor' or higher. The percentag? which improved is
very similar to the percentage which changed from "no performance® to

higher ratings. o D

Y -, N
Letter Names . . -
The-evidence for changes is somewhat more convinciﬂg in this area,
. although 66% were rated as 'boor on the pretest, There were however 34%
who' received'"fair" or "good" ratings which mdke the improved ratings
more substantial. . \
. N

Initial Consonants ~ .- . R
L B

The improved ratings on this area are'strondly influenced by ‘he
83 percent who received "poor" or “"no performance” ratings on the pretest
There is stme evidence—for:change but not as.much as in Jetter names.

Word Forms - R '

On this test nearly ali students who cosld improve did so. \Because
75 percent of the students had already received lhe top ratxngs the ckange -
toward satisfactory.scores was mmost complete. . :

4 7

‘sight Vocabulary’ . . ff

l

The acquisit{on of sight vocabulary words Was partﬁ lar}y>prc-
nounced. Although only three percent received “good“ or "fedr ' ratirgs
on the pretest, most of th.se students were rated as good“ or "fair”

* ‘on the post-test
. Letter Shapes

. There was some evidence for attainment of language objectives in
this language area. It was, however, .ess prongunced than in sight vacabu-
lary and nearly ninety percent received low ratings on the pretest. thus
making the high percentage of chance somewhat more likely. There was more’
of & change from “ro performance" 4o "poor” than in the sight vocasbulary
area,

Sentence Hriting.

@
L}

; In‘this area there was alcp evidence of substantial positive change.
“Although 75 percent received "poor” ratings on the pretest, there were

several “good" and "fair" ratings on the post -test.

?
Kd
)

P
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-

. s

IV. SUMMARY AND CONCLUSIONS AND RECOMMENDATIONS ' ’

" The program as it was originally proposed was not fully implementad.
The changes made seemed to be more in scope than%y procedure, and in two.

. of the schools, a first and second class were eliniinated or combined with %

aniexisiing class. The mobility of the populaticn in this district makes

it somewhat difficult to retain students in the-program. Although two B ¢

. of-\th‘e three:schcgls appeared to serve stable ‘populations of students.

' Students in the first grade were administered a language test by a
bilingual person in his/her dominant 3anguagega§‘_ the beginning and end
of the schbol year, The areas in which:.greatest prodPess occurred ap-
peared to be’in the visual discrimination area. The auditory discrimina-
tion) areas seemed to preseént greater difficulties to these first grade °
students. Fi and second ‘grade students were a¢ministered mathematics -
tests which engdmpassed a variety of skills. Adding and subtracting, -gnd
"place value" #peared to préesent the ldast difficulties. "Measurement”, ,
"Time" and "Money" posed difficulties both at the beginning and end.of the
- o - . S T ¥ é‘-

The inétitut%on‘gof the'Bﬂinguél-’Bicg?tgr&? p‘mg‘ram is & sign-i ficant
undertaking by the district. It isl recommended that greater attention
be paid to the difficulties of téam teaching. The coordinator could

-

perhaps hold additional in-service workshops prior to the opening.of ] -

the ‘school year t¢ allay some of these difficulties. .

. The instructional program could be 's\_tr?éngthér:)ed by mere practical -

appiication in the field of mathematics .and bys®rcreased practice in -
auditory di'scrimination, . - .
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. ———selected sixth grade pupils, evaluation by ‘the Metropolitan Achievement Test. -

. -addition to work- in a vegular classrdom.

" materials, a program organized with the Uptometric Ceriter Program, teacher
“training, association with a Right to Read Program at P.S. 97 and’association

"and fifty“two pre and post -scores of Spache Diadhostic Reading Test were

month a student pgrticipatéd in the program.

3 Do

SoE 'EXECUTIVE, SUMMARY : .

K - * . . / ' * » . ’
sThe Special Reading Servicés Clinic was established in 1959 in-what ‘

is-now District 1, Manhattan. This year's program was“supported under

Title ].funds. According to the Project Diréctor, the major goal of ‘the

project wa§~to seek. out those children who were significantly retarded ° -

in readifig”and to diagnose their reading performance in order to determine c T

‘those factors interfering-with the child's reading performance apd to oL
*find. appropriaté learning methods for each child. including programs of _ .
- language stimulation and perceptual training. The project therefore aimed -

to provide requisite skilTs for success in reading, thereby raising reading &
levels as g ted by an-individually administered standardized’oral | (j\
reading teSt, (Spache Diagnostic Reading Scales), and for a group-of .

The major educatisnal pmbmmm%med g
were the factors.contributing to reading retardation. actors.may
include English being a second. 1anguage, limited cognitive development, :
perceptual lag, undetected physical problems, and teaching that is not
specific enough. ., . R .

The official caseload of the eight efementary sghools involved during
the 1971-72 school year was 194 children, ranging in age from 8 to i1. The
children were screened on. the basis of referral and were assigned to the
program on a yearly basis. /These pupils usually had problems of a multiple
nature, requiring instruction in a small group on am individual basis in-

Additional services assdciated with the program were paraprofessional
workshops, school volunteer assistance, demonstrations of commercial

with other related school personnel. o
Materials were considergéd to be genera]iy adequate by the progran direqtor.

The allotment for the projects was $1500- to be used for books, instructignal

devices, audio-visual suppiies, equipment, and general office Supplies.

The evaluator conducted approximately 20 observations of the, Reading .
clinicans in the Special Reading Services Clinic rooms and'schools. "In- .°
Service" workshops were visited. Grade level conferencas, teacher conferences, . > 4
and a conference with a representative of an educational publisher were '
observed. A Teacher Traiging Evaluation questionnaire; designed by the :
Project Director was distributed and collected at.the end of the school .
year. At mid-year there was a project director questionnaire.. Une hundred

collected. The results showkd a 2 month gain on the average .for every °
On the basis of observations and other data 5équired during the course .

of the study it can be asserted that the Special Reading Services Clinic . .
rates high in effectiveness.° : .

- . N -
.t - .

. - > '
. »
3 . . .
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\ - Strong 6rganization' and good cémuni cation across profeSsiona‘l roles. /
S § characteristic of the program. Not anly is.the program-prbducing a /-
" sihstantial impact on remedial reading preblems, it is also seérving as /j L
Spis 2y
¢ /

.

. . * . N
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‘a yehicle for the in-service trdining, of teachers’ and para-professional
Strong ties with other community educational and' medical agencies were o

also évident. .An.unusually high level of support from school personnel {;‘“{" ;

who are involved.in some way with the clinic was gvident..™’ Lo

It is ‘neqom.nglé’d that this program be re-cycled. -The only issue fhat . f;?’-f
might be raised is the .degree, of compatibility between the- supplementary. I
‘aims of Title I and the integral nature -of this program in the educatipnal .. ./

system. In other wordss. is this the type of project which should be funded ./ 77
_under Title I rather than tax-levy funds? GCne might assert that an expansion /.

of this service.beyond pre-1965 levels would be compatible with the ESER. /” / -
Probdbly such an expansion would be warranted since the total diagnostic ./ l5. >
and remediation caseload was 194, a small portion of.District 1 students - - j
with reading disabilities. & : _ : R




~ I. PROGRAM DESCRIPTION

A. Schools. . , ' ‘o
- * ' The Special Reading Services Clinic was established in-1959 in
what is now District 1, Manhattan. This year's program, which was
N 'supported under Title.I funds, began on Sept. 13, 1971 and terminated
,on June 30,-1972. Frior to this- year seven elementary schools were
involved: PS 4, 20, 140, 97,.160, 64,“and 24, " Serving as the:Dis-

v \ trict Clinic Center was PS 20. - In the 197T7-72 school ‘year'PS 15

r

:\ -
o

L

%4

‘was added to the program. The April 1971 Metropolitan:Achievement- -
-, . Test-results showed PS 15 to be one of the lowest ranking schools

in the, City in academic achievement and requested that SRSC give its

assistance in preparing and maintaining an effective remedia e

‘reading :program in that school. Ped T '
N wi ey T

» . +
. B{ Student Populatiom . . N
' ! .

N ~

1

Ex;gbt for. PS+15; which witll bé discussed separately, children
> were generally seiected for screeniing through referrals by princi-
- pals, teachers-and guidance coufjselors. 'In a few instances an en-
tire class was screened: (for exdmple a very low third or fourth grade
~ class might have"been screeangétg;he§nequestvof a printipal or
* teacher) but typically screening was' done ona referral basts. JIn: -
schools 13420 and 4 principals réquested that the counselors work
"with children in upper grades {(§thior|6th) as well .as 3rd or 4th. .

But the bulk of the Cas€load was 3¢d and 4th grade students.
. . - .o . § R ;" k

. C. Screening i \ SR

In September and October of 1971 appraximately 200 children

(ex¢luding PS 15) were tested or: retested (follow-ups from last year)
' with one or more of the following 3agnqsti$:teStsrbeing used to de- -

termine their total reading difficdlties, . This screening included " -

the subskills of reading and some perceptual areas: ' ‘

T -Didgnostic Reading Scales by George D. Spach
. ¢ - ~-The Slingerland Screening Test for Specific Language Dis-
abilities S — "

~-The Rosweli-Chall Auditory Blending Test

-The Roswel1-Chall Test of Phonetic Skills

-Informal tests devised by the Clinic staff

‘s

"Approximately 20-25 children from each school for a.total of 160
were selected-for either group or individual intensive remedial
reading instruction. ' )

< -

. | ! . :
3 \ .
~ Children who were suspected of éither having tearning, visual
or physical deficits were referred ﬁp\the Optometric Center, the _
. "League for' the hard of Hearing, Beth-Israel Hospital, New York Eye
and Ear Clinic or Bellvue Mental Hyg?eng C]inifa' ~
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D. Scheduling

- -Testing was completed by mid-October and classes began at that
‘ time. During the morning children were usua]ly seen in small groups AT
' of 9even ‘to nine, twice weekly, for one hour. In:the afternoons
most 'of the cliriicians worked W1th the more difficult cases on an .
- individual basis twice weekly in hourly se551ons as well. . : .

Throughout the year teachers, principals, guidance counse]ors < 2
and parents made ‘requests for a diagnostig reading evaluation of O '
various children. The clinicians evaluated these children and pre-
pared reports of their findings. In some-cases the children were

“included in the”proyram if space was—available-and-in. other—cases - . ‘ .
« suggestions for improving the childs read1ng skills were made to
teaghers or parents s
.. E.P.S. 15

r s

. " When the request was made to 1nc1ude PS 15 in the SRSC program, the
. "~ four counselers began the task of team-diagnosing thq reading problems -
- - of .the entire 4th grade (identified by the principal as. the grade
s needing the. most he]p) Wednesddy mornings were spent testing these , ,
- children using the instruments mentioned preV1ously and every, - .
Wednesday ‘afternoon was devoted to test scoring, analysis and de-- . .
'+ cidirig ‘on the most-appropriate prpcedures to aide the teaghers- and : ﬁéﬁ
children of the school. A ¢ompliete file containing the tests ad- -
-~ ministered and scored by the Reading team was prepared for each .
o child. - Comments abGut. the children with regard to possible further .
testing;.-retesting, .referrdls or other possible methods for solving -
s - reading and school problems were also made These files were made
> ! .available to all the teachers in the school and they were encouraged >
to go through them. In. one case-a very comprehensive chart was . -
prepared for the teacher of ‘the lowest .class, showing in detailed
profile the test scores, various 1nstruments used, etc.. for each e ;
child. - : " X '

* .
3 .

The addition of PS 15 brought the official case]oad 'to 194,
clearly an overload for all the Reading Counselors and especially
- . the ,Program.Director.. {n February perm1ss1on was granted to hire
: » another Reading Specialist to relieve tiis overload.' The Program '-. .
L Director and the new Reading Specialist -held several teacher confer-
ences in P.S. 15 to discuss which,children to include in the Clinic and the - ‘
best scheduliny times for this. In addition they covered ﬁ@]pful . ) 1
classroom remedial techn1ques and sugge;t1ons for more effective 1 )
grouping. o ) . -

173 ‘\
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“F. Descr‘ptlon of Addltlonal Servlces v

—~Paréprofess1onal workshops Special Readlng Serv1ces coordlnator
~conducted a workshop * for. paraprofessionals in the district, Each work-

shop (glven 5 times?) was attended by approximately,.25-paraprofessionals
making.a total -of 1298,

and remedtatlon

Thé workshops dealt with topics of diagnosis

Many techniques of instruction were demonstrated.

Teacher-made instructional devices wére demonstrated

A folder of

. ~who attended seSS1ons.,

sample diagnostic:tests was. distributed to each paraprofe551onal

>

School Volunteer ‘ASsistance: S.R. S coordlnator maintained close re-

lafxonshlp with the P.E.A. School Volunteer Program at E,S 200 .. '

throughout ‘school year. A551stance cons1sted of:

a) recommendataon of pupils to be Serviced by the Volunteer
Program.’ \ .

]
.

-~

b) d1agnosls and prescr1pt1ve remediat<on for many of the pup1ls !
in the Volunteer Program.

Demonstratlons - Commercial.Materials: S.R.S. thlth school personnel,
supervisors and staff to attend several demonstrations of new mater1als
at-the reading center at PS-20,. Representatives of various pub-
1ishing houses were invited to present these 1nnovat1ve programs.

Among *he companles represented werg: e

a) Educatlonal Developmental Laboratorles

b} Random House. Criterion Read1ng Stern Structural Pr0gram

. . c¢)d.C. L1ppencott ‘ . ’
d). Ginn_and Company. Language Developmental Program P
' e) Encyclopedia Britannica Language~Prdgram.
f) Spoken Arts. |

g) Sonocraft. Fountain Valley Dwagnostlc Program

Optometrlc Center: Special Re3d1ng Services orga?wzed with the Optometrxc

‘Center, program for the PS 15 class plus other selected pup1ls in fourth
grade. A parents' workshop was held to explain this program and to
secure ‘parent involvement. After the visual screening of 42 pupils
at"PS 15 by* the Optometric Center Staff, those children who required

further evaluation were bused to’the 0p ometric Center.

. Glasses yere

prescrlbed for those childran who requi
being considered for a visual training

e

ed them, while others were
frogram

i
| -
‘) “ e
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In add1t1on to PS 15, S.R.S. staff initiated and cpnt1nued the Op-
tometric Center Program in ‘the following schools: PS 97, 140, 64 and
20. This program involved the following steps: «

‘e

a) Parent'workshOps.
b) Viéha] screening at sthaols.

c) Arrang1ng bus transpoxtat1on to Optometric Center for more
intensive evaluation.

d) Freatment -and fol1ow-up

* Teaet@r Traiping - Cluster Teachers: Dur1ng the course of the year,

the toacher training program was considerably extenged to include
the tra1n1rg of paraprofessionals and cluster teachers not d1rect1y
involved ir our program. ..

At PS 97 and °S 140, the reading counselor organized a supplementary
remedial reading program utilizing-4 cluster teachers at each school
to work with children who wepe potent1a1 ‘hold-overs. At PS 97, the
children involved were fourth and fifth graders whereas at PS 140,

the children were sixth_graders. ,
Right to Read Two Special Reading Services staff members were ac-

tively involved in an adv1sory capacity.in the Right t6 Read Program

at P$ 97. Materials of jnstruction were recommended and suggestions
as. to the nature of proposed program were made. S R,S. staff member
was part of the Unit Task Force. r .

-

Other Schdol Pérsonnel: In all 8 schools serviced, S.R.S. staff worked

closely with the fol]owing school personnel:

a) Bi-lingual Teacher *

AE'S

“ . b) Guidaﬁce;Counselzf ;o

c) Supervisory Personnel

d) Bureau of Chijd Guidance Personnel

[
—

. e) School Nurse

-~

" Pupils were referred to the SRS clinicians for diagnosis by these

members of the school staff and where necessary, suggestions for
referrals to-outside agencies such as Bellevue, Optometric Center,
New York Eye and Ear were made. . . .

d b




G.

Changes in the Program Design

the year two part-time clinicians were added to the staff. The pro-
gram director, having substantial experience in the NYC system, was
able t6 locate highly experienced and semi-retired reading specialists
‘able to.enter the SRS program in mid-year. One of the part-time
clinicians relieved the program djrector from her teaching duties

in PS 20 two days per week, thus_enabling the Director to concentrate
on providing a better reading progvam for.thé entire district. 'As

‘The SRS Progr;%'began with four climicians 5n September and during

“was ‘noted in the interim report the program director was requested

14. METHOD
N

. A

3

to assume.some of the responsibilities of the District I Reading Con-
sultant who retired mid-year. - o i

The other-part-time clinician added to’ the staff taught in PS 15
two days per week to relieve the cther clinicians of _the overload
existing from Septembgr through February. .

Observations . - : 8
—— e . ) - \\-
1.Small Group and Individual Classroom Instruction
Throughout the year observations of the Reading clinicians were
made in the Special Reading Services clinic rooms at PS 20, and in
the clinic schosls PS 4, PS 15, PS 34, PS 64, PS 97, PS 140, and -
PS 160. Small group teaching units .usually contained five to eight
children for a duration of 55 minutes while individual sessions of
instruction lasted 230 -minutes. Approximately 20 observations of
- Special Reading-Service activities were made. ) )

The observations were divided into three segments. The first in-
volving the following checklist. . - .

a) Where was the class being instruéted?
b).How long did the session last?

c) What was the,sgating arrangement?

d) How many children were present gpd absent? | o
e) Who was teaching? -

f) What topic or topics were diséussed? _

g) What special }mterials (if any) were used?

------




' ) . . -
" h) How was the classroom prepared for learning?

il

- i)- Did the children participate?

Secondly, the observer relied heavily on her educational exper-. .
ience, knowledge and training to evaluate: the learning atmosphere; .
the Fesponsiveness .of the children; the familiarity of the teacher
. with her materials; the cooperation with the Classroom Teachers; the
Counselor's understanding and concern for children> and “their needs; .
and the clinician's appropriate use of good educational technigues.

& . . ” N .
The third part of the observation entailed a brief interview
with the clinician concerning the Special Reading Services Program.
Typical quesfions were as follows: ’

a) What other services do you provide in this school?

b) What chaﬁges if any would you 1ike .to see made jn the Special
- Reading Services.program? - 3 /

2.Grade level conferences wera observed
3.Teacher, conferences were observed - : ' 4

4."In-Service" workshops were visited
In the case of obsérying the'apove_activities the techniques in-
volved were basically the same as the first 2 parts menticned under
. Small Group and Individual Instruction with the exception that where
.. "children” are referred to'"teachers" would be substituted. -

5.Conference with a Representative of an Educational Puéli§her
The obéérvatfonal~technique in this -ipstance again relied rather

heavily on the educational .experience, knowledge and training of the ~-
observer. Shé attempted’ to determine the ‘purpose of the conference,

- th2 quality of questions asked by.the Counselors and the usefulness ’
~‘\\¥_ . - of school tfme for this purpose. .
\ . R - 'f- . .
B. Questionnaire . - ] . ‘ :

.t - The Teacher Training Evaluation questionnaire, designed by the _ . :
-’roject Director, was distributed and collected at the end of the 1
v schvol year. A copy is reprinted in Appendix A .. The purpose of
"this questiennaire was .to elicit responses to questions concerning
. the effectiveness and acceptance of ‘suggestions during the weekly
informal conferences between the teachers and the reading counselors.
.- Three teachers in each of the eight schools (totalling -35) were
givep the questionnaire and twenty were returned by mail.

- " C. Pre and Pést scores Q?:ébache Diagnostic Reading Test. °

C . .- The pre and post-test scores of 159 children enrcl}ed in the : '
. program wWere collected. Any discrepancy between this figure and

ERIC -
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b
the official caselogd total of 194 is accounted for by the fact that
the remaining students moved out of the district. As was ngted pre-
viously, diagnostic tests were administered by the project clinician;i

’

D. Project Direction Questionnaire

At mid-yéar, the project director was asked to respond to a ser;es
. of questions pertaining to the goals, organization, target population,
professiggzl roles, and typical operating procedures use in the con-

‘ dyct of program. ) . ‘ . \
I11. RESULTS 4 ' - " ,
A. Observations R . L s

1.5mall Group and Individual C]assroomilnstrucpion

The enthusiasm of the Readihg Counselors and children was ~immed-

C g iately noticeable upoy entering the site. -The high quality of rapport
between the Counselors™aqd chiidren should be credited to the long
experiemce, dedication, concern and.thorough subject mattar know-

Tedge of the Counselors. The lessonswobserved were always interesting,
at the appropriate level and presented cheerfully and clearly. The
.atmosphere was relaxed, exciting and ready for learning.

,During the classrcom observational visits in the SRSC Program
. it was always noted that a great deal of care was given to pre- -,
senting materials and techniques that would not only foster the
improvement of reading skills but would 2lso promote languale
development and comprehension and encourage oral expression. It
was also noted that the children and teachers reacted tothe pro-
gram with enthusiasm. '
. . . . &
A good example of the first case dgs seen in a classroom with
~ six childrenh seated around 'a few desks grouped in a horseshoe shdpe.
/ \ The clinician, with the use of an Overhead Projector, showed pic-
_ tures of several objects and asked for their ndmes, i.e. “lasso".
\ or “sajlboat”. Next she wrote .the words beside the pictures and
. on an easel located near the children. TFinally, the words wers
discussed with everyone adding bits of informatian or relating
stories. This lesson was given as part of the prepavation for
reading a new story. The children were thoroughly familiar with
.the new vocabulary words when the time came to read, and had in
some cases probably added one or two new words to their oral
vocabulary “and comprehension. . .

An example of the second case could. be seen during any evaluational
visit or conference with the Reading Clinicians in the SRSC Pro-
gram. Children and teathers were continually cdting in to speak”
to the Clinician about reading problems or conferences. The degree
of informality and friendly attitude of the Clinicians seemed to,
encourage people to come for help or relate triumphs. The SRSC
8eading Clinics were very vital parts of their hgif schools.
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Z;Lib}ary Naterials

, _ ' ~ .~ In all of the schools served by the SRS program, the Clinic
, ‘ » - Reading Room had a substantial library; about 100 books .ir some
: schools, and as many as 200 in others. These books appeared to
L . be a very important part of the.reading pregram. Every session
~ began with an exchange of Library books. In;most cases the selec-,
) . tion of a book and signing it "IN" or "QUT" was performed inde-
- pendently and-vigorously by all the children. In several instances ]
¢ it was observed‘that if a child related having enjoyed a certain -t
" “Book wery muth the Climician would then-direct the-ghild to bopks
that were simi1ar and might~also be enfoyable readfng. Frequently
during the réquiar reading lesson, if a.child exhibited certain
interestss the Clinician-would suggest to the child that he or 2
ghekwou]d_probably;enioy‘reading‘a‘ﬁpeciaI‘booﬁ or serieg, of £
00kS . B

%

Maintaining a-Library in each of the.Readist Rooms seems to be a
valuable asset of the Remedial Reading Program.c Encouraging and -
teaching childgen™ (especially <hildren with severe reading diffi-

. culties)-the use of a Tibrary is-a skill that #ill undoubtedly be
useful during an entire lifetime. From a remedial point of view,
using Library books not only promotes more reading but is also a
good technique for indreasing vocabulary and comprehension.

. ' 3.0ther Matérials ——— ?

T et .

e

Throughout the year it was_observed that the-SRS clinicians Had \\) ,
devoted mych of their time to the-design.and preparation, of class-
. rogm materials. Every SRSC classroom contained a great variety
of interesting and ‘challenging teacher-made materials, all of which
the children seemed to enjoy using. There wére also several commer-
cial machines and materials in each classroom. ard they were also.
frequently used. The.Clihicians appedred to have a philosophy of
using teaching devices to provide variation arid to make learningr
less difficult. Apparentlysthis was appreciated by the children
and reflected in their enthusiasm_for attending.the Reading Class. .

~

In some instances it was noted that the Clinicians made a prac-
tice of leaving some of their materials in the teachers' class-.
room. The teachers were encouraged to go through them dnd use
n . whatever they found appropriate for their needs. 4

- 4.Grade Leyel Conference

A Clinician was observed conducting a Workshop fgr all the third
grade teachers in a school during a lunch hour break. Matgrials
and Diagnostic Tests were distributed and explained®in detail.

The teachers were encouraged to try using the tests in their class-
rooms .for diagnosing possible_preblems, better grouping and de-
termining teaching sequence. Some backgreund information and
material was given regarding subskills necessary for good reading

Q . - . . , 3
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and iQdividual classroom problems were discussed, The teéchers
appeared intensely involved in the conference and actively par-
ticipated tn the #iscussions. Nearly all of them requested copies

*oof varidh§ tests they felt.were relevant to their students. The

- -Clinician offered- to assist in administering the tests or to )
demonstrate‘their administration. The teachers requested another
Workshop and‘asked for help in remedial techniques with specific

“reading and ceptual problems. The Resying Specialist had
prepared material for: the teachers and presented it in a manner
that encouraged th# teachers to expand their knowledge of reading
instruction. ‘

’ ~ .

5.Teacher Conference . . ,

®

Another facet of the services provided by .the Special Reading
Services Clinicians conference was observed yith a Teacher-Trainer
and a-classroom teacher who was having difficulty teaching readjing
to her low, achieving third grade class. The Clinician had been
pbserving the teacher in her classroom during the morning and this
was a followsup conference during the luiich period.. The Clinician
began her comments and suggestions with a highly positive, sym-
pathetic, and supportive statement to the teacher about what she
had observed.  Even though she was about to, in a sense, critically
assess the teacher's techniques, the teacher never became defensive,
but rather appeared to feel that she was meeting people who under-
stood her problems and could provide creative suggestions for coping
with and improving the situaticn. Eyentually both the Teacher- .
Trainkr and the (linicign offered atyleagt 6 concrete suggestions -
for changing routines, etc., and the clinician offered to observe

again to see if more suggestions could be made.* At the end of the\con;

ference the teacher appeared very encouraged and anxious to try
out suggested changes. -

I3

and ‘teaching techniques also had the feeling for the presentation
of her ideas and their effect on those she was trying to change
or help. This is a very unique ability. - e .

6."1n-Service Workshops™

It was rioted in an Interim Report that a fifty Reading Counselor
was added in February to the program and the Projeéct Coordinator
vould then have somewhat more time to fill.the many requests for
Reading Workshops from other District I teaching and administrative
personnel. A member of the Evaluation Team observed one of these
Workshops and found it to be an extremely informative and valuable

¥

]

“This clinician, besides having knowledge of her subjeqt maE;ef“ -
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presentat1on, The Workshop was conducted for the Auxiliary Edu-
cational-Career Unit {a training program for Educavional Assistants
in the classroom). . The Coordinator emphasized the need for ongoing
diagnosis of the reading level and difficulties of children within
a classroom. She stated that, "We must frequently use Reading
Tests in the classroom to determine two things. First, we want to
determine where ‘the children are in the development.of their »,
réading skills and secondly, we can then determine what to teach
next”. This is good advice to convey to anyone teaching children.
dnd seems especially apprupriate for reading. k folder containing
copies of 14 Reading Diagnostic Tests was given to every Educational
Assistant at the Workshop, arfd each test was explained in terms

of administration, procedures, scoring as well as an explanation

of the various abilities or subskills being examined. .

For example, it was explained that the Horst Reversal Test which
asked the child to match words or groups of 2 letters would aid in
determining whether or not the child was seeing the letters in_the
right order: The Roswell-Chall Auditory Blending Test was explained
as indicating whether a child is hearing words from "left to right"
wh1ch js a necessary subski?1 for good reading. .

Certain behavior in ch11dren that could appear to the untra%ned
eye' as misbehavior or laziness was descrjbed to the Educational
Assistants, then possible-explanations were given. The notion af
not condemn1ng too histily was mentioned soveral times throughout.
the. Workshop. For exampie, & child who is constantly slow to copy .
work from the board may not be- just Yazy but may have a visual
* coordipation, perceptual or motor coordination problem. The
Coordinator _at one point said “It's a mistaken philosophy to say
if he doesn’t know_ it that's just too bad! Rather we as teachers
or teaching assistants of children should say, 'if he doesn't
-know it what went wrong?’. Let's see if another approach will
work better." This is obvious]y verj wise advice for people whe
are ‘1éarning to teach children )

The basics of te@ching read?ng were reviesed with the Assistants.
Vocabulary building, teaching sounds uf letters, rhyming words and
decoding words were all -tepics covered in thé Horkshop. Many
teacher—designed and commercial materials were used by the Program
Director to illustrate and demonstrate these basic principals.

The evaluator, for example, noted from her vantage point in the
SRS Clinic room at least 35 teacher-designed reading devices
activities decorating the walls, tables, boards and shelves

There were ‘ccuntless other teacheﬁndésigned materials in gupboards
etc. .around the room. Alsg on the conference table before the
Program Director there were at least 30 more reading devices or

_activities which were 3a)1-demonstrated during the Workshep.
# .

/'
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This Workshop was well p]anned Questions from Educational Assis-

tants during the Workshop indicated that the Program Director was
well understood. She encouraged”them to copy the materiais, use
the tests and "reach 1 or 2 children in the class that aren’'t keep-
ing up with the group.”

Y Conference’with a Representative of an £ducational Pub]ishor

The SRS Clinicians throughout the year fréquently invited tepre- .
sentatives of newly pubiished educationad programs or materials -
to present their wares. This is a.fine technique for keeping
.abreast of the newest ideas etc. im reading that could possibily
be useful in the clinics or their schools. The Clinicians were
constantly on the _alert for new materials, prografs:or parts of
pfograms that would fit specifically their schoo?s needs

A wember of .the Evaluation Team observed a conference w?th the
Clinicians and a represgxﬁative-from Encyclopedia Brxtannica ;
" Educational Corporation.™ The Ciinicians asked probing questions
and attempted to.evaluate the Language Experiences, in ‘Reading
program for its apprapriateness in their schools.

t

8.’Teacﬁer_gyes;jgnnaive\kesgggses

As was dascribed in the "Method” section of this report,.a
questionnaire for teachers to respond to was prepared by the Pro-"
gram Director aud distributed by mail to 35 teachers in the eight
participating schools. These were teachers who had been directly

- involved with the program through having class mexbers as recipients
of remed131 cervices. Twenty (20) questionnaires were returned near
the end of the schooi year,

The first questxon pertained to whether or not thre teachers
. thought tha* they would use an ongoing diagnostic program in the
area-of reading with subsequent classes. To this question 100 per-
cent of the teachers responded, "yes". A typical reason for this .
was their feeling that the procedured thev had seen or used led to
a quick identification of problems so that appropriate steps could’
be taken toward a solution. i

" .. There was also complete (100%) agreement that the time spent in
conferences with the reading. counselor has helped provide a better
understanding of specific problems children encounter. Many of the
teachers noted in the questionnaire that they wished that they had -
had more time to spemd in conferences with the reading counselor.
The feeling was also expressed that they were working as a team to
solve children's problems more efficiently,

.J‘\.
. -
\
R~
¥
&




o

.
v

I %thequh the administration of the Spache Diagnostic Reading Test.

-y

Two further questions were asked:

1)Did you find the suggested diagnostic and/or teaching
techniques helpful with other children in your class?

2)If you have received diagnostic or developmental materials,
have’ they beerr helpful?

Again, to both of these questions, all (100%) of the teachers
answered aff%rmat1vely (}t should be paranthetxcafly mentioned that \
this is the first time iN the experience of the evaluators in New . »
York City that such an overwhelmingly favorable response was elicited
from teachers by a program). -

As has been frequently noted by evaluation agencies with respect
to other projects, teachers allude to the lack of materials. A
number of teachers took the trouble to note that~although the mater-
ials™they received were helpfu¥ they were still insufficient in
quantity, from the teachers’ standp01nt. One of the more vehement
responses to the question concerning the usefulness of diagnestic
and deVe1opmenta1 materials was: "Yes! Yes! Yes! With all the budget “ .
cuts Tet's hope it won't happen to the.Special Readwng Services "

L Spathe D1agnost1e Reading_Resu]ts . ¢

One measure of the direct impact of the remedial effort on stu-
. dent performance was pre and post intervention scores acquired

N Ihexﬁata summaries which follow are expressed as grade equiva?ents )
_ ang are. based on the "Individual-Oral" reading component.

\\“*~Students exposed tg- the program showed an average gain of one
year and tiiree months (1.34) on that variable over an average in-pro-
gram time of 6.7 mgnths. This amounts to exactly.2 months gain on
the average for etery month in the program. Sex differences in gain .
were s1ight but in the expected direction 1.2 years for-boys and 1.4
\\“ynars*for girls. The variation in gain was broad as would be ex-
pected With a range of G to 3.2 years for boys and .1 to 3.7 years
for girls. Correlated "t" tests as pre and post scores yielded a
ﬂﬁkyati"3_125499».statistfcai?y significant at: beyond the .05 alpha
eve

ﬁesecond anaiysis was conducted for the purpose of attempting to
) answer the quéstion "To what extent does length of tfime in the pro-
A =g gram and sex explain variation in post scores?”

J

Mo
.




X,

-

Y= agu + aijx) + agxp + e
. .wWhere ‘ ‘ ’ -
Y.= post - test score \

xi = months in progrém A '
- . ) .

x = dichotomous sex vector

. ...dp = least squares regression weights

" u = the ynit sector, when multiplied by ao‘yields the regression
- constant : ' ‘
e = an error vector

" Prediction resulting from this model was low and not statistically
significant. The proportion of variance (individual differences in
post-test scores) explained by X1 and Xy combined was 1es§ than four

percent . 2
(RZ ful1 =..036 vs. RC =0 n,s. at alpha .05)

TwWo possibilities are relevant here: First, low variability was
noted in length of exposure to the-program, most students having
received 7 or 8 months of instruction. Such a condition will tend
to result in lower R2 values. A-seemed possibility s that the rate

~of gain'is faster during the first few months of exposure'to the
. program. Either or both of these conditions might account for the
above result. - ' -

D. étsjgct Director Questionnaire q h : ) ‘\

The following 'section contains responses of the Project Directors
to a series of questions dealing with the question of the program.

-~
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di . “hREA I: GOALS OF PROGRAM . .

1. What i§ the major goal of your project? - . . ig

1. To seek out thbse_chi1dren who are. significantly retardeh in reading

and to diagnose their-reading performance in order: . i

' , a) to determine those factors interfering;wiﬁh the dhild‘s‘
reading performance.. . . I

bj‘to.fihd appropriate learning methods for eacﬁechild thch will
include programs of language stimulation and perceptual training.

reading levels as evaluated by an individually administered |standardized
_oral reading test (Spache Diagnostic Reading Scales, ppb]is d by Cali-

fornia Testing Bureau). . ¢

2. To p?ﬁvidéwréuuisiteiskills for success in reading, théi:by raising

Fo} a .group of selected sikth,grade pupils, reading lev%lfimprovement
_will be evaluated by the Metropoljtah Achievement Test in reading.

2. To.what major educational problem is _your program directed?) |

L . . . |
The jproblem of reading retardation is very serious in the school o,
popubatidn in District 1. The factors contributing to this retardation
are varied and may include - English as a second language, [limited cog-
nitive development, perceptual 1ag (auditory, visual, kinesthetic), un-
. detected physical problems, and teaching that is not:specific-enough. . -

We are addressing ourselves namely to that group of puﬁi]s whose
progre§s in reading has been -insignificant and who, in‘fact, may be to- .
tal non-readers. The reasons are usually of a multiple natyre. Fre-
quently these children may have developed inappropriate behavioral

" attitudes towards school. They require instruction in a small group
* or on an individual basis in addition to .work in regular cjassroom.
, - . . s ., _

3. What do you expect the outcome of the program to be? - ! o

_ In most cases we expect pupils tofshow'gaihs in Spache Diagnostic
Test Or MAT. (dependiug on which evaluating tool used). Ih addition, we
expect improvement in most cases in the following areas:

P L AT

[




i Questxon 3 - conf1nued '
: . 1. Ability to corre1 te sound and symbo1 and to blend (decoding)

2. Skills of compreh nsion - both ong1 and written
3. Use of Eng1ish language : . o

] - . ‘ \

4, Attitudes towards scho>l” and read%b,‘in particular.

1

. P ’ \ , o
. \ 2 5., Interest in borrowing and reading boeksﬂfrom reading room
' "and school library R .

A

. 6. Auditory and 'Visual Perception ‘ \

"7. Relationships with peers. Ability to work cooperatively
in group situation.

I N O there any‘spec1a1 problem that you face?

With children such as we sarvice who have multip]e learning hand1caps,
four day a week service would be preferable to two sessions per week BT
-In two schoo]s physical space is 11m1ted o :

\:iw 3

Are the overa11 pro ram goals fairl we1% understood by grogram grofessiona1s
teacher, superv sors, counse!ors,‘paraprofessionais. parents?

- . ¢ - .
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AREA II: POPULATION SAMPLE

P 1. What is the exact nature of target pogyiatidn: location, age, ethnicity?

2.. Are th

" The target populatﬁoﬁ\is located in Districtil, lower East Side, ex~
. tending North-and South from 14th Street-to Cherry Street. We service

>

children from the following schools:™ - '
PS 20, 4, 15, 64, 97, 134, 140, and 160.
Agest 8 - 11

Ethnicity: 85% Spanish; several Slavic and Chinese

ere any special characteristics of.the children, served? .

Ma
langua

- cognit

ny of the children we service have'muitiple handicaps: 1imited

gey learning disabilities, and lack of experiences which develop

ive abilities. : . ‘ " S
| -

[}

3. Are fhere'aﬁ}-sbeéial testing procedureé used in the assignment of

1

How N

6.
.

- Harris Graded Word ‘List.

. Screening tests for Identifying Children with Specific Language

children to the group?

~ - ~

The ‘following tests Qefejh&ﬁiﬁ?§tered to all children in the Program:
. ‘ : B A ‘
. Spachivu)'ﬂgnostic' Reading Scales. - - Lo / S

. Roswel®-Chall. Part or complete depending on pupil.

J

Disability - Beth Slingerland/Tests:-Visual Discrimination and
Test far.Visual-Memory. X :

. Tests’to establish handedness; : . o e ) . \
' !

Informal test bf;kngliéh Tanguage functioning. °

. ~ - “
Informal test to determine Auditory Discrimination Ability. ™

The Metropolitan Achievement Tests we;e administered to all sixth grade
. pupils in ptace of Spache Diagnostic.

L}
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Question 3 - ontinued:

In addition the following tests were administered during the course of
. the year where the need was 1nd1cated - (on sefective basis).

1. Roswell—Chall Auditory Blending Test )
Illin01s Test of Psycholinguistic Abilities (Digit Span only)

.‘Nepman~Aud1t0ry Discrimination

B W P

Informal .tests to determine ability to categorize and ability
_to note similarities. .

. Test qf Geometric Designs.

. o

6. Figure Drawing
A Copying test, near and far, from Slingerland S.L.D. Screening Tests.

4. Are children a551gned to this program on a permanent basis? If not, ex-
plain_re-assignment proced‘res _

On a yearly basis - unless child is “transferred from-school. If pupil
is transferred to another school in district which is being serviced by
S.R. S s he is picked up by Reading Counselor there.

M

o AREA III: PROFESSIONAL ROLESu
1. Who designed the original program7

The project coordinator and two members of the staff. .

2. What is your overall role in'thelprbgram?_

. 2) Instructional program -

™

b) Preparation and distribution of instructional materials (rexs,
mimeos of stories comprehension and decoding exercises, etc. )

2

The project directdr coordinates all activities. This includes: o e,
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Questionfz ~ continued:

c¢) Requisitioning and distribution of commercial materials- (books,
teach1ng devices audio—visua] Supplies, equipment., etc. )

. d) Maintaining statistica] records of all children in case]oad
. in Central Office and preparation of final statistical summary'
of progr.ss for entire caseloada

‘e) Arranging for demonstrations of new materia]s for’ members of
+  Special Reading Servic¢es Staff plus other schoo] personnel

f). Maintaining -contact with Title 1 Office and District Superintendent.'

g) Arranging and cqnducting workshops for teachers, paraprofession-

als and supervisors. -

;.-Who supervises the instructional programs?

The project coordinator. . ’

4. Are the funded positions in:this;project already filled?
Yes. - ' ) A -

§. Were ;teachers, counselors, -paraprofessidnals,.etc. assigned or were they
. selected through ‘interviews with someone assaciated with the program?

The S.R.S. staff has been functioning.as a team for the past 10 yéars.
The additional personnel assigned this year were selected by proJect
coordinator through interview and recommendation ‘

6. Is there central planning or are teachers a]1owed to formulate their ownkprogram?

*The instructional program involves both central planning,. (guidelines)
and individual farmulation by reading counse1ors ta meet the specific needs
of the children in their case1eads - .

7. Are there any special reqpirements that ‘must be met by;professionaIs to
fill roles?’ , v

r

They must-be specialists in the readwng field and must have experience.
working with. «children who are retarded in reading. .

-~
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_AREA 1V: TYPICAL OPERATING PROCEDURE

D

1. What specfdl‘materialé héve been funded for this program?
—_— Y,
The allotment for the project was $1500. This sum was used for books,
instructional devices, audio-visual supplies, equipment, and general office
supplies. )

2. How are they requisitioned? .

AT material was requisitiocned by Project oordinator on‘R:P.O.‘forms.'

‘3= Are tliey su?ficieﬁt?

L : ' e

Additional audig-equipment in the outside schools would have enhanced
program but was not a necessity. Materials were generally adequate, since
praject has acquired and maintained suppiies for the past 10 years..

. 4. Did you get them when néedgd?
' There was some delay% ] . ) -

5. Are they to be used différently than'they would pe in a regular school,prggrqgj‘

The méterials ordered are for the most part not available in the reg-
ular classroom. ° S

6. Are there any in-servigg trainingfféatures assoc%qted with your oroject?

Weekly Staff workshops are held for the purpose 6f sharing and eval-
uating new technigues and materials. Plans for instruction are atso for-
mulated at these sessions. S P

A1l staff members are reﬁponsjble for ‘shdring hew ideas and méthods -
with faculty and supervisors in outside schools thru group conferences
and faculty preseptations.

»

7. Could you oﬁ%]ine a typical day for a student in your program?

The students who participate are seen twice a week in hourly sessions.
Sample hourly schedule:

a) Library Activities: Returh library books that were borrawed
from reading’ room at previous session. Elicit comments about -
books. Make new selections of library books and make proper
J4n and out" entries:on library cards.
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~ Question 7 - continued:

b) Group Sessions s~where de?elopmental-langﬁage is stressed and
children are edcouraged to verbalize questions and responses.

o~ c) Skills are introduced to entire group or part of Qrpup. Per-

ceptual developrent activities necessary to successful mastery
of reading skills are included here. ) .

~

d) Individual work to reinfbrce‘skillé ~ utilizing equipment and

« . materials'as indicated.

" e) Evaluation and planning for.following session.

<

\ ", AREA V: FEEDBACK

1. How long has thié project been in operaiion?

" One year, 1970-71 on Title 1, and 12 years on City Tax Levy Funds:

2. Was there’a previous evaluation of this program (last year)?

&3,

Yes.

pid You-read it?

. Was anything modified on the basis of the evaluation? - -

-~ ° ¢

It was presented to me on April 17, 1972.

. 4 .
. Obviously ‘the date-of submission made that impossiblée .

. What is the role of parents, community groups, and stJdenxs.in_planang?

reading colinselor or to observe their children

The children may be given choices of activities within a framework

during sessions and are involved in planning activities for following
sessions, but because of the specific nature of our pupils handicaps, -
the reading counselors and project coordinator are responsiblc for long
range and specific planning. o

b Pl

Through, individual-and group parent workshops, parents are involved

in_the program of diagnosis and instruction. Parents are entouraged to
follow up referrals te outside agencies. The instructional program is
shared with the parents, and where possible, they are guided to utilized
appropriate instructional activities at home. '

Parents are encouraged to visit: the reading room to confer with the

-
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Ev Official Program Statistics .School Year 1971-72
1. Scope of Pi garﬁ:
Total number of children serviced Boys Girls Total
OffT cial Caseload {Diagnosis & .
y * Remediation) ' © . 125 69 . 194
Partia] Service-Individual Diagnosis - 173
Total 367
) "\ -
PLpﬂs on Off cial Caseload According to Grades:
S ' Bog-/s ) Girls Jotal
Grade 3 ' ~ 60 42 102
Grade 4 R 37 10 474
Grade 5 nt 17 - & 22 .
Grade 6 _ o -— 1 12 _ 23
' Totals . 125 69 194
Schoo}s Serviced -
PS 5, 64, 97, 134 140, 160 8
- Total number of classroom teachers t
Participating directly in the program 35

2. Reading Retardation at Beginning of Servx ce
(194 Fupﬂs - U???cia! Caseloaai

Readingjetardation in Years

0fficial Caseload

. Boys Girls Total
- 5.6 - 60
4,6 - 5.% 5 ) 5
* 3.6 - 4.5 9 4 13
i 2.6 - 3.5 37 21 58
1.6 - 2.5 68 37 105
.6 -1.8 - 6 7 - 13
Below , - 0 0
. . /
Totals 125 69 194
Median Retardation = F 2.4 2.1 2.2
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Special Reading Services

, 13. ,RedéEng Achievement on Admission Compared with Results in Jhne 1972

’Rehbing Achievement ontAdmission Reading Achievemgnt, June 3972,

v Range of Grade Scores Més\ans Range of Grade Scores Medians
. Official Caseload : . '
. N.R. . .
Boys -1.0 -4.9 1.6 1.2 = 6.5 3.3
Girls -1.0-4.3- 1.6 ° 1.6 - 6.5 _ 3.3
Total 1.0 -89 1.6 1.2 - 6.5 3.3

' &

4. Reading Gain Shown by Tests, June 1972

Range'of Reading Gains \ — _ Median Reading Gain
[ XY '
Boys 0 - 3.2 1.2
~ Girls .1 - 3.7 : 1.4
- Total 0- 3.7 - 1.3

P
IV. CONCLUSIONS AND RECOMMENDATILONS

On the basis of observations and other data acquired durina the course
of the study it can be asserted that ‘the Special Reading Services Clinic
rates high in effectiveness. Strong organization and good communication -
across prefessional rotes is characteristic of the brogram. Not.only is
the program producing & Substantial impact on remedial reading problems,
it is also serving as a vehicle for the in-<sérvice training of teachers
. and paraprofessionals.. Strong ties with other commurity educational and

medical agengies were also evident. An unusually high level of support
frgz school ‘personnel-who are involved, in some way with the clinic was
evident.

: 1. It {s recommended that this program be ve-cytleéd., The only issue
. g that might be raised is the degre€ of. compatibility between the aims of
N Title 1 and the nature of this program. While.Title I was designed to
" pro¥ide supplementary services,.w category into which this project cer-
. tainly fits, the long history of opgrating prior to the inception of
» Title ! suggegts that-it'is an integral part of the education system;
a part whose contribution is so substantial as to be considerea necessary.
In other words, is this the type of project which should be funded under
‘Title I rather than tax-levy funds? One might assert that _an expansion
of . this ser& beyond pre-1965 levels would be compatible with the
ESEA. Prob; such an expansion would be warranted since the total .
diagnostic and remediation caseload. was 194, a small- portion of District [
-students with reading disabilities. ) S




e

."
' V
2\3 ) 4
A N . g
' b
_ Appendix A,
Teacher Qgestionnairé
SRSC Program ' -
‘ i pe
.. Do you think that with future classes you will use ongoing diagnosis “
as a basis for planning your reading program? “ ’
Do you find that the time you spent in conference With the reading
counselor has helped you understand better the-specific porblems of the -
children directly involved in the reading program? ‘ . .
Did you find the suggested diagnostic and/or teaching. techniques helpful
with other children in your class? - - L
1f v6u have -received diagnostic or developmental materials, have they . "\
been helpful? . § e ) ;
I's ‘ , “
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1. INTRODUCTION '« | }

The Homework Helper Program has been fully operational since Octcber
4, 1971 functioning as an after-school tutérial service for under achieving

- children in the lower East Side of Manhattan. At the centers *utors work

with students from grade levels three through eight in order tr develop
academ1c~aki11$. From three to five P.M. on Mondays, Tuesdays, Wednesdays
and Thursdays tutors work directly with students. Once per month, on a.
Friday, a training seminar is scheduled for master teachers. tutors, and

aides.

A Location and Staffing

Seven public school buildings served as the physical centers for

the program:” P.S. #'s 15, 19, 61, 64, 140, J.H.S. 22, and J.H.S. 56.

Except for some temporary mid-year shifts the;program was fully staffed.'

_Each center employed a master teacher, two aides and a part-time secretary.

Some turnover occurred among. the tutoring staff during the course
of the school year. Three tutors left J.H.S. 22 to accept better paying

-jobs elsewhere. . Replacements were attained for two of them. One tutor.

left J.H.S. 56 in order to accept a better job with the Board of Education.
Compensation for tutoring ranged from $1.60 to $3.10 per hour de-

pending upon:the tutor’s experience and educational qualifications. College '

students with prior tutoring experience received approximately $3.10 per
hour if they had completed 30 credits. One dollar and sixty cents was
established as the base hourly rate for beginning high school students.

From five to seven classrooms were provided in each ‘school for use
in the after hours program. Materials were supplied to the tutors through
the auspices of the funded progra In some cases these materials were
supplemented by supplies from themhgft school.

*

B. Student Selection A

Students receive a pupil'’s app]ication form which 3s returned co
their classroom teacher, After the student receives the form, the teacher’
checks the school records to determine if the reading score is‘one year
below grade level. Upon acceptance, the student is sent to the Homework
Helper office in the school. The parent is sent an acceptance form, and
the classroom teacher receives a request for information, The information
requested is the most recent reading and mathematics scores along with
the following: -

1. Reading: What specifig/ reading.skills should be emphasized?

2, Mathematics: What gffecific area of mathematics is most

difficult for the ¢

3. What subject/subjecngfgc e child studying at the present

tine in which he needs refedial help? .




teacher is asked to provide continuous feedback,
classroom teacher is forwarded to the Homework Helper-master teacher upon
request, Edch time the tutor works with-a student data is recorded re-

lating to progress made. Therefore, data acquisition does not stop at

studeﬁt se'!ection, it is a continuing process.

c. Tutor- Selection

Students:who are recommended by counselors 'or teachrrs and who meet -
the following minimum requirements were considered for the Jle of tutor:

- Enrolled inninth grade or .above .

- At least 14 years old

- Socia]iy mature -

©

Pmﬂam Popu]ation

The original program proposal stated that the project would serve °

‘ about 168 students.

e 4

.
L]

3

After the student is enroiTed in the P(omewerk Helper program the

Information from the

-

During the: actual conduct of the program, however,
about 198 students 18% more. tnan the projected figure, were servéd. -

Tabl 6\1

Program PopuTation:

Students Master Teachers, Tutors, and Aides (March 1972)

School

Students Master-Teachers Tutors Aides
P.S. 15 . 23 1 12 2
P.S. 19 32 1 12 2
P.S. 61 35 1 12 2
P.S. 6% . 30 1 12 2
P.S.14 28 - 1 12 2
JHS 22 15 - 1 12 2
JHS ,56 35 1 12 .2
TOTALS : 198 7 " 83 14
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II. RELATED LITERATURE

- The use qf children in.teaching each: other dates back to the one room
school house where due to the  age differences between children the teacher
required o6lder students to teach the younger ones materiAl that they
themselves had already mastered.*  Today there has been rapid development
in this area resulting in the establishment of many federally and state
sub51dized‘probramsconcernih%ﬁhe effects of learning through teaching on
both tutor and tutee. Youth Tutofing Youth, a branch of New York's
Mobilization for-Youth Program where older children tutor younger children
in many academic areas has resulted amongst othgr things, reading gains of
6.0 months for the tutees and as much as 3.3.years for tutors (Riessman,.
Gartner and-Kohler, 1971). Tie.overwhelming success of this program has
promoted the development of similar programs in Philadelphia, Detroit, L.A.,
Washington D.C., Chicago and many other cities-across the country (Cloward,

1967; Thelen,- 1969; Hunter, 1968).

-~

Another program involves 68 children’from high school, junior high school- .
and elementary school tutoring and being tutored in areas ranging from sewing
‘to math and Latin vocabulary. Significant academic gains have been made by
the younger children in the program while greater class participation, greater
effort, extra work done, better attendance, greater attentiveness and more self

_respect has resulted in the behavior "of those doing, the tutoring (Riessman,

Gartner and Kohler, 1971).

The learning through teaching method has not only been promoted on the
primary and secondary levels but an the college level as well. Hunter, 1968,
used this approach-in a teacher training course at the undergraduate level.
College students, themselves -training to be teaghers, tutored ten year olds,
who in turn tutored seven year olds. This method, Hunter found, provided

. twice the number of students with tutoring aid; boosted the self esteem of

the older-students, gave assistance to regular classroom teachers and pro-
vided the college students with microcosmic learning. situations (Hunter,
-1368; Hunter 1968). . 4 S . -

While the tutees benefit academically from programs such as MFY and YTvY,

" " the tutors -not only make gains academically but they also obtain-a great

deal of social and emotionat benefits from learning through -teaching. By

. .reviewing and reformulating material in an attempt to teach’ the younger stu-

dent, the tutor is not only reinforcing concepts previously learned, but also

he is Jlearning to organize facts in a new way and to-seek out the basic struc-
ture of the material which qften results in a better understanding of ‘tifk :
material for himself.. However, even more important than these cognitive’
developments is the social and emotional ‘progress obtained from learning

through teaching. LTT helps to bufld the self ego, respect and confidence

of the older students, especially those who -haven't themselves experienced

much, if any, suCcess in school. The special and high status of being a

tutor is also often a major incentive for these students. Another bemefit

of a learning through teaching program is that the tutor can become better

' ‘“adjusted, develop a sense.of responsibility, of seriousness of purpose, of
greater motivity, of better uriderstanding of individual differences.

* Montessori also furthered the method in the directioh o? learning through
exploration and discovery and eventually promoted the idea of learning
through teaching. ) :
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III. METHOD . | - \
. . & * ; . \
' ' o A. Achievement . ‘ S v l
' ° pefropo!itan Actiievement Test (Reading) scores were collected . \ l
from school records on a pre (Spring;, 1971) and post (Spring, 1872) . L
basis. Grade equivalent scores were used'in a correlated "t" test of v
the following hypothesis: . - - , L \
1. Students receiving tutorial services will attain reading )

achievenent ‘scores significantly greater {alpha = .05 one-tajled) .
* than scores they attained dung the previous year. of school K _\
attendance. . : , . ’
The record cards of students being tutored were reviewed to determine
. those-who were and were not promoted a grade within the system. A pre-set )
A level aof acteptance was-used as a test base as described in the following
- hypothesis: . ! .
2. Seventy (70) percent of the students receiving tutoring ,
will be promoted to the next grade. _
. . ' 4
B. Attendance .
Attendance data for hoth tutors and students served by the Homework
Helper Program were collected for the 1971 and 1972 school years. Correlated
"t" tests were spplied (alpha = .05 one-tailed) to test the following
hypothesis: ~° - . . . .
. 3. Students receiving tutoring will demonstrate higher average .
attendance in the 1971-72 school.year than in the previous year (1970-71),

"4, Tutors employed in the Homework Helper Program will demoristrate
higher average attenance in the 1971-72 school year than in the » »
" previous year (1970-71). o

B ’ R 4

J C. Parent Responses ‘ ' - T

A parent questionnaire was prepared by the program director and sent
home with students receiving the zervice (see Appendix A). A random sample
.(N=50) of 18 percent of the respondents was taken to provide a basis for a

.. descriptive analysis of parental perceptions of the program.

13

. . ’
In addition, site visits anu interviews with the Project Director,

master teachers, and tutors were conducted. .

£ . .




Iv. RESULTS
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Table 2

Pre and Post Metropoliten Achievement Test {(Reading)
Grade Equivalent Scores: Students Receiving Service

o

Variable 4 N » Mean SD - t

- Reading Score

(May, 1971) .. 208 3,749 1.628

. 'Reading Score v
(May, 1972) 208 5.082 3.771

5.630*

* Statistically significant at .05 level or beyond

Results shown in Table 2 support the intended outcome o% this project.
Students showed an average growth of 1.33 years in reading achievement

-over the duration of the project. Post scores were significantly higher
" than pre in.a statistical sensé. A greater variability of post scores

reflected in the higher SD value demonstrates a widening of within-group
achievement differences. This points to a differential in effectiveness
according to recipient of the gervice.

Table 3 .
xProportioﬁ of Students Roceiving HHP Service ' .
' Who Were Promoted  (1972) = °

pas——

Category . . . N %

é

* promoted o 193 .\ 91.46

Retained 3 - 18 . -7 8,54

3

It héd beeﬁ*stated in the oriyinal proposal that a seventy (70) - percent
promotion record would be cnsidered positive evidence of attainment of
program objectives. Table 3'shows that this rate was exceeded by 21.46
percent. cp ° . : . .

. v
/




¢ «  Table 4 . ,
Attendance Results for Students Receiving HHP Servides : -
. (N=233) -
* '.

Variable ' X SO & N\ug ' .
Days Absent 1970-71 10,17 . . 8.81 ‘ R
Days Absert .1971-72 6.91 . 1.05 © 6.,91% X
* Statistically significant at the .05 level or beyond \ *

A statisticalf} significant droﬁ 1n'ab§énteefsm rate was noted among

. the recipients of the service. The absolute mean difference wds 3.26

days. Evidence of the attainment of a program objective is provided
by ‘this data. R — ' .

. + Table 5 ‘ R ' .
) . - . . .
Yeomparison Between AVerage Report Card Markings '
(1970-71 and 1971-72 school 'years)
For Tutors in the HHP (N=72)

. O
Variable . CXe . SD ng N
Average Report Card o
Grades?(lQZO-Zl) 79.69 ‘ 9.06
Average éeport Card ) ,
Grades (1971-72) 82.90 . 6.29 G.32% , :
* Statistically significant at the .05 Jlevel or beyond (;

Table 5 shows that average report card ratings by teachers for tutors
in the HHP improved from 79.9 percent to 82.9 percent .during the year of
the program. Reflected here is both a prgbable change in performance but
also a noticeable change since teachers take into account a number of factors
when awarding grades in school- subjects. It is likely that some positive
behavioral changes also accompanied functioning as a tutor. No direct ¥
evidence was collected relevant to this, however,

L4
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Table 6
N Attendance Results for Tutdrs in the HHP Program
(N=75)
Variable X . L I " !
Days Absent 1970-71 * ° 8.7%6 -  10.77 .
Days .Absent 1971-72 4.39 - 4,67 4,14+

L

S g

* Statistically significant at the .05 Jevel c¢r beyond
Attendance results for tutors' parallel those recorded for recipients - .
- of the service. In both cases, attendance was' improved on the average
during the project year. For the tutors, a decrease of about four days ’
in absenteeism was noted. Mean attendance rates were significantly
. higher (statistically) during the current year. The data, hewever,
again supports the-contention that the program attained certain basic
. : objectives that were initially set forth.

Parer %,  uestionnaire Data :

L4

The following table sumaarizes dichotomous responses of parents and.
students receiving futorial assistance to a number of questions concerning
their impressions of their chiic s prcgress during the program, .

g Table 7 ’ -
» f‘ Y Y
Percentage of Parents Resppnding Favorabiy to Questions h
Comcerning Their Child's Progress in Program ~ (N=50)
Item g Responding Favorab]}
h |
1. Does he/she like to attend the - ' > o
’ - - Homework Helper Program? : " .98
- 2. Does he/she like his tutor? . 7.94
3. Does he/she talk about the ) - o
Homework Helper Program at home? ‘ .86
{ . 4. Has he/she shown any progress in his : -
school work since he has been atgtending Lo
this program? . 96 v
5. Does he/she think he/she will be .o
promoted? . .94
e 6. Does he/she believe t?at he/she ijs - - L "
: . doing better in school? o) .
‘IERJf: ‘ . ’ rin . ' ~ e
— - . {continuéd on next .page)




(continued from preceding page)

Item . ) % Responding Favorably - <

7. Does your child's attending the - ‘ |
‘program help you in any way? . .90 .
8. Has he/she improved in attendance? .88 ’ |
9. Has he/she improved in reading? | . .88 ! |
10. Has he/she improved in mathematics? .88 - ' ’ |
11. If there is a Homework Helper Program . |
next term, will you let him/her attend? .50 ‘ {
12. Do you ever visit the school? = ’ .78
13. Would you like-to visit the Homework : ‘

Helper Program? ° ‘ .80
14. Would you attend a meeting with other ' -
parents who have childrén attending the~——> _ .
Homework Helper-Program? s 72 , h
15. Would you join a Homework Helper Program 58 '

School Cammittee? : ' .

The data in the ‘above table supports the statemént that parents ° .
perceive their children as benefitting from the Homework Helper Program.
It should-be noted that even if one were to discount the effects of as-
.sumed response bias ( a reluctance for respondents to negatively evaluate - -
programs has been noted “n some sociological studies), parental responses
still are favorable to the program. : .

Some reluctance to participate directly in.the program is noticeable,
with only 58 percent of the parents expressing a willingness to join 2
Homework Helper Program School Committge. The lower incidence of favorable
responses to the question asking for a commitment to direct involvement in
contrast with evaluations of program impact would tend to be consistent with
observed parental behavior patterns. As such, this is evidence for the
validity of the questionnaire. ' “

Tutor Interviews

The tutor was a female who graduated from Washington Irving High School
and was-taking an accounting program at Manhattan Community College. She
- arrives at 3:00. At this time the students are having cookies and juice and
she meets them at 3:10. The tutor works with 3 students who first do their
homework and then they are given work in mathematics or English. In this
case, the tuter has been with the program for 3 years and she has worked with -
2 of the students for about 3 years. She first worked with these students in
the third grade and they are now in grade five. Even though she worked with
the two students for a few years she has not met their parents. The tutor
feels the supplies are adequate and by following a text she fs able to explain
lessons to her students. This .tutor attended the Homewgrk Helper Program
herself while in elementary school. ’ :

.
. ’
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The evaluator interviewed another le tutor, age 16. She is ' a high
schobl student in her Junior year at Washitfgton Irving High School. This
tutor started working for the program at age fourteen. Her tutor training
with the program has been concentrated in the area of perception and the
wnderstanding of relationships with-students and peers. She plans to con-
tinve with the program. Her salary is $1.75 per:Agur and her ‘only complaint
is that she feels underpaid. ‘ .

Her original plans were to study nurging, but her interésts have changed
since she became affiliated.with. the_Homework Helper Program,. Her new
vocational -goal is to enter:-the field of teaching. This demonstrates an
interesting factor involving the homéwork helper program because vocational
influence .may be a secondary benefit to tutors ‘even though this is not
an explicit goal of the program. She has met the parents of her students -
-and she feels a need for more materials. Her schedule calls for working
with two children on Tuesday and Thufsday and two other’ students on. Monday
and Wednesday. She finds it difficult to work with two children at the
same time. Her preference is for tutoring a sinyle student. She has been .
with one_student for two years. Sometimes teachers send her notes identify- -
ing select problems or sometimes she communicates with teachers in order
to relate how the students are progressing. ' ) .

Mas ter-Teacher Interi%ews

. One teacher had no specific problems although he needed additional supplies.
He has been with the program for five years and hé feels the foilowing has
been accomplished: ", ) . .

1. Students feel less pressure because they are helped with their home- ,
work... Some students get difficult assignments and they get easily
frustrated, but they know the Hogework Helper Program will atd them.
The master-teacher will often get ‘in touch with the classroom teacher
to discuss the assignments.
Students gain a sense of accomplishment. :
The program plays a remedial role. If students complete their home-
work, the tutors are directed tb help in reading and mathematics;
this work is closely supervised by the master-teacher, . .
4. The program contyributes to attitudinal changes. The tuter acts as
a go-between; g4g. ‘
Tedcher ~ tutor - péer
The tutor is almost a helping friend, but not quite that young; he
is also a teacher, but not quite that old. Besides attitudina’ changes
among students, the tutors also benefit because they are learning how
to motivate pupils. - '

[N N
o o

The only problem mentioned by this master-teacher is that bécauge the .
tutors themselves are quite young and have emntional or academic prob- -,
lems of their own they-need.close supervision. .

<

I -
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.The evaluator interviewed another mastér-teacher who concentrated on
reading disability problems. This master-teacher has had training in
‘remedial reading and he diagnoses the problem which contributes to the
student's academic disability. In evaluating the program the.-master teacher
felt that there should be no more than one student per tutor and more *
tutors .shorld be added to servige more Students. He feels that the goals
of the program are being reached and he d¢id not have any negative per-
ceptions. He feels-that tutors are also benefitting from the program and
he would like to add more visual training equipment .to the.program.

Iﬁtenview with Project Director

3

The Project Director perceives the program as having mes ke original .-
goals, 1f he could make two changes for next year he would: -
1. Request that two.college students be assigned to supervis!!iourt!an

* tutors. -The purpose is for someone to be there all the time to find
out how the tutors and students are performing. . The two college

students would be supervised by the master-teacher. - . 4
2. He would hire 14 year old tutors. The 16-18 year old group often

find other jobs for more money. By hirinj younger tutors, they -

should stay with the program longer, thus there would be more ex-

perienced tutors continuing with the program.

-

V. CONCLUSIONS AND RECOMMENDATIONS

= sne results obtained in the current evaluation are consistent with §
nurber of other findings cited in the related studies section of this report.
In brief, benefits for both tutors and recipients of the service werg noted.
Gain in academic achievement and attendance were chbserved along with parental
response favorable toward the program.: This evidence, along with interviews
and professional” judgements of the evaluator support the conclusion that the

project has attained the measureble objectives initially set forth,

The program has operated efficiently with no mejor brob1ems this year.
However, during the last few years the tutorial staff has declined from
15 per school to 12 per school due to budget reduction. ' ;o

Recommendations

1. The program is in need of more tutors because there are more applicants
for the program than can be accommodated. One school has a waiting
1ist of 155 students and some additional schools have requested that
a Homework Helper Program be,added to their grogram. The project
director 2lso estimated that some schools could use at least twenty
additional tutors. .

»
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~ 2. Master teachers should be informéd of the specifics of the
evaluation at the beginning of the year, There should be
a group meeting between the evaluator and the muster teachers
. regarding the evaluation.

3.° Parent involvement is uneven.' It might be kelpfdl if a city-
. wide parent handbook was developed. This handbook could in-

their involvement in the tutoring process.

clude resource materials for parents in order to faciiitate *

\

4, There sﬁpuld be a budgetary andcatié for apdio-visual equipment.

Some students could work with self-directed lzarning equipment.

This would increase the effectiye-use of tutor time,

5. The program should be re-cycled.
s ¢
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APPENDIX A

- RARENT QUESTIONNALRE e

" Homework Helper Program

" Dear Parent,

Your child has been attending the Homework Helger
Program from 3:00 to 5:00 P.M. for two ‘days each week. We would like
you to answer the following questions in order thatwe may be able to
evaluate your child’'s experience in the program. . o

’

o p ~ . PLEASE CHECK

N ~
1. Does hé/she like to attend the Homework
Helper ?m'g};g{n? ,‘ _ . -

2. Does hefshe like his tutar? .

-

{
";

R 3. Does he/she talk about the.Homework
Helper Program at home? e e .
. - . ' - ', c\‘ ol” T
' 4. Has he/she shown any progress in his school e
work since he has been attedfing the.program?- :

3 -

5. Does he/she think.he/she will be pro@ted?.
6. Does he/she believe that he/she is doing betger,

in school? o —— —
7. Does your child's gttending the Program help
T you in any wayl ‘ — .
Explain: .

8. Has he/she improved in attendance?
J 9. Has he/she improved in reading? -
10, Has he/she improved in mathematics?

il. If there is a Homem;rk _jelper Program next 't
. term, will you let him/her attend?

m——— rv—r

12. Do you ever visit the school? =~ =

w———— sasane

" 13, Would you 1'e to visit the Homework Helper Program?___ -

7 . 14, ould you attend a me ting with the other parepls
3 o who have children attgpding the Homework Helper ,
‘ EMC Program?. 4 : RN . o

— i 2 g
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4

school Corrgnittee?

L3

15. Would you:join a Homework Helper Progran

14

.~ .~ PLEASE CHECK
YES

N s e -

Thank you very much for your cooperation. .

Yours truly,

James H. Smith
Program Coordinator

NO

N
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I. PROGRAM DESCRIPTION

A. Qverview

This program was an innovative attempt to use theoretical knawledge
in the field of reading and perception and apply it-to a large number
of school children in District 1. By instructing. teachers in the use .

* -,of perceptual retraining techniques, the use of these techniques was

b

expanded for the three participating members of the Learning -Disorders
Unit to perhaps more than seventy five teachers who have received -
some instruction” in the use of these techniques.

The Ledrming Disorders Unit serves as a consultation service for
children in grades 1, 2 and 3 of the schools in District 1. Referrals
of children having difficulty in learning to read were initiated by ~
the teacher who wished to improve her effectiveness in working with

.the child. This referral was processed by the school guidance counselor,
_or other person designated by the principal, as the school's contact

with the Learning Disorders Unit. The services of the Learning Disorders.

Unit-were explained to the child's parents in a conference at schdol.

The parents were asked to gige-written consent to the seferral.
Diagnostic%%esting was pérformed in the child's school building

by the Learning Disorders Staff.* If, on the basis of these tests, the

perceptual stimilation approach appeared to be appropriate for the child,

further appointments were scheduled at the Learning Disorders Unit.

These appointménts attempted to ebtain neurological and psychological

data in addition to those aspects of ,1anguage, cognitive and perceptual

functioning which are involved in learning to read. These data were

used as the basis for an individual program of remediation, tailored

to the child's needs. The basic teaching approach is that of per-

ceptual stimulation of deficit areas, on a one-to-one basis between - 2

a teacher and student.

The purpose of these methods i$ to enhance the neurophysid]oéical

~ maturation of those functions needed for reading, This approach postu-

lates that a total remedial program would include teaching at three

Jevels: (1) an‘accuracy level to develop accuracy of perception

within a given modality, (2) an intermodal level to relate two or .
more pefceptual modalities, (3) a verbal level to insure the transfer
of perceptual skills to the learning of the language arts. Training .
techniques at the accuracy level are directed toward deficits revealed
in perception of visual, auditory, tactile, and kinesthetic stimuli and
in awareness of body orientation in space. Teaching utilizes a single
channel input, before attempting to teach .intermodal relationships.

The priorities are based on previously standardizéd performance norms
gathered by the lLanguage Research Unit in several ydars of study of

_primary school children. -

* Two teachers and a psychologist from the Learning Disorders Unit, A
a teacher from P.S. 61 and volunteers.
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T.aching proceeds through’ three stages: (1) a matching-discrimination
stage, (2) a copying stage, (3) a recall stage. Each step was mastered
. before the next step was taken, 1f this was di fficult at any stage,
cues within the same modality were offered. There was immediate feed-
back (always within the same modality) so that the child was immediately
aware of the progress he waé making. " .

A pool of techniques was _collated in an instruction manual which
describes the purpose, materials, proceduré, and master criteria for
each retraining technique. Not every technique was appropriate or
necessary for each child, however, and the methods in the manual were
i11ustrative of the kinds of procedures which have proved effective. .
One expectation of the program was that during the trainggg process,
teachers would leam how to devise new technigues or to mddify est-
ablished ones to meet the child's learning needs and to apply techniques
to groups.

-

The perceptual retraining activities were done in his own school
‘by the participating teacher. Teaching supervisors from the Learning
Disorder Unit's staff interpreted diagnostic findings, planned teaching
priorities and demonstrated teaching techniques in their visits to
the child's school. The participating teacher kept records of her
work with the child so that she could discuss progress wWith the teaching
supervisor during the school visits. The teacher-aide assisted the
supervising teacher and covered the participating teacher's class
dur}ng conferences with the teachers from the Learning Disorders Unit
staff. '

B. Remediation Activities at P.S. 6% ~ ~

Each child in the’ first grade of P.S. 61 has been studied by the
supervising teacher, This study was done with the examination battery
devised and refined by means of ‘computer analysis to detect potential
reading disab’lity.  The “search” battery examination, done only with
the parents' consent, was conducted at the school and it took approx-
imately 40 minutes 'for each child.” Where indicated,- further clinical
study was done. These data were used as the basis for an individual
program of repediation, tailored to each child's needs. Decisions
concerning tie naturé of the":ggﬁdial program and the teaching prior-
ities were made in joint conferences of the Learning Disorders Unit
and target school staff, - N )

The basic teaching approach at P.S. 61 was that of perceptual
stimlation. It was done in a small classroom. Children needing
special training were seen individually or fnégpali groups for periods .
of 20-30 minutes each day. Teaching was done™fy a teacher from the
target school staff (funded under the .project) and with a supervisor
frgm the Learning Disorders Unit, working together in full time as-
signments in P.S. 61. These teachers also reviewed with the child's
classroom teacher the diagnostic findings -and remedial approaches in
school, necessary to ‘coordinate this program with the regular program

of each child. v

-y
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In addition, case conferences involving psychologist, psychiatrists,
teachers, social workers, were held under the auspices of the Learning
Disorders Unit. These conferences were used to review diagnoses, and
plan program for the children in the program. They were held in schools
and at New York University.Medical Center on an altermating procedure.

C. Testing Activities at P.S. 61 aid P:s. 15 ~- -

Two Echools were_moét directly invoived in this project, P.S. 61
- *where intensive testing and intervention occurred; and at P.S. 15
. where comparison testing was. conducted. -
At P.S. 15 one hundred and sixteen students were tested on the Search
Battery during the first part of the school year. The Gates-McGinitie =

reading tests were administeréd to a sample of about one hundred in June. .
In addtion, this same sample took the WRAT - Oral Reasoning’ test also
in June. : :

One hundred and twenty seven students at P.S. 61 were administered
the Search'Battery in the early periods.of the school year, and twenty
one were readministered the Search Battery in June. Similarly to P.S.
15, about one hundred students were tested on the Gates-McGinite reading
tests in June. ’ ‘

The tésting program was quite extensive and exceeded the expected num-
ber outlined in the Title I proposal. There were apparently fewer
studen®s. in- the intensive program at P.S. 61 than were planned for in

* the original proposal. Forty first grade students were expected to
participate, while only twenty one participated for the full year..

I1. METHODS AND PROCEDURES + . .

g After discussions with the staff from the Learning Disorders Unit,
New York University Medical School, it was clear that the original
evaluation design needed to be modified. The following are the revised
objectives and procedures : _ ‘

v « Evaluyation Objective 1:

~

To asseés-whether students participating in thé intensive first
grade program at P.S. 61 will attain significantly higher reading scores
* at the terminagjon of the program than a non-serviced control sample. y

The samples consisted of all firs¢ grade children at P.S. 61 who
are attending consistently the percepfual retraining program, and a
control first grade at P.S. 15, who weke matched in age with the
P.S. 61 group. .

AN sample children were pretested with the Search Battery and R
post-tested yith the Gates-McGinitie reading test, and Search Battery.




Statistical comparisons were made between intervention and control
groups on al) relevant variables. -In additiom, the Search Battery
variables were combined with the program variables in a multiple
regression analysis with ‘the post-test reading scores as the dependent
variable. The hypothesis tested was that the beta weight for inter-
vention and control condition would be non-zero, i.e. that after all
the influence of the other predictorswas removed, the experiment
would influence the reading scores of the sample children.

The pretest Search.Battery was administered in the fall and spring
and the Gates McGinitie was administered in June. '

—— e o o st o

Evaluation Objective 2:

* To assess whether teachers trained in this program will attain
greater proficiency in diagnosing reading disabilities. '

There were ‘Over seventy teachers who received training in diagnosis
by the Learning Disorders Unit staff. The two supervising teachers and
the clinical director develaped a diagnosis proficiency examination.

This examination focuséd on skills needed-to accurately identify children
with reading disorders, and to identify appropriate remedial procedures-
The teachers scores on the two administrations were analyzed by a "t" _

ratio of correlated samples. } L \

\
-

I11.RESULTS . L

Several discrete events must occur if the Prevention and Remediation
Program'is to be successful in influencing students' reading achievement.
First, the perceptual deficits which are hypothetically implicated. in
students' readipg failure must be yalidly measured. Secondly, the per-
.ceptual retraining program must influence performance on thesetperceptual
variables, i.e. students must-actually ‘improve in their performance
to some optimal level. Finally, these changes must’/lead to changes in
. reading achievement. This ‘evaluation is an atiempt discover whether
some of these events have occurred. K

The first event cannot be fully examined in this evaluatiomy
Some evidence from previous'studies by

the Language kesearcn Unit seems to inc’cate that these perceptual var-
jables are stable and ‘their testing procedures are quite re}iable.

) A. Perceptual_écg!e Changes of Interven;ioﬁ Group

The second event can be partially analyzed from data supplied by the
Language Research Unit on perceptual testing of students in the first grade
at P.S. 61. Perceptual Scores were collected on twenty two students at
the beginning and end of the school term. The results of this testingis
presented in Table 1. . :

o
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Table 1

\Mgans Standard Deviations and Correlated t Ratios of Students |

N
~
~.
~

~

on Search Battery Tests 1971-72

~. ° .
- Pre-test — . Post-test CTorrelated
Perceptual Test ™~ mean S.D. mean -S.0D. t ratio =
Koppitz Bender 14}2%\ 3.98 18.55 2.70 . 6.14*
Rate Sequencing 1.1~ 1.20 5.95 2.65 9:43*
Lamb Chops Matching 4.62 2.38 7.48 T .93 5.96*
~ Lamb Chops Recall 2.67 1.49 -7y S 1.80 5.37*
Intermodal Dictation J1 1.82 6.38 4.14 6.55* .
Monroe Auitory : . A ‘ .
Discrimination 13.33 3.83 17.81 A1 6.43*
Articulation - 32,05 2.14 43.05 6.78 6.56%
WRAT-Oral Reasoring . .49 .49 1.88 599 8.3 ”

* Significant a

These mean score changes are strong evidence that the perceptua]
retraining program is improving the performance of P.S. 61 first grade
students on these perceptual variables, although the possibilities of

t the .05 level, one tailed test

’

a strdng\testing effect cannot be discounted entirely.

B. Readingghchievement of Intervent?on and Control Sample

A sample of children at P. S. 15 were selected from the total first
grade population and were matched {n age to the P.S. 61 sample.

\

They

vere a}so tested on the Gates-McGinitie battery at the end of the school
term. - The mean scores of the intervention and control sample are presented
in Table 2, along with the .post-test scores on the wide range achievemeu;

test.

Table2 o

Means and Standard Deviations of Gates-ﬁceinitie Subtests of

Intervention and Control Students
[

Gates-McGinitie Intervention- - ~ Control

Subtests . Mean 9 S.D. Mean S.D. t ratio
Visual Discrimination " 21.00 3.42 18.5% 6.54 1.50
Auditory Discrimination 18.4% . 2.35 17.23 2.89 1.49
Blending 9 10.10 . 3.35 6.90 2,62 3.45%
Vocabulary 20.55 11.29 15.86 6.46 1.67
WRAT 1.88 .99 1.33 , .34 2.45*

* Significant a

t .05 level, two tailed .
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While.the performance of the intervention sample exégzéad that of
‘ the control sample on all reading tests, the difference was statistically
significant only for the WRAT-Oral Reasoning and the Blending tests. These
di fferences moreover cannot be attributed to characteristics of the
intervention and .control samples prior to intervention procedures. The
pretest perceptual scores of both groups were analyzed and the control
group attained higher scores on all but two of the Search Battery scores.
These two were the Intermodal Dictation 3nd the Articulation tests. On.
- the most logically related score, the Oral Reasoning test of the Wide ~
Range Achievement Test, the pretest score of the control sample was sub-
staptially higher than that of the intervention group. ° .

C. Relationships of Reading Scores to Changes in Perceptual Battery Scores

¢

To 2ssess whether changes in the perceptual Battery variables were
asspciated with reading achievement, correlations were computed between
the Gatesw-McGinitie subteSt and Search Battery change scores. A more °
complete analysis would have.been the relationship of change in per-
ceptual variables to change in measured reading achievement. The Gates-
McGinitie however was not administered at the beginning of.the school
term and this analysis was not possible., The present analysis yields
some evidence that these perceptual score increases are associcted with
end-term réading achievement. These correiations are presented in Table 3.

Table 3 ”

Correlations of Search Battery Change Scores with
Gates-McGinitie Subtest Scores

o . Gates-McGinitie —~ ¢
Search Battery Variable Vis. Disc.” Aud. Disc. Blending Vocab.
- . o

Koppitz Bender .020 -.099 -.048 - -.36
‘Rote Sequencing . - .395 206 .554 .654
Lamb Chops Matching -.371 - -. 342 -.193 -.322
Lamb Chops Recall .185 .163 T .442 .418
Intermodal Dictatiggs ‘ .387 .460 .691 577
Monroe Auditory : . .

JDiscrimination -.620 - -.086 -.288 -.231
Articulation -.086 -.408 -.148 -.259
WRAT-Oral Reasoning .426 .489 .543 ?;8

The pattern of correlations by itsélf does not indicate that changes
in perceptual vardables are associated highly with end-term achievement.
Fifteen of the correlations are negative, which would seem to lead to a
conclusion that change is’a negative factor. The Lamb Chops Matching,
the “Monroe Auditory Discrimination and the Articulation test have negative
relationships with all\Gates-McGinitie subtests, while the Koppitz Bender
has a negative relationship with three of the four subtests. .Very high s
positive relationships occur between the Intermodal Dictation-and the
WRAT-Oral Reasoning tests and the subtest scores of the Gates-McGinitie. ..
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An examination of the actual performarce of these students leads to
a different conclusion than that pofitive change is a negative factor.
Each of the Search Battery subtests which related negatively had ¢eiling
scores which were reached by $everal Students. 1In addition, the students
who attained the ceiling scores had very high scores on the pretesting -
administration of the test. This meant either that the tests infplved were
not sensitive at the upper level and real change could*not be measured, or
that a gain in score at the upper level-was indicative of greater real
‘ per#brmancgeincrease, than a gain in score at the lower level, For this
- evaluation study the meaning is quite clear.- Changes in Search Battery
performance was positively.and substantially related to higher reading
achievement at the end of fhe,school term, and ‘this fact givas great
credulity to the validity of the perceptual retraining program. What is
even more surprising was that these highly positive relationships occur
between teadéng variable and gain Scoregys when gain scores are usually
quite unreliable. This unreliability ordinarily attenuates the .correlation
between two variables, N -

" D. Teacher Performange on the Diagnostic Test

One of the major facets of the Prevention and Remediation Program is
the training of teachers in the use of the methodology for perceptual de-
velopment. This training focuses both on the theoretical basis and “its
practical application in a school setting. To assess whether this training

:has infludnced the teachers' knowledge of these techniquesf a twenty five
ftem test was developed by the N.Y.U. Learniog Disorders Unit staff, and
was 'administered to teachers twice durifc ‘the school year.

.o There were ninety four teachers who participated in the program on
some basis, and sixty nine of these were present a: both testing periods.

The mean score for the pretest was 12.91 and 17.85 for the post-test.
A statistical comparison yielded a highly significant correlatdd t ratio
of 12.23. This yields strong evidence that the feacher training program
is very effective. . v Y

A}

E. Consultative and Case Conference Activity

The Learming Disorders carried out several activites in conjunction
with their perceptual stimulatign activity. .Although only 22 students formed
the nucléus of the intervefition group, seventy one new referrals were ex-
amined from the fourteen piérticipating schools. These referrals were tested
on the Search Battery or were examined with other psychiatric or neuro-
logical techniques. The ninety five teachers who participated to any extent
in the prevention.and remediat{on activities, met for over one thousand-
times with the Leaming Disorders Unit staff. These ninety five teachers
were serving one hundred and twenty nime.students.

In addition to the extensive ®teacher trainimg activities, the Learning
Disorders Unit sponsored sixty case conferences. Many of these were major,
involving psychiatrists, psychologis-, teachers and other school personnel,
while others involved smaller groups with a more limited scope and purpose.
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The amount of &esting, diagnosis -and planning is quite extensive .
and its impact_can be expected to'be even greater in the future as these e .
teachers* generate new teaching procedures in their classrooms.

. »
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IV. SUMMARY ‘ T

The Prevention and Renediation Frogram was a highly professionail s
endeavor which was conducted with excellent rapport between the N,Y.U. :
staff a the partitipating teachers, and the students. Although the .  _
goal of serving intensively forty first grade students st P.S. 6iwas = 7
not fully met, the goals of teacher training and consultation activity
were exceeded by a wide margin. In so doing, student participation
was even greater than expected.

The study(Bf'student achievement in reading, fo1lowing the school yea~
Prevention and Remediation Program strongly suggests that: (1) the per-
ceptual stimulation activity leads to real change in student perceptual
deficits (2) that elimination of -these percaptual deficits leads to
higher student reading achievement. Because this is'the crux of the
whole program, it is recormended that the program be éxpanded so that
8 larger more comprehensive study of its efYEcts can be made..

A larger study {s-nepded with more rontrol &f bias Because scme :
features of the program may be responsible for .the results obtained. Y .
R . ‘ - ",', -
* The intensive test-like atmosphere which fs mgintained in the remedial ¥
activity mey lead to higher reading~§est scores without real corresponding -~
changes in student reading achievement. ,This test sophistication may lead

to both higher perceptual testing scores, and to higher reading achieve-

. ment scores. Controlg can be buiit into the procedures to assure that

al] comparison groups receive equal amounts of testing time.

Finally, it is recommended that the case conferences be more structured _

- and pre-planned. Several members of the teaching, guidance, and psychology ¥

staffs in the public schools atbend these sessicas. The purpose of. and
usefulness of these confererices for all these individuals should be
ascertained. For persons completely familiar with the theory and method-
ology the administrative staff of the project could pérkaps plan more
compreéhensive conferences, ones in which actual testing was not done, but
ones  in-which more cases were handled. This is perhaps a minor criticism,
but the presence of fifteen to twenty professionals at saveral two and
three hour sessions should be justified. )

The conclusion of this evaluetion is that this program is a highly
beneficial program for the District 1 school system, and has high payoff ©
for tre monies expended. 1t {is recommended tharefore that the program
be expanded and modified slighly for the reasons stated above. )

Va
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Case Studies For Yeacher i;%fning - ) ~
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Case Studies

Learning Disorders Unit . . )
New York University School of Medicine ¥

Joyce Sisters is a well built nine~year-o!d girl who is verbal and
alert. She has difficulty playing Simon Sez, Cats Cradle and the Hokey
Pokey. The art teacher reports that Joyce has difficuity drawing people
even though her portraits show all facial features and dody parts. The
body however, leans- toward the left.and arms emerge from ‘the-chést -rather
than the shoulders. In sewing group, her teacher wanted to borrow-a pen,
but Joyce handed her a pin, She told her teacher that she wahited to leamn
“shocray"” instead of saying “crvochet". Joyce also had trouble remembering
the order or routine in the classroom. in her reading she substitues
“pan” for “nap” and "1ine” for "home",

Goldie Bugle is 3 petite ten-year-old girl who seems shy and quiet.
She can copy & squate vul finds it impossivie to draw & iriangie. Goldie
listens to her teacher when she tells her to go to the blackboard and
draw a circle. She, however, finds it too difficult to follew more
complex commands.™ Goldie knows a coupie of sight words, but cannot re
member how to write hér full name. When writing, she holds her penci .
in 3 tight fist grip. Her drawing of a person is a head with two dots . * -
for eyes and a line for 3 mouth. Jwo sticks extend out of the head
representing arms, W Goldie s teacher asked her hos a peach and
apple were alike, she s d"

—

4
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Learming Disorder Unit

Department of Psychiatry

Hew York-University Medical Center . . :
560 First- Avenue - Millhduser Lab ¢ Cod
New York, New York .

M & M Test of Diagnostic Teaching Skills

Please blacken the correct response on the separate answer sheet BNLY.,

. A

Question§ 1~13 are based on the following four rases.

[

Case A. Speero A, is a small, well-cared for, eight year old' boy

- whose speech is garbled and difficult to understand. He can perform

two-part commands, and he’can copy a circle well. He, however, reunds
off. the cormers when drawing a squaren He knows several letter -names,
but he cannot remember how to write his He holds his pencilaﬁdﬁ'
tween his index.and third finger when he writes. His drewing of 2 -~ ‘
person is a head with lines extended for arms and legs.

-4

-

Case B. Mouth Mitchell is a talkative eight year old girl, who often

tells her teacher about the children wanting to take her pencils. She

writes with her right hand, sucks her left thumb and kicks alternatively
with'her left and right feet. Questions must be repeated several times
before Mouth responds with an answer that is related. For example, "What -
did you eat for breakfast?" was answered first with "Billy hit me.", then

- after-repetition with "I hate him" and finally with' “Ch, eggs." In her

reading she substitutes such words as “sick™ for "nice™, and cut" for
" &“’eep“ . * M

>

. Case C. 'Rap X. is a tall, slim eight year old boy, who is quiet and
draws well  His portraits of people are detailed, but on a slant. He
writes and .raws with his 'left hand, however he sometimes confuses left
and right. In his_speech he substitutes “aminal" for “animal" and
"pisghetti” for "spaghegti". He has trouble remembering the order that

~things happen. In reading, Rap substitutes "pat" for "tap" and "here"
for "home", Rap is noted to be restless during his reading period.

Case D. - Millhouse is a chubby-looking, well-coordinated eight year
old boy, whom the teacher reports has mixed-dominance. He draws and throws

“ with his right hand but crosses his left thumb over his right, when folding

his hands. He is well-behavgdedpd very quiet. He looks directly at the
teacher when she speaky to &gt often doesn't respond to directions
unless the teacher deﬁgnst Rlésc o¥is speech is poor and he says "I ee oo"
for "I see you" and "1'on oh bahqod” for "1 want to go.te the bathroom”.
He doesn't participate in any reading groyp, but does well in penmanship.
He does significantly better on performance tasks than on verbal ones.

.-/' .
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M & M Test of Diagnostic Teaching Skills
Medical tenter

New York University

1.

. 560 First Avenue, New York

The Casé that would be.most appropriate for referral to a learning

- disability clinic would be

‘A. Case A
B, Case B :
C. Case C . N
D. Case D
_ The tasks that Case A performs are >

A. appropriate to his chronological age level.
B. .below’his chronological age-level.
C. above his chronological age level.
D.—-nat_indicative of his functioning.

-

. Case A's drawing of a person indicated .

B. emotigHal difficulties.
C. poorivisug-motor coordination. ) , ‘
D. . organicity. .

A. immatg;; body " image.

P

Case A's pencil g?i/p

A. hinders his handwriting.

B. reflects emotional problems.
C. indicates organicity.

D. 1i% not important_to note.

The description of handedness and footedness in Cases B and D
demonstrates '

A. lack of established cerebral dominance. -
B: confused cerebral dominance.

C. nothing in regard to cerebral dominance.
D. fluctuating cerebral dominance.

In Case B the repetition of questioning could indicate poor
)
A. auditory organic development. .

B. auditory acuity.
C. auditory discrimination.
D. auditory focusing.

[N

Case B's reading error "cut" for "sleep"’indicates confusion in

A. association, -
B. sequencing.

C. figure-ground.

D.  configuration. -

k3




M & M Test of Diaﬂnostic Teaching Skills
New York University Medical Center
560 First Avenue, New York 4

8. TCase C's reading error "pat" for “tap" indicates confusion in

A. association.

B. sequencing.

C. figure-ground.

D. configuration. °

Case C's reading error "here" for "home" indicates confusion in

A. association.
B. sequencing.

C. figure-ground.
D. configuration.

-

Case C's artistic ability ‘indicated a child with

good potential,

emotional problems. .

artistic. talent. )

an equilibrium disorder, .

Articulation in Case’C dé'ﬁ)onstrates poor auditory -

A. discrimination.
B. sequencing.’

‘C. memory.

D. " acuity. .

Articulation as demonstrated by Case D mainly shows problems in
audifory ° . .

A. discrimination.

B. sequencing.

C. memory. ]

D. acuity. "

Case D's lack of response to his teacher's directions could indicate
poor auditory :

A. focusingw
- B, acuity.
-C. discrimination..
D. organicity. )
Bernadette D. has good visual perception and -poor auditory discrimination.
A teaching plan for Bernadette should stress -

3

‘A, a visual apégach to reading.

visual sequencing and memory tasks.
auditory discrimination tasks.
a-sound-symbol approach to reading.
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M & M Test of Diagnostic Teaching Skills

*New York University Medical Center

560 First Avenue, New York

15.

16.

Cerebral dominance can be most centra’iy determined by hah&edness and

A.. footedness

B. eyedness. .

C. thumb overlay 1n hand clasp.
D. arm e]evat1g§ ’

»

-

"Mrs. Kate Mallet, a first grade teacher can help children in her

;}hss who confuse left and right by p]aying Simon Sez as .

A, she faces the class, moving body parts on the same side as

IZ.

18.

19.

20,

the children.

B. she faces the class, movxng body parts on the opposite side
as the children.

C. she has her back to the c]ass moving body parts on the same
side as the children.

D. she has her back to the class, moving body parts on the
opposite side as the chlldren.

Nina Hershfield has a figure-ground prob]em. The best task for,
her would be working with - -

A. parquetry. ’
B. mazes. '

C. puzzles. ,

D. pegboard. ) o ) IR

Ydko Nono has an aud1tory discrimination prob]em. The best task
for her would be '

A. oral reading of words that differ in one phoneme. a

B.. oral reading of words that differ in severa] phonemes.

C. 1istening and choosing words -that differ in one phoneme.

D. Tlistening and choosing words that differ in several phonemes.

Ringo R. Rats, a six year ©1d, has a severe auditory- sequencing probfem.
The best task”to begin him with would be

A, buzzer board with child ]1sten1ng and imitating short and
long sounds. .

B. learning songs and nursery rhymes.

C. learning the sequence of the alphabet.

D. buzzer board with the child imitating only long sounds.

Miss Noitall knows when a child has mastered a task when he gets
it right

sy

3

A. one time.

B. five times in one session. . .
C. four times daily for two sessions. -
D. three times daily for three sessions.
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. D. sound-symbol. -

v .

M & M Test of Diagnostic Teaching Skills
New York University Medical Center

560 First Avenue, New York

21. Henri- Mateus has a spatial orientation probliem. The best task for
remediation would be

A. ‘pegboard. -
"B. puzzles. . .
. C. Jjacks. . .
D. Tlotto. - -
22. Jackson-Polrack has a visue-motor coordination problem and has not
yet established cerebral dominance. The best remedial technique
+  for him would be . :

A. rhythmic writing.
B. crawling activities.
. C. using the balance beam.
D. proprioceptive facilitation. .

. 23._Pablo Spicaso has a problem displacing body parts when he draws.
A godd technique to begin remediation would be

. 00 A .
“ oo Av{féﬁttﬁng'out paper dolls.

B, ““assembling mannequin puzzles.

vima .~ €0 drawing mirror portraits.
T 7 .7 D, drawWing shapes. - ®

24. Mr. Horton Dyslexia has -a few Ohildren with learning disabilities in
his class. The best method to teach reading would be

\ . . .
. A. the approach that stresses configuration.
B. multi-perceptual modalities (VAKT)..
C. basal readers.

?

25. Steph 0. §&mbo1ia has a specific learning disabilify. He would
be best evaluated by

A. an optometrist.

B. an audiologist. .
C. & school psychalogist. e
D. a pediatrician. .
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"'~ 1. PROGRAM OBJECTIVE »

The Young Audience Program was provided to all District 1 schools.
Each program was designed to be conducted as assembly programs or in
similar settings, i.e., classrooms, instrumental workshops, or experi-
mental projects, depending on the particualr needs of the school. The
program’s emphasis was on audience participation. This was implemented
through a “djalggue" approach, designed to lead children to listen anhd
then to verbalize their reactions.

The New York Committee of Young Audiences contacted the schools to
set up schedules of visits and to establish a format designed to meet
most effectively the needs of each school. The District.paid for 3
programs in each of 8 participating schools. Theé remaining 8 District
schools were similarly serviced through funds matched by the Young
Audiences Committee. :

.

Approximately 400 children per school participated in the program.
They were supposed to be prepared for their musical experience with the
help of the booklet entitled "!deas for ‘Before the Concert". Théy were
also to be exposed to follow-up experiences after the concert.

I1. PROGRAM OBJECTIVE . BEHAVIORAL

1. Seventy percent of the children participating in the programs
will indicate an interest in attending additional programs in

public cultural centers in New York City. .
ITT.EVALUATION OBJECTIVE

A%

1. To determine whether 70% of a 25% random sample of program
participants in each school indicate an interest in attending
additional programs as ascertained by their responses to a
questisnnaire. .

IV. METHODS AND PROCEDURES , ‘

At the beginning of the evaluation we distributed questionﬁaires to

25% of the program participants in each school, raindomly selected on a

class basis (i.e., of 8 classes attending a concert, two would receive
questionnaires). The questionnaire was designed by TLRC in conjunction -

~with the program coordinator. Since we had been informed thai the pro-

gram participants were primarily 4th graders, many: with readin? and
writing problems’, we designed a simple’'3 item questionnaire See

Appendix A), . C A

e

Another part of the evaluation consisted of program observations.
An account of a sample program was given in the interim report of February

15th. A schedule of visits-to the programs appears in Appendix B.

<
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JTABLE I: Results of the Young Audiences Questionnaire in 5 Schools in

N

V. MODIFICATIONS OF THE EVALUATION DESIGN'

v . '
'Due'1% the overwheimingly positive résponses to the concerts as
evidenced by the questionnaire responses we decided-that\further ad-

. ministrations were unnecessary. The results of the ques:

Nonnaire are
reported below in Table I of Section VI (Resu]ts). ‘\\\\::

In abandoning our focus ‘on the children's fesponses to the program,
we decided to focus instead on the nature of preparation for - follow-
up of the programs. To this end wé chose a sample of scheols at random
and interviewed the personnel {h each sample school responsible for
coordination of the programs in.his school. Personnel were interviewed
gn]P.S.ls, 20 and 61. The results of these interviews are reported

elow. ™ : '

N

VI. RESULTS OF THE EVALUATION' : v T

"A. Questionnaire Results *

»

Table I below, reports the questionnaire results. ) -

District 1. ’

Public School 63 15 ., 6l .20 97 °
T We5s N=66 =55 _ T N-48 N=28 >
e .t 1 V() N(Z)] Y(%) N(%) Y(%) M%) [Y(X)AN(%) Y(%) N{(%)
Question #1 55 | - 65 1 | s |-y 47'! 1 ..28 |-
(100%) (98.5%)(1.5%) ! (100%) 98%) (22) (100%)
Question #2 . 55 | -.| 61 5 - 52 L3 {42 |5 27 -l
, (100%) | 1.(s2.4%)(7.62) . (94.5%){(5.5%](91.8%)(8.2%)(96.5%) (3.5%)
Question #3 55 | - 65 | 1 145 13 1es -

1 54
; (100%) (98.5%)r1.5%) i (98;2%)r1.8% (93.75)(6.3%)(I00%i-

[ N i ] I

4 "

Clearly all schools sampled showed well above the 70% positive response
criterion of the ~-aluation design. This response was further confirmed in
observations of performances. By and large the chiidren were attentive,
enthusiastic and euger to participate. ’ .

5

B. Results of the Interviews

1. The first school was visited on April 14th. The interviewer spoke with
the music coordinator of the school, who also happened to be the only
music teacher in the school. He had been in charge of arrangements
for the Young Audience programs in this school for 3 or 4 years. This
entailed scheduling the programs, inviting classes to attend, planning
seating arrangements, as well as preparation for and -follow-up of each
program.

o d

Since Young Audiences specified that a maximum of 150 children.(approx-
imately 5 classes) attend the concerts in this school, third through
sixth grade classes were invited on a rotating basis to maximize ex-
posu;e. These always included the music ciass (a sixth grade class this
year). . o -




J

Young Audiences informed the school by mail of what each program .
would be. When the program was first introduced in the school, the
booklet “Ideas for Before the Concert" was given to the music co-
ordinator. He did not feel the need to use the booklet because of
his sound musical knowledge and his familiarity with Young Audiences.

-

However, he did say that he felt that the booklet is useful for

- teachers with little or no musical background.

A]though'the coordinator was unable to say whether preparation and -
follow-up was being done by the classroom teachers, he said that *
he went around to classes invited to the forthcoming concerts and

- gave @ 1esson on the fundamental musical concepts (e.g., softness,

Toudness, beat) relevant to the concert. Even if he couldn't get
to all the classes  in advance’, he.would enter the classes the day
of the concert and prepare the, children for what they were about
to hear and see.

In h?g own classes (he taught approximately 10 regular classes

aside from his music class? he attempted to correlate music with
reading skills and other curricular areas. For example, if he . !
gave Haydn's birthdate he wduld place him historically by having the P
class note that Haydn was a contemporary of George Washington. ;

»

_This year students at this school saw the String Quartet, the Brass

and String Quartet, and the Woodwind Quintet. Both the music co-
ordinator and the principal expressed the desire tc have more concerts.
(The coordinator mentioned that he would especially like to have the .
Vogal Group and the Percussion Group.) :

The' music coordinator, felt that the children should be exposed to
a broad range of musical experiences,, since just. being aware that
various kinds of music exist can enrich the child's understanding.
Once he is exposed to various types o(;music the child is free to

. decide which kinds he prefers, according to the coordinator. "He

also stressed that good follow-up- is cricial® to the children's music
appreciation, since a child may easily i rget a particular piecejof

music, but the concepts he learns in the tcllow-up stdy with him

much longer.

The musit coordinator further noted that he haq not one discipline
problem in the concerts. He attribyted this. to the careful planning

" of the concerts. The seatin% arrangements enabled all the children

to sit near the musicians. (They were seated in tiers on the stage, ¥
as well as in the first few rows of the auditorium and in chairs |

facing the musicians in between the stage and the auditorium seats.)
Because of this format, the atmosphere was unlike an assembly. Also,

the concerts themselves were highly structured. The coordinator

‘remarked that the :students participated very inteliigently when the

program called for it.

t . . : .

Both the music courdinatcr and the_principal of the school feit that

the musicians related well to the children and vice versa. They-lse
agreed that there should be more concerts in the school. The principal
stated that in-depth learning would be more tikely to occur it concerts
could be held more frequently in the school. \\
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The musi¢ coordinator said that he had suggested to Young
Audiences that they could save money and time thereby per-
forming more concerts and increasing their exposure, if the -
children came to them. He said that, while he appreciated
Young Audiences coming. to the school, he thought that, from
the viewpoint pf accommodating more students, traveling to

the schools is {he less efficient way to organize the con- .
certs. The music coordinator also noted that it would be
helpful to have a copy of the group's total repertoire a

‘month or so in advance of a concert so that the ¢children

could be prepared for specific piécés. He cautioned that
such a 1ist could be misused if a teacher played the pigces
so often that children became bored, but that if used in-
teiligently, such a list would be a boon to the curriculum.

_ Another school was visited April 17th. Since there was no

one designated as misic coordinator in thi¥ school, the in-
terviewer met with 'an assistant principal (the acting co-
ofdinator). His primary musical function in thigwschool is
heading the glee club. Although there is a music.teacher
for the lower grades in this-scheol, there is none for the
upper grades. - There is a band in the school.led by the
district coordinator. '

When asked who made arrangements for the ¢oncerts, the acting
coordinator replied that the district assigned the programs

and’ recommended dates. He himself invited all classes in grades
4-6 (approximately 375 children) to-attend each concert. He .
said he had never received preparation materi al{ of any kKin®
from Young Audiences. Teachers were therefore uUnable to pre-
pare children for the copcerts, since they were unfamiliar with
the contents of Young Audiences programs. However, the acting-

-

- cpordinator did request that teachers discuss music with their

classes, espacially in the context of some movies shown in school.
Otherwise, music is not incorporated into the curriculum in this
school, especially since there was no music cluster provided

this year. o ’ S
The programs shown in this ‘school -this year were: the Singing
Group (a capella), the Percussion Group, and the Brass Ensemble.
The acting coordinator said ha felt that the children: became
restless during the Singing Group's performance. He remarked"
that the repertoire, whieh included. Gregorian chants, was too
sophisticated for children of this age -group, Once thé children
became bored, discipline problems ensued. He said that the pri-

mary considerations of the-progsams: Should be to put on an en-
tertaining performance - to give a "good show". -

B
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3.% The last school was visited June 26th. The music teacher in * »
charge of arrangements was unavailable fgr interviewing, so ’
the assistant principal who supervised hér provided the in- : .
formation for the evaluation.’ . . .

She said the school had never received “Ideas for'Before the : '
Concert". She believed that such preparatory material was ,
unnecessary in this- school anywdy, since the school.is mus- :

.. ically oriented. She said that the.school had-an orchestra

- and a band led by the music teacher and a gym teacher along //
with the.district coordinator. . Children were able to take .
home_1instruments and they receive @ broad exposure to music ra
in ‘general. : . ) //

? Eleven classes, or at least 250 children from classes ¢n /.
- grades 4-6 (and the highest 3rd grade classes) attended each ’ ///

: concert. "All -thedmuséc classes saw the concerts and many.non- ’
music classes-were invited on a rotatgng basis. . ’

. Lhe concerts heard in this school were the Brass Quintet, the .
Opera, and the Jazz Ensemble. The assistant principal said
that the musicians seemed to relate easily to the students and
that all the programs had a good reception. Despite her
initial misgivings about the Opera program, it too, was quite
a Success

L vII. concwswus AND" chommomwns

1. In view of the overwhelmingly positive reponse (far exceeding
the 70% criterion) of the program participants to the ques-
tionnaire, it is recommended that the Young Audiences program
be re-cycled next year, «

/ 2. Yy discip]ine problems gould be avoided through creative

planning, as exemplified by the first school visited for
L interview. Schools who'used assembly formnats invariably:

‘ seemed to suffer from disryption, whereas there wad no . 1
problem in the above school, where space was imaginatively - ‘
utilized to seat tte chi]dren close to the musicians creafing
an intimate atmosplhiere. It is therefore recommended ‘tnat <
schoo@s make' greater efforts to plan suitable seating ar-
rangements for the concerts. - - ) '

L 3. Discipline problems also ,arise when programming is too
sophisticated for the children.* It is therefore recom-

mended that efforts to refine and improve the various

*epertoxres ccntinue. ‘

E o g * This happened only ‘rarely,, evidently. sv previous effbrts to

‘ I:RJf: eliminate .pieces that proved tireseme to the children must

have been successful,




L

xjélthough most of the schoo) personnel commented that the

ysicians had made considerable improvements in commuricatin
with the school children, a few mentioned that the musicians
shiould make me. e conscientious efforts to speak siowly ard
use simpler janguage. It is recommended that the mus icians

continue in the1r largely surcessful efforts,

Two oub of 4three coordindtors interviewed were unfamiliar
with “Ideas_for Before the Concert". Al three coordinatovs

axpress the deszre to receive more specific information con--
. cerning the content of the programs scheduled further in

advance. It is therefore recommended thac "ldeas for Before
the Concert” be mpiled to the schools as a matter of course
instead of uron request and that this be done as early in
the schooi term as possible, It is further recommended that
the complete repertoire of each group be detailed and avail-
able to the schculs upon request.

-
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Appendix A

YOUNG AUDIENCES PROGRAM

TS ONING

STUDENT QUESTIONNAIRE

4
N ~

~ 1.- Did you enjoy the program?

YES NO

2. Would you like the other students to go to this program if -t were
- . to be given again?

- YES NO

_ —
, - !
L ! L '

3. Do you think there shovld be more programs like this?

! YES NO

—
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Appendix B

Dates of Frograms Visi;eé
12/10/71 1/7/72
11/30/71 12/21/71
“12/6/71 1/10/72

12/10/71 1/10/72
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12/16/71 1/20/72
12/16/71 ‘1/20/22
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EXECUTIVE SUMMARY

v

The non public schools in District l-serve a frequently-transient,
ethnically heterogeneous pogu]at1on With a large percentage of the student
. body newly arrived from Puerto Rico and a.substantial number of Polish

. 1mm1grants, f1rty percent of the pupils in each school need help in learn-

ing-English. Consequent]y, a considerable portion of the educational pro-
-gram must be directed toward teaching Eng11sh as a Second Languaje (ESL)
Within ‘each_school are numerous children in need of remedial heip in
mathematics, reading and sppech as well as gu1dance services. Title I
teachers have been assigned.ta the schools in an effort to provide small
group instruiiion to the children who are showing poor achievement in
these areas. o N . _ ,
The'Title I specialists select children for their classes on the basis
of teacher reqpmmendat1on, informal textbook tests and standardized test
scores. Pupils range in educational retardation from six months to two
years dependiag upon the school—In—eachof the-schools the principal has’
hired a staff of paraprofessionals (varying' from two to fourg These .
workers are local neighborhood residents who serve five ‘and oﬁ% half hours 4
per day under the supervision of the school principal, the classrgom teacher
and the Title I teacher. . . s
The idea that s]ower children could benef1t from some intensive instruction
in weak™areas through the use of. teacher.aides who would work with them 1n~
diwidua®’~ or in small groups was the basic prem1se of the+progr .

The evaluators aifmed to determine if the program is.being effectively
implemented to meet these goals: 1) Are children with learning problems in
the areas of speech, reading, math and English be1ng assisted by the )
paraprofessionals? 2) Are paraprofess1ona1s rece1v1ng supervision by Title
. I teachers? 3) Has there been improvement in these areas for the children
involved? Another aim was to determiné how the -paraprofessionals have
_specifically-contributed toward alleviating some of the educational problems
of the school through: 1) their relationship with the pupils; 2) théir re- °
*lationship with classroom® teathers, 3) their re]at1onsh1p with the Title
I teacher .

v

Obsenvatlons_aJdnlnterxleusﬁuere cnndncted_ulth each.schQQl_prln;npglJ

each paraprofess1ona1 and about half of the Title I teachers. In each of’ -
the nine participating schools, data was collected using standardized .
achievement tests. On the basis 'of the data thus acqu1red, it is conzluded
that the goals. stated above are genera]]y being attained.

It is recommended "that the program by re-cycled with consideration
given tp the f0110w1ng questions:

f. Is it necesgary for paraprofe591onals to work so]e]y under the
' supervision of Title I teachers?
2. Are there advantages that might be ga1ned in a part1cu1ar school from
»expand1ng the fo]]ow-up work be1ng done in the childls ‘classroom? -




S

Is it advisahle to establish some maximum percentage of para-

- professional. t1me that is to be made available for clerical

duties?

Is it advisable to formalize arrangements for conference time
so that teachers may meet regularly with paraprofés51onals for
the purpose of in- service training? ' 3

al




I. Introduction )

The impact of-automation and increasing population has tended to
result in the creation of federal programs whose purpose is to pro-
vide employmenii opportunities for Yinskilled workers. Pressures of )
rising costs and enrollments in the public schodls has made them
potential sites for the empToyment of “paraprofessionals", community
residents who are not trained teachers but who can be taught to
assume some of the responsibilities, allocaded to teachers in a
traditional system. Althqugh paraprofessionals were uséd in educa-
tion as early as the 1930'Ss it was nqt untii the mid 1960's that
their use was given widespread and serious consideratiop by govern-
ment of ficials and educators (Pearl and Reissman, 1965). Before
edvcators  are willing to commit themselves to-assuming full responsi-
bi1itv for the recruitment and training of paraprofessionals a
complete answer riust be given to the question: "How much and in
what way does the hiring of paraprofessionals improve the functigo.sing
of the*schools?” . ‘

7 .. .

. Recent studies in Minnesota, Colorad%, and New York have examined
the specific impact of using paraprofessionals on student learning
(Reissman and Gartner, 1969). In-the majority of instances the
c+jterion measure was Metropoli*an Achtevement Test dcores where
considerable gains were shown in reading readiness a i number
readiness. . . g

The earlier tasks for which paraprofessionals were reéponsib]e
included: record keeping, money colilection for banking, Tunckroom -
helper, and management of ‘student belongings. :Minimal studént
contact resulted from these raoles and one might characterize the
jnteraction as rather impersonal. Today the shift to .oward more
actual teaching in one to one or small group situations. ’

® - »

" In adaition to freeipg the classroom teacher for a qreater
instructional rele, the paraprofessional may serve as a role model
for the thild; an individual representative of &he community who
can interpret the scheol to the children who enter what sometimes
appears to be ‘an enclave in a foreign land. The presence of the
paraprofessional provides a vehicle for interpreting communi ty
values_to school_personnel and the official policies of the schools
to tne community. ° : . .

It is thought*that a kind of informality can exist between the.
paraprofessional and the child which .is not always possible between -
the child and his teacher. The pd?apcofessiona], although represent
ing "authorfty", may be"seen more in the role of “confidant." This
more intimate felationship_may provide an opportunity for the child
Yo.learn in a situation where he. feels more acceptable. .It should
be mentioned, however, that some educators have raised questions
regarding the apprepriateness of .community non-professionals as
role models within the schocls (Academy .for Educational Development/,
1957} . \:' .




II. Description of the Program ) ' .

‘The non public schools:in District I serve a freyuently transiént
ethnically heterogeneous populat1on With a large percentage of-the student
body newly arrived from Puerto Rico and a substantial number of Polish
immigrants, fifty percent of the pupils in each school need- fielp in learn-
ing Eriglish. Consequently, a considerable portion of the educational pro-
gram must be directed toward teaching Eng]1sh as a Second Language (ESL).
Within each school are numerous children in need of remed1a1 help in
matrematics, reading and speec@ as well as gu1dance services. Title I
teachers have been assigned to" the schools in an effort to provide small
group 1nstruct1on to the chiidren who are showing poor ach1evement in
thes~ areas.

The Title I specialists select children for their classes on the basis
.of teacher jecommendat1on, informal textbook tests and standardized test
scores. Pupils range in educational retardation from six months to two
years depending ypon the school. In each of the.schools the principal has «
hired a staff of paraprofessionals (varying from two to four). These
workers are logal ne1ghborhood residents who serve five and one half hours
per day under the supervision 0¥ the schoo1 principal, the classroom
. teacher and the Title I teacher. .

' The idea that sTower- eh1]dven/éou1d benefit from some intensive in-
struction in weak areas through the use of teacher aides who would work
with them 1nd1v1dua1]y or, in small groups was the basic premise of the
hrogram

At the time of th 1n1t1a1 site visits each separate p: ogram presented
comp11cat1ons for evaliating the project as a generalized whole. -As the
term progressnf/aﬁﬂ these problems were contronted, however, - the programs
‘became more yniform in structure acress program s1tes In most cases -
paraprofe531ona]s were in direct contact with the children selected.by the

\ Title I"teacher and those on waiting lists. - The majoFity of the aiues had

been ass*gned to a °pec1a11st why*they help teach small groups either by
‘remaining close to one child in the group or teach1ng a small group

. . assigrad, ta them.- Since-the T1t1e~; .teather in any given area is in the

. school on the average of two days a week, the paraprofessionals follow-up

- her teaching with the same children on’ a]ternate days. Typically, children

| . are taken out of classvooms for a review of .vocabulary words, reading com--

o, prehension and/or driJ1 in arithmetic problems Accgrding to the guide-' :

| lines and goa}s of the program, this procedure is-a Pogicai outcome althcugh
there are s]1ght organ1zat1ona1 variations across. schools. .

o4

In one school ar innovative program existed where: speechdand ESL pro-
grams are mainly directed toWard reaching first graders. There the para-
L protessional $tays in the classroom for the entire day, working with small
| + droups teachin¢ reading, speech and ESL. She is in a positian of contin-,
; " uous contact with the ct¥ildren and can reinforce skills stressed by the
| Title I teacher.




In another school, the program wac organized according to guidelines
.untik the middle of Apr11 when it underwent a transition. The principal
felt that more children could be réached if the paraprofessional worked in
the classroom with the slower learners ‘under the direction of the classroom
teacher. In this <tuation the paraprofesa&ona] can fpllow up the work of
the rémedial teacner and at the same time WZ1p the children as immediate
problems arise. ’

\ A few isolated situations exist,where the use of the paraprofessional
as_school librarian or office worker is not compatible with the design of
the T.tle'I project.  For the most part, however, the:project seems to
function so that the services offered By the paraprofessiorals provide
maximum benefits to that port:on of the student body which is in greatest
need of remedial attention.

‘\3 Q".’/' . e >
'IIII‘ Objectives of the Paraprofess<onal Program
A. . Major objectives- ‘'-- S T :
. 1.To provide extra services for children who need special assis- "

tance in the learning of math, peech reading, English as well
as those in need of gu1dance s rv1ces

2.To help thoseﬂii.1dren 1mprove more rap1d1y and with better .
results. . 1 . .

-B.. . Procedural Objectives ' '
1.To assist the Title I teachers- by

3 13

* a. rginforcing skills that have been téﬁghb . G %%L_
b. hé]ping motivate éhi]dren‘ : | ' \

c. prepariﬁé teaching magerials N N o ' o

' : . d. working with children of waitipg lists

gt_ﬁecompanying children to éssigned places

IvV. _Goa]s-of the Evé]uation . ’ : , ]

A//- To determ1ne if the program is effect1ve1y being implemented - to P ]
_,Qet its ana S — e R ; !

e e 3

b 1. Are ch1Tdren with learning problems in the areas of-speech; -
) reading, math and English being ass1°ted hy the paraprofess1ona1s7

2. Are baraproﬁess1onaf§ rece1v1ng supcrv1s1on by Title I teachers?

‘3. Has there been 1mprovement in these areas for tﬁE children
. . 1nvo1ved?

« T B, To determrne "hoy -the paraprofessionals havelépec%fical1y con= . IS
o .« tributed toward alieviating some of he educationad problems of '

' ° .
v «
c . PR
[\ ~ & . . . 2 -
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the school through:

1. their reiationship with the pupils -
2. their Fe]ationship with c1assroom7tééchers

3. the1r re]at1onsh1p w1th the T1t1e I teacher.

V. Methoi? and Procedures
Staff - Ezch of the nine elementary schools are served by a centrally
assigned group of Title I teachers (2,3, or 4) who yisit weekly and
specialize in Reading, mathematics, speech, English as a Second kanguage
and guidance. , Typically the reading and mathematics teachers visit most
frequently.and spend two full days, in the school. The number of parapro-
fessionals range from 2 to 4 depending upon the school. In most cases they
assist the Title I teachers by working with the slow learners Jduring remedial
group -instruction and following up this work during the week. Small group
instruction is ccnaducted in the child's classroom as well as the schoo]
,*library or classrooms provided for this purpose.

Observations and Intérviews - Observations and interviews were coii-
ducted'with each school principal, each paraprofessional and about half of
the Title I teachers. Principals were interviewed both in the early and
latter ‘part >f the schgol year, typicaliy in October and May. “ﬁarapro-
fessionals were infervigwed at the same time and observed in various
teaching situations. .The paraprofessionals were seen while'working in
the classroom with the Title T teacher while others were observed working
w1th individuals or.grotips ofs four and five. Many of the raraprofessionals
weire observed teach1ng reading, math ar phonics lesspns or in one par-
t1cu1ar case teaching English to a Po?1sh speak1ng nild.

*

In each ~f the n1ne/”art1c1pat1ng schode data wag, coilected using <
standardized achievement tests. - In some cases the Stanford Achievement;
.Test was used and in others the Metropo]1tan Achievement Test. In One .
school the SRA test was used for testing mathematics ‘achievemeft in May. .
while the September scores-had.been measured by the Metropo]itan Ach1evement
Test.” One problem enccuntered was an 1nconsws{ency with respect to testing
schedules, Specifically in one 5chool testing took place in June 1971,
__December 1972 and May 1972. . For the December group, it is difficult tc find
" a compgrison. In another schoo] no MAT‘?ead1ng test was administered to
the second grade in Septemher 1971 although test scores were'available for
June 1972. In addition s ne ot the ch11dren involved did not recvive re-

. medial assistance from the Title I teacher in mdthematics but were selected
from her waiting list and-were aSS1sféd/on1y by the paraproieSS}onal

It was. found that scores comparing ach1evement of Tast year w1th this
year were available in only one case. In some schools the scores were not
available for the children who received assistance because they were in a
different ‘school the previous year 6+ did not recefve .comparable assistance.
Other. groups involved first yraders who were npt tested durwng the previous

L}
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In all cases but one, scores were collected from pupils involved in .
the remedial program receiving assistance from the Title I teacher and . e
the paraprofessional. : PR . 2 '

- year.

\ (j—-\TEK:: lzilnfofmatisn Regarding the Collection of Data in the Nine Projact Schools

School Interviews Observetions Questionnaires Achievement Major Data
: teathers- . test Collection <.
priucipals . Problem ' -
paraprofessionals ¢ . : ]
A yes y92 T yes MAT~ . MAT not admin-
Lo istered in Sep- ,
tember tc 2nd
graders. Math
scores not avail-
able for Sept. *
) (%
B yes. . __yes " - yes MAT - tnconsistent
’ test schedules
C yes yes yes MAT math. scores not
- ‘ available
D - - yes yes yes MAT inconsistent
1 ‘ SAT * testing schedule
[‘ IS ~t * .
E ¢ yes ves yes SRA 2 different
-t MA'l measures used
. pupils on waiting £
: - list
| F ye§ yes . yes MAT only school where
| Y : comparison scores
| " were availaple
: 1970-71.1971-72
| - ": .
G ye§ . yes = yes scores not rele-
. vant to individual
’ school program’
° H yés yes yes ‘ogram concentraced
I 1 first graders
; ‘
* yes yes MAT scores not .

R yes

available for -
June 1972

* Stanford Achievement Test

e
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Questlonnaires were diktributed to the principals, paraprofessionals and
Title I teachers in eadh school to be subfitted anonymous]y

o

VI. Results s * ,

: ¥ ‘ “V -
A. On-site obisyvatiuis : .

N ' In on¢ school thgre were fou! paraprofessipnals and three Title |
teachers who v1s13eu the scgsols and specialized in Reading, Speech and ESL.
The program was cdordinated so0 that,there was constant communication between
paraprofessional, Title | teachgr and child. The children receiving assis-
tance were ma1n1y first graders who were grouped for each subject being
taught. The program was highly indiVvidualized. Miss S spent most of her
time with the first graders reinﬁorc1ng the sk11ls of the &S and Speech
veachers. In. addw&;on She worked with indiyidual children, ycoups, and
prepared materials’. Many teaching materials were pxepared by volunteers
durirg the summer.

The classtroom wHere the ‘observer mét Miss $ and her yrosp was or-
canized for individualized instruction. Same chdren sat on matS, othets
on brightly colored milk boxes. .The entire class had been divided into
three groups according to. 1earn1nr ability. Miss S and five _children, were .

. seated at a round table for a lesson on initial consonants. The chtldreﬁ

were handed rexographed sheets with a variety of gictures on them. . The first
picture was identified as a donkey and children were asked what beglnn1ng
sour.d they heard, then to match the Jetter and sound. This procedure was
7olloked for several other sounds and the childremthen colo/®d jhe pic-
tures. There appeared“?o be excellept rapport between the paraprofessional

‘and pupils with interest being maintained.

For a speech Iesson the children 1dent1f’ed pictures of sounds
which were troublesome to pronounce. There was a m1rno- in one corner of.
the .room where children could wa'tch their own mouths’ as they articulated
sounds. Often they manipulated mater1als, emphasizing a sighty sound and
touch method. A _puppet theatré was displayed thSe stage the chr]dren had
painted and was used to help teach speech.

p—

Another paraprofessional, Miss B, was reading with'a qroup of
First graders. They were trying to_fuﬁd pictures~that began with the F sound
using a process of elimination. The children were seat®d_on mats around

Miss B wno was.on a.kindergarten size ‘chair. Miss B spoke very, cleg,lj,

and called each by name managing skillfully to include the more ovlét children

in the lesson. The meaning of each swiord was carefully. discussed” “The F
words included FLAG, FOOTBALL,FISH, FENCE, FEET. She asked,.'Where 'do we *
nlay football?" "what ‘color is a flag’" “Do.;s anybody know dnother name for

«

1]
e
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woods?", trying to prompt children to say “forest". Then each thild'repeated ° s

the word forest and spoke about sone of the animals they m1ghf”f1nd'rn dﬂb~

In this school the speech teacher felt the follow~up"mgr‘am in
the ciassroom was a very valuable part of the speech program. Because of the
use of paraprofessionals this can noi continue throughout the week instead of
the 51ng1e day of instruction she herself can provide., C(onferences were
held during Tunch time. The paraprofessionals provided information about.

[:R\!: the child's classroom,penfcn_ﬁnce and alsy helped to make referxa{sv_h_ﬁ_ﬁg__“

[




In another school. the Title I math teacher worked with under-
achieving children in grades two through eight. In one third grade class,
all of the children displayed severe problems in mathematics. Those on her
waiting Tist were taken out of their classrooms in groups of four and five
to receive instruction from one of the paraprofessionals. Four children
were seen at one time for a session of approximately one hour in duration.
Their achievement scores as of October, 1971 ranged from 1.0 to 2.6.

The children and paraprofessional in this group were seated around
a table in the school library where they were learning more about fractions.
The atmosphere in the room was very informal and an affectionate relation-
ship appeared to exist between Miss P and the children. The children used
concrete materials.




B. Questionnaire Data

Ta. e 2: Frequency Distribution of Principals' Responses to Questionnaire N=9

Item

Response (f)

1. Are you satisfied with the para-
professional program as it is
functioning in your school?

very satisfied generally not satisfied

2. How many paraprofessionals are
working in your school?

satisfied
5 3 0
one two three four
0 3 3 2

3. What is your procedure for

observing paraprofessionals? every once in
week a while
0 2 4 2

no observations observe observe other

4. In what subject areas are para-
professionals being used?

ESL Speech Reading Math Social work
4 4 6 6 2

5. What is the criteria used for

6 months 1 year 2 years Other

assigning children to the retardation retard. retard. criteria
remedial teacher? 1 3 5 1
6. What is the criteria for € months 1 year 2 years Other No
assigning children to the retardat.on ret. ret. criteria response
mathematics teacher? 1 2 3 2
7. On what basis are children classroom tests by no response
assigned to the speech teacher? teachers' speech
opinion teacher
4 3 1
1
8. What percentage of your pupils 504 25% 10% More than No response
need help in learning to speak 50%
English? 2 3 2 1

9. In your particular school, where
do you feel the paraprofessionals
could be used most effectively?

working only working in doing
in Reading all subject clerical
and Math areas work

3 5 1 2

other




Table 2 - continued

Item Response (f)

10. How do the classroom teachers very receptive generally non-receptive
feel about assistance from the receptive
paraprofessionals? 5 2

11. What do you feel are the strong enhances parapro. parapros. meets
points of the program in your relationship know the do follow- needs
school? between children up work of indi-

school and in the of Title vidual
communi ty school 1 teacher children
well
4 2 6 7

12. Are test scores available for Metropolitan Teacher-made Tests by Other
children working with Achievement tests Title I
paraprofessionals? Test teacher

5 5 6 1

13. How do you think the program very generally unsatisfactory
as functioning in your school satisfactory satisfactory
serves to meet the needs of the 4 2 1
children in your school? no response: 1

The principals were asked the following open-ended question:
14. If the program could be changed, what major changes would you want affected?
One principal of a rather large school made the following observation.

"I would 1ike to see less rules regarding degree of retardation.
Many children have problems which are outside the school but which do not
affect their learning. They are not slow learners but because of outside
tensions they cannot absorb as quickly as they showed. They often test
high but are not consistent. I believe that these children can be salvaged
often by just the smaller group situation or in one to ore personal con-
tact with the paraprofessional. I would like to see evidence of such
thinking and understanding in the future."

A typical response was: "I would like to see them have the right to work
under classroom teachers as well as Title I personnel.

Most of the open-ended questions indicated that the school principais felt
they would like more flexibility in the use of paraprofessionals.
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Summary of Principals' Responses - Half of the principals appeared to
be very satisfied with the current program and felt it was well received by
the teachers in their schools. The responses seemed to indicate that prin-
cipals deserve a wider range of teaching duties for the paraprofessionals
as indicated by the response to question nine and question fourteen.

Thirty percent used one year of retardation as a cut off point for
assignment to a remedial teacher in reading and fifty percent used two
years of retardation for mathematics. In all cases ic appeared that children
being reached by the paraprofessionals were those that showed retardation
as measured by standardized tests. The child who is six months behind or
the child who does well on the standardized test did not become involved
in the program although he may be in need of individual assistance.




Table 3: Frequency Distribution of Paraprofessionals' Responses to Questionnaire

N=22

Item

Response (f)

1. How do you receive your daily Title I Other Principals
assignments? teachers teachers
15 5 12
2. What kinds of records do you Oral reports Individual None Plan No
keep on individual children? to Title I folders books response
teachers
3 2 7 7 3
3. khich children do you work hithé Same children Children on Other children
as Title I Title I in the school
teacher waiting list
19 10 9
4. How many children do you work with 1 2 3 4 5
at a time? 8 3 1 1 18
5. Who do you speak with about the Title I Other Principal Parents
children's progress in the teachers teachers
classroom? 17 13 10 2
6. How often does the teacher ask Once in Sometimes Very No
your opinion about the progress a while often response
of the children in your class? 4 2 14 2
7. How much help do you feel you are very much some not very much
giving the children in your class? 20 2
8. How well are you trained for the not very well fairly well very well
work you are doing? 1 9 12
9. Does the Title I teacher leave yes no sometimes
instructions for you when she is 16 5 1
not there?
10. How many children do you feel most 1 2 3 4 5
comfortable working with? 6 5 2 2 12




Table 3 - continued

Item Response
11. Have you ever been in charge of no occasionally in emergencies
classes when teachers are absent? 1] 4 7

12. How do you feel the educational program could be improved?

A few typical comments included:

"I would like to see better rapport with the remedial teacher."

"I would like to work with regular teachers also." About 20% felt they were
completely satisfied with the present program.

Summary of Paraprofessional Responses - The responses seemed to indicate
that the children being reached by the paraprofessionals were mainly the same
population receiving remedial assistance from the Title I specialists.

The paraprofessionals appeared to feel comfortable in their teaching
roles and apparently communicated with the Title I teacher about the pro-

gress of individual children.

The need to not be confined to the supervision of the Title I teacher
was expressed in several responses to the open-ended question.

Table 4: Frequency Distribution of Title I teachers' Responses to Questionnaire

N=22

Item

Frequency

1. What is your subject area?

Reading Math ESL Speech Sccial work & guidance

7 4 3 4 3
2. How many days a week are you in % day 1 day 2 days 3 days other
srhool? 3 6 10 4
3. How many groups of children do 1 2 3 4 5 other
you work with a day? 1 14 2 2

4. What grades do you work with?
(check where appropriate)
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Table 4 - continued

Item

Frequency

. How are children selected for Prin

your classes?

recommendation teacher's

Tests (written
or oral) admin-
recommendation istered by you

cipal's Classroom

10 15 18
6. Do you have a paraprofessional yes no
working with you? 20 2
7. Does the paraprofessional work yes no occasionally
in the classroom with you while 12 o 4
you are in the school?
8. What are her duties? clerical working working other
work with indi- with groups (works with
vidual of children parents)
children
7 18 14 2
9. Do you assign follow up work yes no
to the paraprofessional for the 16 4
remainder of the week?
10. Does the paraprofessional work yes no
with children on your waiting 12 10
list?
11. Do you feel the children are yes no
benefitting from her assistance? 19 0
12. Do you plan to administer yes no
achievement tests to the 14 6

children you work with?

Analysis of the Responses - The greatest use of remedial teachers seemed

to be in the area of reading which is reach
in grades three, four and five.

Most children are selected by tests ad
93% of all Title I teachers are being assis
generally works with individual children.
that the program has been beneficial to the

ing largest numbers of children

ministered by Title I teachers (81%).
ted by a paraprofessional who

A1l of the Title I teachers feel
children.
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Table 6  Testing Schedule

Testing Interval

Schools Involved

Reading: 8, 9, 10 months A, B, D, E
6 months C
3 and 4 months A
Comparison of 1970-71
with 1971-72 F
Mathematics: 8 months D
9 months D, E

Table 7 Testing Schedule/Gains

Testing Interval

Average Pupil Gain

Reading:

8, 9, or 10 months
6 months
3 or 4 months

one year
6.5 months
9.7 months

Mathematics:

8 months
3 months

one year and one month
5 months




D. Progress in Speech

On the basis of the Photo Articulation Test which was administered
by the Speech teacher in one school to a group of first graders, the following
progress was reported:

Pupil I - In September pupil X substituted th for all (s) sounds. In
June he can now form (s's) in words and sentences.

Pupil II - Infantile Perseveration
In September pupil Y substituted ¢ for s, d for z and sh. In
June all sounds were used correctly and this child will not
need remedial speech next year.

Pupil III - In September all s's and z's were lateralized. In June
(s's) are correct and the child is graduating from the
speech class.

Pupils IV, V, AND VI al1 could not produce a correct (s) sound in words
in September and can now use (s) sounds in words and sentences.

A1l of these pupils saw the speech teacher one day weekly for an
hour and were then assisted by paraprofessionals in the classroom who were
able to do follow up work with them.

VII. Discussion

Administrators of schools participating in this program have expressed
concern regarding the jissue of what groups of students are to be allowed to
benefit from the assistance of paraprofessionals. As the program is present-
1y structural, students who are either participants in remedial instruction
or candidates for this service are eligible for paraprofessional assistance.
Obviously this arrangement excludes those students who might profit from
additional assistance but whose performance on standardized tests is not
sufficiently deviant to warrant special remedial interventions. Were para-
professionals to allocate a greater portion of their time to working in
the classroom context, a more general impact of their services might be
noted.

Consideration might also be given to the question of to what degree
adequate communication exists between classroom teachers, paraprofessionals,
and Title I teachers. Working with a person who is functioning as a tea-
cher aide may produce conflicts if this is viewed as an intrusion. If
dissatisfaction prevails regarding an approach such as this and construc-
tive communication is limited an uncomfortable atmosphere may result. It
may be appropriate to determine at the outset whether any teachers are more
willing than others to work with paraprofessionals and to take these pre-
ferences into account when making assignments.
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It is also of importance to carefully delineate the respective respon-
sibilities of classrcom teachers, Title I teachers and paraprofessionals.
Any difficulties that arise in this area might be dealt with as part of the
in-service program, a program which this year enabled aides to acquire more
effective teaching methods and ideas for teaching materials. Because of
the organization of this program it is important that communication between
teachers and paraprofessionals be stressed.

VIII. Conclusions and Recommendations

On the basis of data acquired through on-site observations, ques-
tionnaire responses, and standardized tests, it is concluded that the goals
of the program are generally being attained.

A. The student population in greatest need of supplementary services
has benefitted from the program.

B. Title I teachers are providing an adequate level of supervision
of paraprofessional activities.

C. Test scores of students receiving the supplementary service
improved beyond what would be expected to occur without additional
intervention.

D. The paraprofessionals appear to have developed adequate working

relationships with students and professional staff.

It is recommended that the program be re-cyclied with consideration
agiven to the following questions:

A. Is it necessary for paraprofessionals to work solely under the
supervision of Title I teachers?

B. Are there advantages that might be gained in a particular school
from expanding the follow-up work being done in the child's class-
room?

C. Is it advisable to establish some maximum percentage of parapro-

fessional time that is to be made available for clerical duties?

D. Is it advisable to formalize arrangements for conference time so
that teachers may meet regularly with paraprofessionals for the
purpose of in-service trainina?
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EXECUTIVE SUMMARY

Operation Return just completing its fifth year in operation in
District 1, was designed to service those students who have been unable
to function effectively in the normal school setting. Students included
in the program were severely retarded in reading and found it difficult to
adjust to the school setting and were disruptive because of psychological
or emotional problems.

The program served approximately 30 students from all grades of elemen-
tary and junior high school and was located in four learning centers. The
program operated five days a week from 8:40 a.m. to 2:10 p.m. with no staff
Tunch hour. Staff members were to have lunch with the students, making
that time a continuation of the learning experience. The Pitt Street Operation
differed considerably from the others.

The program proposal called for the staffs of the centers to work as
a team in cooperation with parents. Each center team was to deveiop, adapt,
and implement individualized programs to fit the specific needs of each
student. Home visiting, with the approval of the parents was to be an
integral part of the program. Close cooperation with community agencies
was to result in a coordinated approach to meeting health, recrcational
and social needs of the students.

Educational materials and supplies were to be furnished to meet the
needs of the wide range of developmental levels of each student in the
program.

The evaluators studied each learning center's physical setting, personal
setting and program. Student interviews were conducted. Attendance and
academic achievement in reading and mathematics was studied.

Operation Return seems to be meeting its goals for affective reeductaion.
It is less clear that academic goals are being met which may be due to a
variety of factors:

a. Many of the staff were trained in affective education. A
psychologist, psychiatrist and guidance counselors are involved
in the program, but no curriculum specialists are.

b. Inadequate numbers and uninteresting kinds of materials were
available at the centers located in Boys Clubs.

C. By the time some of the students were referred to the program, they
were so turned off to cognitive learning experiences that they were
extremely difficult to reconvince that academic learning makes sense.

d. The staff sees a dichotomy between cognitive and affective goals and
fears losing affective gains by imposing cognitive experiences.

The goal of returning children to the schools is met less often than the
staff would 1ike to see occur. Parental involvement goals are not being met.
It is clear that this program is one of the last hopes for many students for
whom adjustment to the regular system is impossible.




I. PROGRAM DESCRIPTION

A. Original Design of Program

Operation Return just completing its fifth year in operation in
District 1 was designed to service those students who have been unable
to function effectively in the normal school setting. Students were
to be included who were severely retarded in reading and who found it
difficult to adjust to the school setting and who were disruptive because of
psychological or emotional problems.

Serving approximately 30 students from all grades of elementary and
junior high school, the program was to be located in four learning centers.
Three of these centers including the ones at P.S. 19, the Tompkins Square
Boys Club and Madison Square Boys Club have been in operation for five
years, while the fourth center at the Pitt Street Boys Club has been in
existence for a year and a half.

The program proposal called for the staffs of the centers to work as
a team in cooperation with parents. Each center team was to develop, adapt,
and implement individualized programs to fit the specific needs of each
student. Home visiting, with the approval of the parents was to be an integral
part of the program. Close cooperation with community agencies was to result
in a coordinated approach to meeting health, recreational and social needs
of the students. At the P.S. 19, Tompkins Square, and Madison Square Boys
Club centers, the staff for each center was to include two full time teachers,
one guidance counselor, two educational assistants, one school psychologist
(2% days per week) and a stenographer (2 days per week). At Pitt Street,
the staff was to be comprised of three teachers and four educational
assistants.

Educational materials and supplies were to be furnished to meet the
needs of the wide range of developmental levels of each student program
and access to a telephone was to be assured for each center. -visual
supplies which were to be provided included two overhead projectors, two
overhead projector pacers, eight instamatic cameras, and photographic supplies
including film, and developing supplies.

Testing supplies, car fare for home and clinic v isits, money for admissions
on field trips, and cooking supplies for the Madison Square Boys Club were also
to be provided.

The program was to operate five days a week from 8:40 a.m. to 2:10 p.m. with
no staff lunch hour. Staff memb ers were to have lunch with the students,

making that time a continuation of the learning experience.

B. Description of Program in Operation

As the pattern of funding suggests, there was considerable difference
between the Pitt Street Operation and the operations at the other three
Tocations. In order to examine the differences in program implementation,




the descriptions of program operation during 1971-1972 will be presented.

1. The Pitt Street Boys Club

a. Physical Setting

Part of the second floor of the Pitt Street Bovs Club is used by
Operation Return from the hours of 9am to 2pm. One large office, one class-
room, game room as well as the first floor gym are used. Lunch is provided
at JHS 71 in the reqular cafeteria a few hlocks away, where boys and staff
a0 together. The classrooms were relatively devoid of materials except far
a few books, table tennis and pool tables, a few tahles and chairs, and a
movable blackboard. Gym equipment was available for use. Despite its
sparseness, the facility is relatively new and in contrast to the nld
deteriorating neighborhood around it.

For mathematics lesscns, the students were tauqht in one qroun at the lona
classrooon table; for English they were divided into qroups and both the
classroom and classroom-qameroom were used. The office was generallv used
for staff conferences and for vocational quidance conferences between the
coordinator and individual students.

Since Sent. 1671, no boys have returned to the reqular .chools. Tuwo
vere elqgighle to return but they oreferred this program and were ailowed to
stay. In the fall of 1972, three boys intend to qo an to hiqh school.

b. Personal Setting

There are anproximately 20 seventh, eighth, and ninth qrade students in the
program, all of whom had formerly been students at JHS 71. Described as
acadenically and socially maladjusted, each of the boys was “nominated" for
the program by an assistant principal, evaluated by the Guidance Counselor
and Principal, who then sent therm to Operation Return. The coordinator
jenerally had no influence over which students came to the project and as a
result, it was not unusual to receive students who spoke no English or who
were brain injured.

There were five staff members at this center, four of whon were young men
in their twenties and one who was probably in his late thirties. Their
Job descriptions fell into three categories: Coordinator, teacher (mathematics
and English) and educational assistants.

The coordinator, a younq man who taught for a few years at JHS 71 prior
to his joining Operation Return in March 1971, was appointed by the
principal of JHS 71. This Coordinator saw his role as a multi-faceted one
involving the duties usually associated with nrincipals, assistant principals,
deans and guidance counselors. He was involved with helping the teachers
plan their lessons; in being a liason with JHS 71 and its educational,
vocational, and medical resources; and in seeking out community resources
for special health or emctional problems. He also helped the boys to return
to the reqular school proqram and provided a transition for them. He saw
the goals of the program as two-fold- (1) social adjustment and internalization
of societal values, and (2) academic improvement.

The English teacher who had also heen a public school teacher, Saw his
function as part teacher and part quidance counselor. gjving ther success




exeriences, developing a sense of confidence and teaching them language
skills were part of his goals for the boys. He had little contact with the
ongoing educational system at JHS71.

The mathematics teacher who undergraduate degree was in sociology had
ha no former teaching experience. He was in the process of applying
for a graduate program in guidance. He saw the goal of Operation Return as
one of socialization so that the boys would be able to fit into the
school system and learn academic skills. Whiie his title was officially
the mathematics teache' he tried to build trust and respect between the
students andstaff. Ile also taught small grcoos in remedial reading.

The educational assistants, while not involvee in {he planning of lessons,
instru:ted individuals or small groups, especially in English and reading.
One of the educational assistants also felt monitoring the boys' behavior
and keeping order was his responsibility. Both educational assistants are
pursuing degrees at night school-- one in computer technology and one in
biology.

As of the Spring,1972, all five staff members expected to be coming back
next year and will be working together withcut pay this summer to improve
the curriculum of Operation Return at the Pit¢ Street Boys Club.

¢. Program Description

The program was divided into academic and social concerns. Academically
the boys received instruction in English and mathematics each day. During
the English period, at least four and sometimes five adults worked with
groups of students, although the work was basically planned by the English
teacher. During the math period only the methematics teacher was involved
in instruction. There seemed to be general agreement among the majority of
the staff that the mathematic< program needed to be improved in both
content and teaching structure. Current events and interests of the boys were
used as vehicles for motivation. There was no particularly interesting
equipment such as tape recorders, cameras, or film strips, despite their inclusion
in the proposed budget. The main media for learning were listening, talking
and reading.

The social part of the program centered in two locations-- the gymnasium
and the classroom-gamerpom. Cooperative games such as basketball:, pool and
tble tennis were played and the boys were encouraged to help one another and
cooperate.” They were encouraged to make decisions themselves and to tutor
one another. The staff made a concerted effort to develop trust and inter-
dependence between the group.

2. The Madison Square Boys Club

a. Physical Setting

The facilities used by the program here included an office and a small
art room on the second floor and one large classroom and roof terrace on
the top floor of the Madison Square Boys Club. Sometimes the second flgor
kitchen was used. Most of the student's day was spent in the large classroom
Q where lessons were held. Eguipment included a large movable blackboard, maps,
books and a table and chairs with writing boards. For each subject area the




Tesson was usually presented to the students in a large group, and later they
divided themselves into smaller groups, each with an adult paraprofessional
or teacher.

b. Personal Setting

There were approximately 14 students, 10 boys and 4 girls, enrolled during
the major part of the school year. Most of the students were between 13 and 16
years of age. The students are referred to the program through the school
administrations in much the same manner as previously described at Pitt Street.
Many of the students were not referred until January 1972, and it was not
infrequent for children to be referred sporadically to the center, necessitating
continual adaptation to new members all year long.

The staff at this center included seven people: a guidance counselor,
two teachers, two educational assistants, one family worker, and a part-
time psychologist. Most of them were young people, although the guidance
counselor had been working in the New York schools for some time.

The guidance counselor who had been with the program for three years
saw her role as coordinator of this center and assumed the administrative
responsibilities. She screened referrals, communicated with the Boys Club
personnel, conferred with recruited students and was the liason with the
guidance counselors in the schools which referred students to the Madison
Square Center. She saw some conflict in the role which seemed to combine
the job of principal and student advocate. She was usually located
in the second floor office and saw the program's goals as both academic and
behavioral.

The school psychologist spends two days a week at the Madison Square
Center, one day a week at P.S. 19, and one day at the Tompkins Square Boys
Club. There was no psychologist assigned to the Pitt Street Center. The
role of the psychologist consisted mainly of giving projective and
achievement tests, consulting with teachers who are having problems with
particular students, handling referrals to outside agencies, individual
and group counseling, initial screening, and parent conferences. She also
worked as a liason with guidance counselors in the feeder schools by
preparing the child and school for the student's return and following the
child up after return to school. She usually sent written reports and
recommendations to feeder schools.

The two teachers, toth young men, assumed responsibility for most of
the instructional planning. The mathematics teacher, who has been in the
program since its beginning, worked as the gym director of the Boys Ctub
after Operation Return ended in the afternoon. Some of his lesson planning
was done collaboratively with the English teacher. During the actual lesson
he would guide the educational assistants into each working with a group of
slower learning children. The English teacher worked much in the same manner,
both teachers evaluating and surveying the students' needs and planning
individualized experiences for them. Each of the teachers provided an
instructional role for the educational assistants and agreed on the two-fold
academic and behavioral goals.

The two educational assistants spent their day in the classroom
instructing individuals and small qroups, especially those who were not
learning very quickly.




The family worker was located in a small office/art room on the second
floor. When she wasn't making family visits, she taught some of the girls
sewing and art. Her role wasn't very closely tied to the rest of the
staff and she seemed to function independently.

In addition to these seven staff members hired by Operation Return,
the staff had the services on a ®pro bono" basis of a psychiatrist from
nearby Bellevue Hospital. Once a week the entire staff met with him at the
center and discussed particular students' cases.

c. Program Description

The program at the Madison Square Boys Club shares the same goals
as the Fitt Street Center; i.e., it included both academic and socio-emotional
goals. However, the heaviest emphasis seemed to be placed on socio-emotional
development. This surely reflects the fact that at this center the staff
included a certified guidance counselor, a psychologist, and a volunteer
consulting psychiatrist. In addition, one of the teachers had his earlier
teaching experienc e with emotionally disturbed children. Socio-emotional
gains were seen by the staff as the most important objectives of the program,
and a student was likely to be counseled separately from the learning setting.

In the classroom context, the plans were made by the math or English
teacher and both teachers and educational assistants were involved in
instruction.

The guidance counselor, psychologist, and family worker were generally
rot an integral part of the instructional setting.

3. The Tompkins Square Boys Club

a. Physicai Setting

One classroom served as the entire base of operation. It included
classroom equipment and supplies which were stored in a cupboard. The
necessity of using the room for all purposes, including making and receiving
phone calls, lead to frequent interruption of the instructional sequence.

b. Personal Setting

Eight students, all boys, were enrolled at this center and all were between
the ages of 11 and 13. The admission procedure was the same as described for
the Madison Square Center and the difficulty with late referrals existed here
as well.

The center staff included: one guidance counselor who was also responsible
for coordinating the center at P.S. 19, one teacher and an educational
assistant. The psychologist spent one day a week here.

¢. Program Description

The educational program consisted of the use of SRA reading kits, McCall Crabbs
reading workbooks, phonics workbooks. In addition, the Operation Return
personnel collected equipment and materials from the Board of Education Materials
Q Instructional Center, which included slides, records and record players.




The recreational program included Gym attendance five times a week,
swimming once a week in the boys club, and frequent visits to Tompkins Square
Park for basketball and other sports.

4, The P.S. 19 Center

a. Physical Setting

A first floor early childhood classroom is used at P.S. 19 for another
Operation Return Center. The room is strikingly different from the other
three centers located in Boys Clubs in that it was abundant in learning
materials of all sorts. Plants, pegboards, cardboard clocks to manipulate,
science materials, clusters of chairs and tables, a sink area and numerous
examples of the students' work were in easy reach and plain view. Large wall
charts noting each student's name and his successes, challenging questions on
cards here and there, a Puerto Rican map and pictures of the students adorned
the walls. There was no particular office here except the general school
one used by other programs housed in the building and the recess yard was
the major recreational facility.

b. Personal Setting

Similar to the programs at Pitt Street and Tompkins Square, the students
at this center were all boys. They differed, however, from the populations of
the other centers in that they were much younger, coming from first, second
and third grades throughout the district. The eight children were served by
a staff which included a teacher, an educational assistant, the psychologist
for one day a week, and the guidance counselor who coordinated this class and
the one at the Tompkins Square Boys Club. The teacher, a young man who had
previous experience with young children, saw three goals for his class.
First, to build a sense of trust and group cohesion so that the children
will feel secure and turn their energies to learning; second, to help them
progress academically; and third, to return the children as quickly as
possible to the reqular school setting. Of the eight children enrolled in
the class, three will go on to third grade in 1972-1973. The teacher provided
the leadership for the children and educational assistants, but all three
adults were involved in instruction. A great amount of caring and acceptance
was evidenced in the room, and this was coupled with planning and preparation
of a stimulating learning environment for the children. The teacher expressed
a feeling of satisfaction with and belief in the success of the program and
felt that the individualized supportive learning environment was the direction
in which all education should move. The teacher utilized the school guidance
counselor at P.S. 19 and the Operation Return guidance counselor as resources
and kept in constant touch with them. The staff seemed to feel they were a
viable unit.

c. Program Description

The twin goals of academic and social/emotional growth seemed equally
valued and the activities of the classroom reflected this. The materials
which were prepared and arranged by the staff elicited activity from the
students who were involved in motor, verbal, and nonverbal interaction with
the human and nonhuman environment components. At times the children were
brought together in small groups for instructional purposes and one-to-one
teaching situations also were frequent. Emphasis in curriculum content
s eemed to be placed on reading, language skills, math skills and science
skills. Sometimes the students were brought together in a "huddle" to talk




about their behavior and expectations of one another. There seemed to exist
opportunities for the children to select and direct activities as well as

to receive direction from the three adults.

IL.  RESULTS

A. Student Interviews

1. Conditions Leading to Enrollment in Program

Three major types of school problems were mentioned by students as
precipitators of admission to Operation Return. In every case, attendance
in the regular school program was mentioned. Truance was perceived as
resulting from an inability to fulfill the academic expectations of teachers,
personal conflicts with teachers and peers, and a "fear" of the competitive
social environment of the regular school. Students frequently felt that they
were the object of aggression by other students, or targets for blame by
teachers. In one case, social pressures pertaining to the use of drugs and
negative comments concerning the schodl by relatives who had been previously
enrolled there led to a pattern of truancy which resulted in action by the
school's guidance counselor.

Guidance counselors were generally responsible for initiating actions for
placement in the special programs based on interviews of six students during the -
last week of school. An impression of having been well-prepared for the
program change was given by the students. There was a general recognition
that problems were existant in the previous school and a belief that transfer
to the special program would be ameliorative. The final change was approved
by parents and all the students recalled having discussed the move with the
family. One student complained that there had been an inordinate amount
of delay between having been referred to the special program and gaining
admission to it.

2. Perceptions of the Operation Return Program

Students were unanimous in viewing the program favorably. A common
theme was that-the school work was more appropriate for their level of
performance than it had been in the previous school. Apparently, a variety
of materials were made available to the students and this, counled with
frequent changes in topics of student and schedule, resulted in a minimization
of boredom. An unwillingness to tolerate repetition, systematization, and
regulation seemed to characterize this group of students.

According to the students, the project personnel have created an
environment in which minor personal idiosyncracies are acceptable and at the
same time provides some formalization. Although students expressed
repugnance at the presence of a locked gate which prevented their leaving
the floor of the building on which instruction was conducted, they looked
favorably upon provisions which permitted individuals who had completed
assignments to leave the immediate area and to pursue personal interests.

Fo- example, the roof area is made available for students to use in their free
time and this is viewed as a positive accommodation.

3. Isolation of Students

A common criticism of the program pertained to the fact that the program
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is segrgated from the regular school. On one hand, the students were aware
that their difficulties in their former regular placement resulted from
conflicts with peers or teachers, but on the other hand, they "missed" the
conventional changing of classes and routines associated with their previous
placements. It should be noted that the trend in special programming is to
attempt to maximally integrate the student into the conventional program
while at the same time providing him with supplementary services. This
organizational pattern was developed to help relieve these kinds of conflicts.

It should also be noted that nearly all of the students in the program
saw the social climate at the program site as being favorable. This view is
in sharp contrast to their perceptions of the influence of peers and of the
social climate at the regular school. To determine whether or not this
perception is a function of being in the program or of changes in the
behavior of peers in the program, or merely the presence of a smaller group
and a radically different setting was impossible to determine from student
interviews.

4. Leaving the Program

Nearly all of the students interviewed spoke of having thought about either
their occupational roles subsequent to school or returning to regular classes.
Whether or not discussions of this type were planned for as a formal component
of the classroom program was not clear. Al1 of the enrollees, however, alluded
to their weekly group sessions with the school psychologist. Apparently,
discussions pertaining to relocation were held during those times.

Students frequently expressed the fear that were they to return to their
prior schools, peer influences would be unfavorable. Former peers were seen
as being rough, disorderly, and controlling, a serious threat to their school
adjustment. These ideas produced a state of dissonance or conflict because
balancing these fears of possible difficulties was a‘recognition that being in
the regular program was more "normal."

None of the students interviewed who were ineligible for graduation this
year (1972) indicated that they wanted to return to the regular high school
next fall. A number preferred permanent placement in Operation Return and the
minimal preferred continuing placement in the program was one year.

5. Student Identified Positive Program Components

—

. Greater chance to run school equipment (e.g. gym)
2. Greater freedom of choice
3. Less regimentation in daily and weekly program

4. More opportunity to get outside the school building and into the
community through extensive field trip program

5. Staff is easy to get along with
6. Can handle peer relationships easier

7. Academic tasks are more compatible with perceived aptitudes




6. Student Identified Negative Program Components

1. Locked gate to classroom area

2. Felt need for expanding work-study

3. Girls feel they don't have enough to do during gym

4. Need further instruction in relation *o drugs
5. Not enough students in program

7. Student Perceptions of Staff

Both teachers and aides received high evaluations by students. It was
generally felt that the staff at Operation Return was more receptive to the
criticisms or comments of students and demonstrated a sincere concern for
the welfare of the student. In part, their favorable perception was due
to the fact that organizational patterns were such that one-to-one relations
with staff members were possible. Frequently recounted was the feeling that
the regular high school student-teacher relations were too formal and the
students too anonymous. ATlthough students typically expressed preference
for a strong personal relationship with one teacher or aide, neither group
was favored.

B. Academic Achievement and Attendance

The test scores in reading and in mathematics were available from the
Madison Square Boys Club, the Tompkins Square Boys Club, and the P.S. 19
centers.

1. Achievement and Attendance at the Madison Square Boys Club

At this center, four students were enrolled in the program for the entire
school year and others were added in as the yea: progressed. Table 1
presents the achievement scores in reading and mathematics, and the students'
attendance records.




Student Achievement and Attendance at Madison Square Boys Club
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Table 1

Student Dates Tested Pre

Grade Equivalent

Post

Pre

Reading Reading Math

Post Days
Math Present Absent

Days

1 10/71-5/72 3.8 3.9 4.7 6.5 115% 65%
2 10/71-5/72 -=- 2.0 3.0 4.2 159 18
3 10/71-5/72 4.8 4.9 3.9 5.3 151 32
4 10/71-5/72 3.8 4.5 3.9 4.7 98 76
5 12/71-6/72 9.3 — 7.6  --- 95 27
6 12/71-6/72 2.3 3.0 3.6 5.0 117 10
7 1/72-6/72 3.9 4.8 5.2 5.7 85 33
8 2/72-6/72 2.3 2.7 3.9 5.5 64 42
9 3/72-6/72 6.7 9.7 3.9 5.2 44 18%
10 3/72-6/72 5.0 5.1 5.0 5.7 64 16
11 4/72-6/72 3.6 4.4 5.2 5.7 59 30
12 4/72-6/72 4.5 4.7 4.7 5.3 33 11%
12 2/72-6/72 6.8 8.4 5.2 5.7 34 76
14 5/72-6/72 4.5 6.7 7.0 7.0 31 5
15 5/72-6/72 7.5 --- 5.0 --- 16% 134

The post-test achievement clearly is below national normative performance.

Most of the scores are still in the fifth grade and although these students

are on the junior high school level,
elementary students.

their performance equals that of middle

For the five students whose pre-testing and post-testing spans the whole

school year, the achievement gains are quite small in reading and somewhat

greater in mathematics.




The attendance ratios are somewhat more impressive. Only two students
attended less than fifty percent of the classes, aiid many attended eighty to
ninety percent. Much of the low attendance was due to particular incidents
such as a car accident and a psychiatric evaluation. Because school attendance
or truancy was a major feature leading to enrollment, the attendance of
students is a strong indicator of how students felt about this center's
program.

2. Achirvement and Attendance at the Tompkins Square Boys Club

Table 2 presents achievement and attendance information for the eight
students at this center.

Table 2

Student Achievement and Attendance at Tompkins Square Boys Club

Grade Equivalent
Student Dates Tested Pre Post Pre Post Days Days
Reading Reading Math Math Present Absent

1 2/72-6/72

2.2 2.5 3.6 4.7 73 70
2 5/71-6/72 N.R.* P.P.* Kg.* 3.9 166 19
3 2/71-6/72 0 2.5 3.6 5.2 178 7
4 10/71-6/72 1.7 2.5 3.9 4.5 132% 30%
5 2/72-5/72 2.5 3.8 2.2 3.2 38 61
b 3/71-6/72 N.R.* 2.9 2.0 4.5 125 59
7 1/71-6/72 1.6 8.9 2.8 5.7 134} 50%
8 11/70-6/72 3.7 6.0 3.6 5.5 150 35

*N.R. =non reader
P.P. =pre primer level
Kg. = kindergarten level

In this center there is also a pattern of higher mathematics achievement
than reading achievement, although three students attained rather substantial
gains in reading during the school year. In mathematics, many of these
students are attaining scores close to the national normative performance.
Attendance was also very high except for one case indicating that most of these
students felt very comfortable in this program.

3. Achievement and Attendance at P.S. 19

Only three of the eight students at P.S. 19 attended school for the full
year and most of the students were not capable of being adequately tested on
admission to the program. Their end of year achievement was generally in the
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high first grade, low second grade level with students performing
substantially better in mathematics than in reading. School attendance was
very high with only one student missing as much as thirty-eight percent of
the classes, again attesting to the positive attitudes students hold toward
the Operation Return program.

ITT. INTERPRETATION AND ANALYSIS

A. Physical Setting

In one sense the use of the boys clubs for three of the program centers
is an excellent idea. ‘"ot only are the clubs relatively modern and well
kept facilities offering recreational options, but they generally have
positive associations among those boys for whom the regular school setting
is associated with failure and rejection. On the other hand, the centers
being separate from the schools encourages isolation from use of the schools'
equipment and material resources. Little of the equipment and materials
ordered by the staff actually arrived and as a result the discrepancy was
great between the plentiful materials mentioned in the proposals and the
scanty ordinary materials which were actually in use in the centers. The
physical environment of the three centers in boys clubs was quite unstimulating.
In contrast, the center located in P.S. 19 had abundant supplies, some of which
were used during the regular school year. If the proposed materials are
not available next year, it would seem important to reevaluate whether the
program should be located in boys clubs or in schools. This is a crucial
point, since Operation Return states as a major goal the individualization of
its affective and cognitive learning sequences, and it is doubtful that this
goal can be met without materials and educational supplies. If materials
were in more abundance, the emphasis could be shifted from the ordinary
formal teacher-- talk emphasis-- one which seems to have failed in the regular
schools-- to a model in which the environment poses problems for the students
to grapple with. Such an emphasis would seem to better support the staff's
philosophy than the present physical arrangement.

Should some of the centers remain in the boys clubs, the staff must be
supported by the program's administration by supplying the classes with
stimulating and innovative materials or else the educational objectives will
never be adequately met. At present, the most interesting pieces of apparatus
are recreational ones or ordinary workbooks. It is not surprising to see the
boys so frequently engaged in recreational activities since the distribution
of equipment encourages it. The disproportionate amount of recreational
equipment also makes it more likely that the staff unnecessarily spend a great
deal of time trying to encourage the boys to do "work" and attempting to 1
control their activity.

B. Personal Domain

This seems to be the strongest aspect of the program. Except for a few
minor points of disagreement, there is general mutual acceptance and under-
standing of the program's goals within each center. Each of the four statfs
relate well to one another and see themselves as a cohesive unit in collaboration
for the interests of the students. The staffs see their roles as advocates
for the students and take active steps to help the students fulfill their
needs and goals. There is Tittle dnubt about the committment of the adulte
with the program nor about their ability to understand the wide variety of
variables affecting the students' personal and social development. The
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students are liked, supported and reassured by the staff and in turn have
responded by returning that affection and respect. If there is one difficulty
in the personal domain, it is inconsistency by center to center in the maximum
use of the staff, particularly the educational assistants. To maximize the
achievement program goals, all staff should be involved in instruction. It
makes little sense to waste human resources by having some personnel "sit in"
on a lesson or remain in the office. In some cases the staff is awarz of this
problem and are moving to correct it. For those centers who have not
reevaluated themselves on this pbint it might make some sense to examine each
role within the program and determine what perceniage of the day they are
actively involved with children individually or in groups.

While relationships seem excellent within centers, more resources could
be assembled if all four centers saw themselves as a unit and approached planning
in such a manner.

Also, it was not clear why some centers accept only boys and others accept
only girls.

C. Program Domain

This seems to be the weakest component of the project. The staff needs to
deal with the same problem which troubles educators everywhere, and that is
goal setting and evaluation. It doesn't seem that the learning goals for
each student are well defined nor are they broken into behavioral skills.
There seems to be too much adherence to "more of the same" traditional
methods of instruction in the academics despite the fact that the personal
resources are available to provide a more stimulating and well organized
learning sequence. It is in approaches to affective education that the staff
excells. They have created a safe, supportive environment. While it is
recognized that the most fundamental goal of the program is social and
emotional development, this goal cannot be fully achieved if the student
continues to feel incompetent. Rather than treat the academic and social/
emotional goals as mutually exclusive, the program would be greatly improved
if more careful attention were given to the academic components.

When asked about the effectiveness of their program, 60% of the staff feel
it's very effective and 40% of the staff felt it's at least partially effective.
Most agree that the program produces considerable changes in behavior--
including cessation of aggressiveness and teacher assaults, beginning of trust,
dependence upon and support of each other and increased hope and willingness
to try. The students' self images rose noticeably and they began to take
personal pride in themselves. The staff seems to help them in developing
life skills and alternate ways of behavior.

As to the quality of the learning experience, the staff feels it's a good
one for many of the students, but is inadequate for others. Also, they see
the program operating as a parallel one to the regular school system, rather
than to return students to school. Even when the student's behavior does
change, frequently the school conditions which set off the abberant behavior
do not. The staff feels the schools are happy to see them leave and reluctant
to have them back.

Despite the fact that parent involvement was a formally stated program
goal, none of the centers reported more than minimal parent participation.




IV. RECOMMENDATIONS

1. Continue to look for ways to encourage more parent involvement and
cooperation.

2. Individualize and broaden the curriculum, particularly the math
(80% of the staff mentioned this change).

3. Work more intensely heiping 9th graders make the transition to high school.

4. Broaden the age range of the program to extend both to younger and
older students- for the latter as an alternative to high school.

5. Schedule gym for P.M., not A.M.

6. Consider relaxing some of the rules, shifting responsibility for
decision making to the students. One such rule mentioned is the
“"No Smoking" rule.

7. Involve boys in their own evaluation by increasing use of self-kept
charts and diagrams marking progress.

8. Institute a self-run court system of discipline.
9. Investigate more interesting use of space.

10. Fulfill rent contract made with the Boys Clubs (Board of Education left
rent unpaid for 9 months which caused strain between program and facility.)

11. Provide regular physical examination for each student admitted to the
program.

12. Improve method of recruiting staff, using qualifications for position
as the criteria rather than position on the waiting list.

13. Provide the materials agreed upon in the proposal.

14. Investigate further ways for the four centers to work together, pooling
their resources.

15. Investigate efficient use of staff in instruction and implementation
of goals.

16. Consider assigning a curriculum specialist to the project.

V. CONCLUSIONS

Operation Return seems to be meeting its goals for affective reeducation.
It is less clear that academic goals are being met which may be due to a
variety of factors:

a) Many of the staff were trained in affective education. A
psychologist, psychiatrist and guidance counselors are involved in
the program, but no curriculum specialists are.




b) Inadequate numbers and uninteresting kinds of materials were available
at the centers located in Boys Clubs.

c) By the time some of the students were referred to the program, they
were so turned off to cognitive learning experiences that they were
extremely difficult to reconvince that academic learning makes sense.

d) The staff sees a dichotomy between cognitive and affective goals and
fears losing affective gains by imposing cognitive experiences.

The goal of returning children to the schools is met less often than the
staff would like to see occur. Parental involvement goals are not being met.
It is clear that this program is one of the last hopes for many students for

whom adjustment to the regular system is impossible.
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EXECUTIVE SUMMARY

It is required by Federal Law that all educational assistants employed
under Title I ESEA, receive educational training. Therefore, all public
and non-public school paraprofessionals (N=165) in Ristrict 1, participated
in the Auxiliary Career Training Program in 1971-72.

A11 participating paraprofessionals attended the monthly training sessions.
Those educational assistants, however, who were attending college where
they were enrolled in Teacher Education Programs, met once a month for a
2% hour training session; the remaining non-college assistants met bi-monthly
for a meeting of the same length.

Training for paraprofessionalswas generally aimed at teaching educational
techniques and theory. Therefore, reading and language skills were stressed.
Other sessions were devoted to such topics as Narcotics and Health Screening.
During part of each session, the educational assistants were given the op-
portunity to develop their teaching skills and lesson plans.

The personnel needed to implement the program con.isted of a Trainer-
Coordinator, two Auxiliary Trainers, and a part-time secretary. The
Trainer-Coordinator .prepared the training sessions and acted as a liaison
between the educational assistants and the teaching staff in areas of human
relations and problem solving. The responsibilities of the two auxiliary
trainers consisted mainly in aiding the Trainer-Coordinator in the preparation
of the materials and curriculum used in the training workshops.

On-site observations of training sessions made by Teaching & Learning
staff, resulted in favorable conclusions as to the effectiveness of the
content and structure of each of the observed sessions.

Teacher responses to questionnaires revealed that 81.5% of the teachers
felt that the educational assistants were an aid to them as well as to the
students. When asked in which areas were the para-professionals of utmost
usefulness, the teachers responded, "Allows me to spend instructional time
more effectively." And when asked, 72% of the aducational assistants ex-
g;essed that they considered themselves as being of "some" aid to the

ildren.

It is recommended that the program be recycled.




AUXILIARY EDUCATIONAL CAREER UNIT PROGRAM

I. Program Description

A. Population

It is mandated by Federal Law that all local Dist -t Superin-
tendents provide educational training for personnel emp..yed under
Title 1 ESEA as Educational Assistants (paraprofessionals). Thus
every Educational Assistant in District 1 participated in the Auxiliary
Career Training Program in 1971-72. There were 115 Educational
Assistants teaching in grades K-2, 24 teaching in the non-public
schools and 26 teaching in grades 3-6. In all, 165 Educational Assis-
tants (divided into 8 classes with about 20 trainees per class) were
included in the in-service training program.

Educational Assistants are selected on the following basis:
members of the District 1 community; affected by poverty;
demonstrates a talent for working with children; and have

a desire to perfect their skills. (Prior to September 1970
a high school diploma was required so approximately 95% of
the Educational Assistants (those hired between 1967 and
1970) have high school diplomas.

B. Training Session Details

The program began on September 13, 1971 and terminated on June
30, 1972. Training sessions were held in a meeting room of the Grand
Street Settlement House in District 1, Manhattan. The Educational
Assistants were divided into 2 groups for training purposes, one
group consisting of those enrolled in college and the second group
consisting of those not enrolled in college. The college group met
once a month and the non-college group met twice a month. The training
sessions were two and one-half hours in length. It was necessary
to provide two training sections because those Educational Assis-
tants enrolled in a college program received released time from the
classroom and left school early for college classes. It was also
thought .that since these assistants were enrolled in a Teacher Ed-
ucation Program they would be learning skills which would support
their work with children.

Training Sessions 1971-72

1. Classroom Management - presented by the Trainer-Coordinator
Film plus lecture. College and non-college groups.

2. Child Development - Special emphasis on the agressive child.
Presented by psychiatrist and psychologist from the Beth-
Isreal "I Spy" Program. Lecture plus film. College and non-
college groups.
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11.

12.

13.

14.

15.

Language Arts (Reading) - Techniques and objectives in use
of puppets, puppet theater, flannel boards. Presented by the
Trainer-Coordinator. College and non-college groups.

Language Arts (Reading) - Specific activities to foster language
development and teach reading skills. Presented by Trainer-
Coordinator. Non-college group - Sessions 4 and 5 were com-
bined for the college group.

Language Arts (Reading) - More specific activities tu foster
language development and teach reading skills. Presented by
Trainer-Coordinator. Non-college group.

General Meeting

Phonics - Defining terms and presenting teaching techniques
with special emphasis on consonants, consonant blends, dia-
graphs, etc. Demonstration of the use of poetry in teaching
phonics. Presented by Trainer-Coordinator. Non-college groups.

Phonics - Continuation of Session no. 7.

Phonics - Emphasis on vowels, long and short sounds, rules for
dipthongs, magic "e", etc. Presented by Trainer-Coordinator.
Non-college groups.

Narcotics - Discussion of types of drugs, effects and drug
problems with young children. Plus film. Presented by the
Director of Pediatrics at Beth-Isreal Hospital. Coliege and
non-college groups.

Health Screening - Nutrition, immunization of babies, allergies,
sickle cell anemia, lead poisoning. Director of Nursing, Beth
Isreal Hospital "I Spy" Program. Coilege and non-college
groups.

Mathematics - Beginning number concepts. Film plus lecture.
Trainer-Coordinator. Non-college group. Sessions 12 and 13
were combined for the college group.

Mathematics - Addition and its properties. Made materials to
take back to use in the classroom. Presented by the Trainer-
Coordinator. Non-college group.

Reading - Diagnosing reading difficulties and use of special
materials, tests, and techniques used to correct various
reading problems. Presented by Coordinator of the Special
Reading Services Clinic in District 1. College and non-college
groups.

Reading and Reading Materials - follow-up of session 14 teacher-
designed and made materials, techniques for using these
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materials explained and demonstrated. Workshop in which Ed-
ucational Assistants will reproduce these materials for their
own use in the classrooms. Presented by the Trainer-Coordin-
ator. College and non-college groups.

16. Evaluation - general review of material presented in all train-
ing sessions. Presented by the Trainer-Coordinator. College
and non-college groups.

17. General Meeting

From glancing at these topics and programs one can see that the
training was generally aimed at teaching educational techniques and
theory which would help the Educational Assistants be more effective,
supportive personnel in the classrooms. Appropriately, a great
deal of emphasis was placed on reading and related language skills.
Some of the sessions such as the Narcotics and Health Screening were
also aimed at meeting another important objective of this program,
namely, to help Educational Assistants become more effective liaisons
between their schools and their community.

The workshops conducted by the Trainer-Coordinator were usually
balanced between theoretical and practical knowlege. The first half
of each training session was devoted to an understanding of education-
al theory, and demonstrations of skills and materials already used
in the classroom. The Trainer-Coordinator believed that it was
important for the Educational Assistants to be familiar with and
understand terms and language used by educators so it would be
possible for them to read, understand, and use teacher's manuals
and instruction books.

The second half of each training session was devoted to a
practical workshop or forum in which the trainees were given an
opportunity to develop their own lesson plans, skills, techniques
and materials under the direction of the Trainer-Coordinator and
Auxiliary Trainers. In some instances, such as the reading and
mathematics workshops, the Educational Assistants made materials to
take back to their classrooms.

C. Training Personnel

The training personnel requirec for this program consisted of
one Trainer-Coordinator, two Auxiliary Trainers (as recommended in
a previous evaluation study) and a part-time secretary.

Trainer-Coordinator

The Trainer-Coordinator was responsible for the format and actual
content of the training workshops. From her knowledge of the aims
and goals of the program in general and her teaching experience in
the primary grades she prepared a specific curriculum designed to




meet these needs. She also had the responsibility for arranging
times, dates, people and places for all the training sessions.

Twelve of the sixteen workshops were prepared and conducted by
the Trainer-Coordinator. She arranged for 4 highly specialized
Guest LecturerS to present a variety of educational programs, an
achievement that should not be overlooked. There was no . “ney
available in the AECU budget for Consultants Fees and all of the
lecturers therefore gave their time freely. To volunteer to
lecture a single time without financial compensation is commendable
but because of the desire of the Trainer-Coordinator to maintain
small classes for more effective teaching and learning, every
Guest Lecturer presented his or her program five to seven times.
Achieving this kind of cooperation from busy professionals is a
significant accomplishment.

The Trainer-Coordinator also acted as a liaison between the
administrative personnel, the pedagogical staff ana the Educational
Assistants in instances of human relations, problem solving and
trouble-shooting. She also spent a great deal of time visiting the
schools and observing the Educational Assistants working in the
classrooms. On each of these visits she and the auxiliary trainer
met with the Principal, visited the classrooms, and then met for
informal talks with the teachers and Educational Assistants giving
comments, encouragement, or suggestions for improvement.

She also coordinated the administrative details involved
with the Educational Assistants in the college program. For
example, checking over applications, submitting applications to the
City Board of Education, arranging for release time from the class-
room and financial arrangements for the Educational Assistants were
all details handled by the Trainer-Coordinator.

D. Auxiliary Trainers

The Auxiliary Trainers assisted the Trainer-Coordinator in
ordering materials, keeping the office functioning, preparing the
meeting room for the various lecture requirements and in the planning
and preparation of the curriculum and materials used in the train-
ing workshops. They also participated in observing the Educational
Assistants in their classrooms throughout the year. Another
invaluable aspect of their work was attending conferences
throughout the city and district and sharing their experiences
and evaluations of the conferences with the Trainer-Coordinator.

Educational Background of the Trainer-Coordinator

The Trainer-Coordinator has had 14 years of early childhood




teaching experience in the Public Schools. She is a licensed Super-
visor of Early Childhood Classes and has been the Trainer-Coordina-
tor and supervisor of the AECU program for 5 years. She has recent-
ly received special training in group dynamics at the New Careers
Laboratory, an affiliate of N.Y.U.

II. Paraprofessionals in the Classroom: An Overview

Typically, the function of the paraprofessional in the schools
has been to relieve the teacher of responsibility from time con-
suming tasks which do not demand the exercise of her professional
skills. A second important function is to provide additional role
models for children. However, paraprofessionals have also been
successful in promoting the intellectual, physical and social
growth of both "disadvantaged" and "slow learning" preschool to
youth aged children (Riessman and Gartner, 1969; Brievogel, et. al.,
1970, Prioleau, 1970).

One Florida program involved using paraprofessionals to teach
mothers of disadvantaged pre-schoolers to provide exercises for
their children designed to develop cognitive and social skills
(Riessman and Gartner, 1970). The results, as determined by the
Griffith Mental Development Scale, showed that children whose mothers
had been trained by a paraprofessional did better on all scales as
compared with a similar group without the use of paraprofessiona’
training. A similar New York program (STAR) using paraprofession-
als to train mothers, found that Puerto Rican children, parentally
tutored 1 hour per week, performed higher on nine different read-
iny tests than did a control group of matched children who received
2 hours of remediation per week from professional reading teachers
(Riessman and Gartner, 1970).

One kindergarten paraprofessional found that the slow learner
benefited most from the teacher aide because more time could be
devoted to the individual student (Prioleau, 1970). This enabled
the children to progress at their own rates and eliminated a good
deal of frustration. Another study involving kindergarten aged
children found that pupil learning in reading as determined by scores
on the MRRT, was 50% greater in kindergarten classes with a para-
profissional than where there was no aide (Riessman and Gartner,
1970).

By using paraprofessionals from the local community, the self-
concept and feeling of control on the part of the children are
likely to be enhanced. In a Youth Tutoring Youth project, operated
by the National Commission on Resources for Youth, 14 and 15 year
olds, themselves underachievers in school, successfully tutored
elementary school children who were reading below grade level
(Riessman, 1972). As a result not only did the children gain self
confidence and respect which resulted in improved learning but they
also were provided with realistic models with whom they could identify
(Riessman, 1972; Riessman, 1972). -




Usually training programs for teacher aides consist of lectures
and workshops in some combination of the following: child develop-
ment; schools as social institutions; school-community relations;
teaching techniques; communication and language skills; and career
development (Bowman, 1970). One approach centers training around
the types of children with whom the aides would be working, antici-
pated management problems, and understanding individual differences.
In other programs emphasis is given to group interaction involving
teachers and aides. Discussions of planning, classroom occurences
and the resolution of any conflicts that might exist have also
been stressed (Bowman, 1970; Cruickshank, 1969). The training of
special education techniques associated with specific jobs provides
the basis for another program (Harris, 1970).

In general, it can be safely asserted that results stemming
from the use of teacher aiues has been favorable. Besides freeing
the teacher from minor administrative duties thus allowing for a
potentially greater proportion of teaching time, several programs
have demonstrated that selecting the paraprofessional from the
local neighborhood helped the child from the "disadvantaged" back-
ground adjust to the unfamiliar "world of the school". This
staff member provided a realistic role model for the child and a
means for interpreting the school's educational goals to the
community and the community's needs and concerns to the school
(Bowman, 1970; Brievogel, et. al., 1970).

IIT. Method

A. On-Site Observations

1. Training Sessions

Three staff members of Teaching & Learning Research Corpor-
ation were on the team of professional educators evaluating the Auxil-
iary Educational Career Unit program, the chief investigator being
Dr. Louis Hofmann. One member of the Evaluation Team was a Research
Assistant having an undergraduate, and graduate background in special
education, three and one-half years of teaching experience in the
classroom, and previous experience as an investigator. A second
Research Assistant had undergraduate and graduate training plus
two years of experience as an Assistant Investigator. Al1 members
of the Evaluation Team were employed exclusively outside the New
York City school system. The Chief Investigator trained both of
the Assistants in evaluation and observation techniques.

Four on-site observations were made of the Training Sessions at
the Grand Street Settlement House. The fifth session took place
at P.S. 20 in the Special Reading Services Clinic room. Two sessions




were observed during the beginning of the program, two sessions were

observed at mid year and one session was observed immediately before the
program terminated. -

The observational format followed by the observers consisted of
two main parts. The first was the following checklist:

(a) Where was the training session conducted?
b) How long was the session?

How many trainees were present?

What was the seating arrangement?

Who was leading the session?

What was the topic of the session?

What special materials (if any) were used?
Did the trainees actively participate?
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The second part was more subjective since more judgments were
demanded. In this segment an effort was made to determine if the
trainees (by the questions they asked, etc.) were understanding the
material. Observers were required to gauge the atmosphere and
conditions for learning as well as the appropriateness of the mate-
rial presented. Observations of the Trainer were also made to
determine whether she had an understanding of the materials she
was using and the efficacy of her teaching techniques.

2. Classroom Observations

Approximately 25 classroom observational visits were
made by the Evaluation Team at the following seven schools, P.S. 14,
P.S. 15, P.S. 19, P.S. 34, P.S. 61, P.S. 140, and P.S. 160. The
Educational Assistants were observed during a minimum half hour
segment of their school day. Some Educational Assistants were ob-
served a full school day and some for one-half day. The grades
in which the Educational Assistants were observed ranged from kind-
ergarten through four with a concentration in grades one and two,
the level at which the majority of Educational Assistants are assigned.

The classroom observations were divided into three segments,
the first being the checklist shown below:

(a) Number of children in the classroom

(b) Grade Tevel

(c) Seating arrangements

(d) Number of teaching adults in classroom

(e) Materials used

(f) Activities performed by teacher

(g) Activities performed by educational assistant




The second segment of the observational techniques was directed
toward the following:

a) Was the Educational Assistant performing her given tasks
properly?

b) What was the response of the children, if any, to the ed-
ucational assistant?

c) How much cooperation was displayed between the educational

. assistant and the teacher?

a) Were there any sophisticated or traditional educational
techniques used by the Educational Assistant? For
example, positive reinforcement, behavior modification,
hierarchical grouping, judicious use of isolation, etc.

(
(
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The third segment of the classroom observational visits was a
short interview with the Educational Assistants when conditions
permitted. Questions were asked relating to the training sessions
and their relevancy to their classroom work. Some examples of
questions asked at this time follow.

(a) Do you find the training sessions help you perform your
responsibilities in the classroom more effectively?

(b) What sessions have you found the most valuable?

(c) Would you 1ike to have more training sessions each month?

(d) Do you have any suggestions for new topics you would like
covered in future training sessions?

In addition, the evaluation focused on finding indications of
a climate for learning, a concern for and understanding of children
and their needs, a rapport between the teacher and Educational
Assistant, and an appropriate and effective use of materials.

B. Questionnaires

1. Auxiliary Education Career Unit Teacher Rating Scale

The Teacher Rating Scale, a copy of which is in Appendix_g
was designed to show how the teacher was interacting with the Ed-
ucational Assistant. It should be noted that in each classroom the
teacher decided how best to use her assistant. Next the question-
naire asked the teacher to comment on the training sessions and give
his or her judgment of their effectiveness and content. In addition
two questions elicited teacher reactions to the overall performance
of the Educational Assistant. The questionnaire was distributed by
mail at the end of the school year to a sample of 20 teachers in
the program.

2. Paraprofessional Questionnaire

A copy of this questionnaire is located in Appendix B .
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This questionnaire was an attempt to elicit responses from the
Educational Assistants regarding the number of children they work
with, communication with the teacher, value of the training sessions
and suggestions for improvements in the program. It was distributed
at the end of the year to {65 Educational Assistants.

IV. Results

A. On-Site Observations

1. Training Sessions

The training sessions typically had approximately 20-25
trainees in attendance, the groups being nearly exclusively composed
of women. Only two of the 165 educational assistants were male.

The topics covered during training ranged from phonics
to narcotics with special emphasis on language arts and reading.
This choice of subjects for the training sessions seemed relevant
and appropriate. iIn the primary grades reading is particularly
important and eight out of saventeen sessions were devoted to teaching
reading and related skills. The material presented by the guest
lecturers seemed apprepriate, particularly the reading and psychology
lectures. In general it can be said that the content and structure
of the sessions were compatible with recent practice in this area (see
review of literature).

The trainer appeared knowledgeable concerning teaching
and its objectives in the primary grades and shared her knowledge
enthusiastically. The question and answer technique used in most
lectures was effective with the group. It created a more informal,
relaxed atmosphere in which apparently most of the trainees wanted
to contribute and participste. No instances were noted in which
negativism or hostility was displayed by the trainer or trainees.

Dividing each workshop into theoretical and practical
segments was effective because it provided an opportunity to put
into practice the educational theory presented during the theoreti-
cal segment. It also helped reduce beredom by providing a change
of pace and structure.

_ Before beginning a lesscn, the trainer provided an
opportunity for the trainees to discuss school related problems.
It was observed that many of the trainees took advantage o1 this




opportunity and their difficulties were often solved. At this
point the trainer also took the time to relay any messages of
praise or complaints. It appeared that an open dialogue was
maintained to the benefit of all.

2. Classroom Observations

The evaluation team observed more actual teaching being
conducted by the teaching assistants than they had expected to en-
counter. Teaching tasks conducted or monitored by the parapro-
fessionals included: reading, mathematics, language arts, and
English as a second language. Such teaching typically took place
while the classroom teacher was working directly with another group
of children. 1In a few instances educational assistants were ob-
servad teaching entire classes.

In one special case the Educational Assistant taught all
the children in a kindergarten class each morning because the entire
class, except for one child, was Spanish-speaking. The teacher
taught the afternoon class which was English speaking except for
one or two and the educational assistant translated to the
Spanish speaking children. Some educational assistants were
responsible for small groups of Spanish speaking children for
twenty minutes per day during which time they taught them English.
Other educational assistants were observed changing classrooms for
portions of the day to help other teachers with special difficulties.

When questioned about their reactions to having an ed-
ucational assistant, the teachers responded most positively. One
teacher's comment sums up the usual reaction of the many teachers
questioned, "This (Educational Assistant's salary) is the best money
ever spent by the Board of Education." The rapport between teachers
and assistants was typically friendly and cooperative. In many
schools teachers and assistants had formalized a teaching plan in
the beginning of the year and cooperatively worked toward the
achievement of this goal con a daily basis.

B. Questionnaire Data

1. Teacher Responses

Respondents to the teacher questionnaire disclosed that
they had been working directly with an educational assistant for an
average of 2.9 years, with a range of from one through four. Over
eighty (81.5) percent of the teachers felt this was a valuable form
of assistance to them and the children. This rate exceeded the 70%
level proposed as the target.
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Teachers were asked to identify areas in which the aides
were of particular usefulness. Their selections resulted in the
following order of importance (from high to low):

1. Allows me to spend instructional time more
effectively.

2. Aids me in routine chores.

3. Improves the emotional and learning climate of
the classroom.

4. Stimulates my own development as a teacher.

Teachers were also asked to rate the performance of their
assistants on a scale from five (excellent) to one {pc r). The
following table shows the mean for seven items relating to aide
performance.

Table 1 . Teacher Evaluations of Performance of Educational Assistants

Item (Excellent=5, Poor=1)

><|

Small group instructional ability

Remedial and tutorial work

Record keeping and clerical tasks

Employment of good motivatioral techniques
Ability to explain instructicns clearly
Scoring tests, grading papers

Overall performance of educational assistant

SNOYOT 5 WD) =
PR
NO =N WWwO,m

In the 3above situation, all performance areas evaluated by
teachers exceed an item mean of 2.5 specified in the proposal as
the target effectiveness floor.

With regard to the training sessions themselves, teachers had
access to no direct information. However, because the teacher is
in a good position to judge any changes in the assistant's per-
formance over time, they were asked whether or not they felt the
training sessions enabled their educationagl assistants to perform
tasks more effectively than would have been possiblz without such

| training. Teachers were equally divided on that issue, 62 percent
believing that the iraining was helpful. Seventy-four (74) percent
’ of the teachers recalled having discussed the content of training

! sessions with their educational assistant only. Leaving for training
during school hours was seen as disruptive by about one-third (37%)
of the teachers.
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2. Paraprofessional Responses

The following tables summarize responses to a number of questions
relating tu the training program which the paraprofessionals participated
in: perceived quality, preferences, and demographic data. Because of the
varying responses demanded by the questions, some items are tabled

individually. {\1>

Table _2 . Number of Years Employed as an Educational Assistant N=77

1 2 3 4 5 6
f 4 f % f 4 f 3 f 3 f 4

13 (16.9) 8 (10.4) 16 (21.8) 26 (33.7) 12 (15.6) 2 (2.6)

A normal distribution of number of years of experience is shown
by the data in Table 2. More than one-half of the respondents in-
dicated that they had completed three or four years of work as
educational assistants, the modal value being four years. Approxi-
mately 17 percent would be considered beginners.

Table _3 . Current Coilege Enroliment of Paraprofessionals and Perceived
Usefulness in In-Service Training Program N=77

Item Yes No N.R.
f ¢ f % f %

1. Are you presently enrolled
in the college program? 32 (41.6) 44 (57.1) 1 (1.3)

2. Do you feel the training
sessions you receive are
valuable to you in the
classroom? 76 (98.7) 1 (1.3)

3. Do yrcu feel the training
sessions have helped you
become a more useful mem-
ber of your community? 72 (93.5) 2 (2.6) 3 (3.9)

-




Slightly more than one-half (57%) of the respondents were en-
rolled in the college program for which they received released time,
thereby reducing their number of exposures to in-service training
sessions from two to one per month. Nearly unanimous approval was
given to the training sessions' impact on classrnom and community
dimensions of the paraprofessionals' behavior. No differences be-
tween the college and non-college groups were noted in responses to
the questions dealing with classroom and community impact.

Table 4. Preferences for Number of In-Service Training Sessions N = 77

Prefer Present No. Prefer an Increase in Prefer a Decrease
of Training Sessions Training Sessions in Training Sessions
f % f % f %

59 (76.6) 15 (19.5) 3 (3.9)

Only a small proportion (4%) of the respondents would prefer
fewer training sessions. The majority (77%) were satisfied with
the number of sessions that were provided; one per month for college
enrollees and two per month for non-college. Fifteen respondents
(20%) indicated a desire to increase the number of training sessions.
There was however, no association between college enrollment--non-
enrollment and preference for increased training exposure (alpha .05).
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Table 5. Training Session Topic Ranked According to Importance by

Paraprofessionals N = 77

Session Topic Percent Assigning Rank*
1 2 3 4 5 6 7 8
Mathematics 12.3 10.0 3.7 41.1 1.t 9.2 15.2 10.9
Drugs 14.0 0.0 5.6 3.5 7.1 5.6 26.1 36.4
Materials Pre- 14.0 10.0 25.9 15.5 17.9 16.7 0.0 3.6
paration
Reading 24.6 18.0 5.9 5.7 14.3 5.6 13.0 1.8
Phonics--Language 19.3 24.0 20.4 8.6 12.5 3.7 10.9 7.3
Arts
Health 3.5 6.0 7.4 10.3 10.3 25.9 15.2 9.1
Child Dev. 3.5 6.0 1.1 6.9 23.2 24.1 10.9 12.7
Aggression
Class Manage- 8.8 26.0 0.0 8.6 12.5 9.2 8.7 18.2
ment

* rank 1 denotes highest assigned importance rank 8, lowest

The data summarized in Table___ shows the relative importance
assigned to various training topics by paraprofessionals. A line
beneath a percentage figure indicates the largest proportion of sub-
jects selecting a particular ranking for a topic. For example,

41.4 percent assigned an importance of 4 to the topic of mathema-
tics; rank four would therefore be considered the modal ranking.

By combining the data it is possible to identify topics considered
most and least important. Higher importance appeared to be

assigned to: materials preparation, reading, phonics--language arts,
and class management. Low importance was assigned to the topics:
drugs, health, and child development with an emphasis on aggression,
and mathematics.

Despite the fact that training sessions on drugs were ranked
low in “importance," about one-fourth of the subjects indicated
that this was most helpful in response to the question "Which of the
above sessions do you find most helpful in your community?" Next
in line in response to this question was reading. The remaining
subjects received scattered choices.

L Another question attempted to determine what proportion of sub-
‘ [ERJ}:‘ jects would prefer a one or two week training program immediately
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prior to the opening of the school. Responses to this question ware
fairly evenly divided, 40 percent stating a preference for such an
arrangement with 54 percent opposed. The remainder were taciturn.

A second set of questions dealt with paraprofessionals' per-
ceptions of their work experience with special emphasis being
given tc how they felt about working directly with children.

In response to the question, "How many children do you work
with at a time?" the majority (45%) identified "five or more."
About one-fourth of the respondents (26%) were working with three
or fewer children at one time.

Being asked for an opinion regarding the progress of children
with whom they were working occurred "very often" for 57 percent
of the paraprofessionais. "Sometimes" or "once and a while"
characterized the frequency of being asked for an estimate of
student progress for 39 percent. The remainder did not respond
to the item.

Nearly three-quarters (72%) of the paraprofessionals felt that
they were being of "some" aid to the children with only 22 percent
selecting "very much". Only four percent did not feel that their
assistance was of value to the children.

A larger proportion (22%) felt that they were not adequately
trained for the work they were doing with students. About three-
fourths (72%) classified their training as adequate. Only two
percent felt that they were "very well" trained for the job.

Again, nearly three-fourths (72%) of the paraprofessionals felt
comfortable working with four or more children. Forty-six (46) per-
cent felt comfortable in a helping situation involving five or more
children. One or two students was identified as the comfort level
by 16 percent of the respondents.

A final question concerned what proportion of the paraprofessionals
had been awarded complete charge of a class in the event of a
teacher's absence. Forty-four (44) percent recalled having done
so while 53 percent had not.

V. Recommendations

1. Observations of the classroom performance by several members
of the evaluation staff suggest that even more attention to psychologi-
cal procedures in classroom management would be helpful to the
trainees. Particulariy useful to the educational assistants would
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be a greater understanding of the use of positive reinforcement as
a method of modifying children's disruptive behavior.

2. Because the assistant and teacher learn techniques from
each other, the occasional switching of aides and teachers may
maximize the ability of aides and teachers to profit from examples
of good classroom management. In addition, switching might be
used to reduce the interpersonal conflict which arises in a few
cases.

3. More training sessions teaching English to Spanish speak-
ing children.

Also more use of this asset in the schools.

4. Of the 165 Educational Assistants, only two are male. This
distinct imbalance should be ameliorated through some direct efforts
to recruit more males into the occupation. A fairly substantial
body of sociological literature exists documenting the under-
exposure of many disadvantaged children to male role models while
the unusually strong influence of the female adult is felt. Se-
cond, using educational assistants is both an approach to improved
education and avehicle for providing legitimate, needed occupations
for disadvantaged nopulation. Both the under-exposure of dis-
advantaged children to male role models and the obvious employment
needs of males would be strong arguments for modifying the sex
distribution.

5. Responses of teaching assistants to questions concerning the
relative usefulness of various in-service topics show a preference
for topics such as materials preparation, reading, phonics and
classroom management. The more theoretical areas, such as drugs,
health, and child development were not viewed as particularly help-
ful or imrortant by the aides. Although client satisfaction is not
the best basis for re-organizing rurriculum, the results seem to
be sufficiently consistent to warraat some consideration being given
to a changing emphasis in the in-service program.

6. It is recommended that the program be re-cycled.

2
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18 APPENDIX A
AECU TEACHER RATING SCALE

. How long has your educational assistant been in the AECU program?

Is the educational assistant of help to you and the children?
yes NO
If "'yes' please number the applicable items below in order of their
importance to you, filling in the blanks with anything unmentioned.
allows me to spend instructional time more effectively
aids me in routime chores

stimulates my own development as a teacher

improves the emotional and learning climate of the classroom

Please evaluate the performance of your educational assistant using the
categories below. Please circle the appropriate rating.

. Small group instructional ability

EXCELLENT VERY GOOD GOOD  FAIR  POOR  CAN'T EVALUATE
Remedial and tutorial work

EXCELLENT  VERY GOOD GOOD  FAIR  POOR  CAN'T EVALUATE
Record keeping and clerical tasks

EXCELLENT  VERY GOOD GOOD  FAIR  POOR  CAN'T EVALUATE

. Employment of good motivational techniques (e.g., positive reinforcement)

EXCELLENT  VERY GOOD GOOD FAIR  POOR  CAN'T EVALUTE

. Ability to explain instructions clearly

EXCELLENT  VERY GOOD GOOD FAIR  POOR  CAN'T EVALUTE

. Scoring tests, grading papers

EXCELLENT  VERY GOOD GOOD  FAIR  POOR  CAN'T EVALUTE
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C. 1. Do you feel that the training sessions enable your educational assistant
to perform “er tasks more effectively than would be possible without such
training?

Yes NO

2. Do you feel that it is unduly disruptive when the educational assistant
leaves for training during school hours?

Yes NO

3. Does the educational assistant discuss the content of her training sessions
with you?
Yes NO

L, Are there any areas in which you think the training sessions should be more
emphatic or supply more information to your educational assistant? Explain.

D. How would you rate the overall performance of the educational assistant in
your classroom? Circle one.

EXCELLENT  VERY GOOD GOOD FAIR  POOR
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APPENDIX B

Educational Assistant Training Program Questionnaire

How many years have you been an educational assistant?
Are you presently in the college program?

Do you feel the training sessions you receive are valuable to you in
the classroom?

Do you feel the training seesions have helped you become a more useful
member of your community?

Would you 1ike to have the number of training sessions
a. remain the same
b. increase in number
c. fewer in number

Rank the following training sessions in order of their importance to you
as an educational assistant:

a. mathematics

b. drugs

c. materials preparation

d. reading

e. phonics - language arts

f. health

g. child development - the agressive child
h. classroom management

Which of the above sessions do you find is most helpful in your community?
Would you 1ike to have an intensive one or two weeks summer training
program just before the beginning of school? (In addition to the

training sessions you receive throughout the year.)

How many children do you work with at a time?

311

1
2
3
4
50

o0 T

. more
How often does the teacher ask you opinion about the progress of
children in your class?

a. once in a while
b. sometimes
c. very often
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12.

13.

14,

How much help do you feel you are giving the children?

a. very much
b. some
¢c. not very much

How well are you trained for the work you aré decing with the children?
a. not very well A
b. fairly well
c. very well

How many children do you feel most comfortable working with?

oOaoan oo
(S50 - R ) F o

or more

Have you ever been in charge of classes when teachers are absent?
How often?
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I.  INTRODUCTION

The community superintendent and the community school board of District
1 decided to recycle two MES schools in P.S. 137 Manhattan and P.S. 188
Manhattan, from the periods September 1971 to August 1972. Such a decision
was undoubtedly based on the consistently supportive evidence assuring that
the MES program offers sound educational guidelines and makes pupil
achievement possible. Not only did frequent studies indicate that pupi.
achievement in reading resulted in a reduction in reading retardation but
there were added expressions of support from educators, community people,
and the youngsters themselves, attesting to the essential soundness and
integrity of the MES program. Previous studies indicated that teacher morale
is high and teacher mobility low, and that parent participation has increased
in number and quality in MES schools. Such features then suggest that ob-
servers of MES schools would undoubtedly find a positive school climate
essential to effecting teaching and learning.

I1. PROGRAM DESCRIPTION

The program as developed herein reflects the thinking of the community
superintendent, the community school board, heads 6f participating MES
schools and the director of MES at the central board and community of
District 1. A vital part of the MES program is the establishment of a
maximum ciass size of 22 for grades 1 through 6, 20 for kindergarten, and
15 for pre-kindergarten. This study essentially looked at grades 1 through
6. The organization of the MES program for these grades follows.

Grades 1-6

1. Four teachers will be assigned for every 3 classes.

2. The teachers should work as a team.

3. Coverage for preparation periods will be arranged by
the team using a team member so that continuity of
instruction will be maintained.

4. The unique strength of each teacher will be utilized,

5. Cluster meetings will be held each week with the Assistant

Principal assigned to a grade as an advisor to these teachers'
sessions.

Special Personnel

0.T.P.'s Area specialists in Arts, Music, Science, A.V., and Health
Education will not only be used to extend the curriculum but to provide
coverage for teachers during cluster meetings. In addition to these
specialists, an Administrative Assistant will be assigned to relieve
the Assistant Principal for work with the cluster groups and to train
school aides; a community relations teacher will be Provided§ a corrective
reading teacher will provide remedial work and classrnom assistance 'as
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needed; a health counselor will act as a resource for all school per-
sonnel on matters pertaining to health status of children, and handle
other necessary duties concerning children in meeting their health needs.

Other Personnel

Supportive Services will be provided by a Guidance Team (Guidance
counselors, psychologists, psychiatrist, social worker and attendance
teacher). A social worker will provide liaison with social agencies;
para-professional relieve teachers of non-teaching duties; the Assistant
Principal will give added support to the academic skills in each grade
level as well as serve each cluster as a major resource person.

A. Pupil and Curriculum

1. The home class should be small and adequately supported. It should
serve as the primary source for children with wide range of needs and
abilities. Children should be encouraged to develop independent skills.
Regrouping within the class group is essential so that individual
needs may be more adequately met in all curriculum areas. The cluster
teacher will provide coverage for preparation time and also assist the
class teacher in teaching skills within the home classroom. Classes
should be organized heterogeneously. Rooms should be attractively
arranged and reflect a respect for the basic curriculum areas. New
and innovative equipment should be evident. Small group and individual
instruction should be evident. Children should be encouraged to active-
ly participate in classroom activities. Language development should
be »mphasized at all times in every curriculum area, especially oral
as well as written communication.

Adequate provision must be made for the typical child. Special pro-
grams of enrichment and continued academic development must be pro-
vided for the high academic achiever. Special programs must be pro-
vided for children with emotional needs that cannot be met in the
regular small class. Special attention must be focused on the cur-
riculum and content of educational experiences in these small classes
to be certain the individual needs of children are being met and thus
lessen the emotional stresses that may foster emotional upset.

2. Special Placement

At the end of the second grade, placement of each child should involve
consideration not only of the child's academic achievement but also

of his social, emoticnal, and physical maturation. In light of in-
dividual needs, special placement may be arranged.

3. Acceleration
Pupils achieving at or above grade 4 academic level and possessing

physical, emotional and social maturity may be accelerated to
Grade 4.




Closed Junior Guidance

Classes should be formed to meet the needs of socially and emotionally
disturbed children. The classes should be organized with a balance
of passive and overt children to allow for effective functioning.

Classes should be closed-end, with a register of 8-12 pupils. Three
Junior Guidance Teachers should be assigned to every two classes.

Full supportive guidance and other necessary services must be available.

Open Guidance

Classes should be formed to absorb children at any time during the
school year while proper placement of these children is being determined.

Some children may be returned to regular classes after adjustment

to a temporarily disturbing situation. A new class should be formed
to acccmmodate a maximum register of eight as soon as a register is
closed.

Full supportive services must be availabie.

Bridge Class

Pupils who lag in achievement (perhaps because of excessive mobility
or other factors that prevented sustained attention to studies) but
who show sufficient capacity to succeed in the third grade (if placed
in a small group and given much individual help) may be placed in a
"bridge class" with a register of 15 or fewer pupils.

The children may be returned to a regular class during the year
upon the recommendation of the team consisting of teachers,
supervisors, and guidance team.

Retention

Pupils showing a lack of ability to progress adequately and exhibiting
social immaturity may, upon the recommendation of the team consisting
of teachers, counselor, supervisors, and clinician, be retained for
another year with the Early Childhood Program.

Referral

Pupils exhit 'ny markeu slowness may be referred to a psychologist
for possible v .iD placement.

In all cases of special placement, the parents of the chiid concerned
should be involved in and understand the reasons for the decision.




MES Schools

9. Evaluation

Children's academic needs in all curriculum areas should be
diagnosed regularly.

Adequate programs should be planned to meet needs as evidenced
through diagnosis.

For the most part Loth MES schools followed the general outline

and intent of the program as described. The following exceptions were
noted in one MES school:

Cluster meetings were held every two weeks. There apparently were
no science or A.V. specialists, and it was noted that the communi ty
relations person assumed the role of the A.V. specialist. No special
administrative assistant was assigned to the school; however, there were
two assistant principals on staff. In addition, no permanent nurse
or health counselor was available. In terms of supportive services, there
was no guidance team at P.S. 137 since budget conditions at the beginning
of the school year resulted in the loss of 2 guidance counselors. In
addition no psychologist was regularly available, although the services of
a psychiatrist were available, one day per week. In addition, a social

worker was available once every two weeks, but there was no budget line
for this position.

Factors relating to actual conduct of classes visited will be noted
in a later part of this evaluation report.

B. Summary

This study attempted to evaluate the effectiveness of the program,
More Effective %chools, by comparing two MES schools with two comparable
schools in Manhattan along several dimensions. These dimensions included
growth in reading and mathematics as measured by a comparison of Metro-
politan Achievement test scores in these areas qiven in 1971 and again in
1972; achievement in the effective use of language as measured by teacher
ratings of language proficiency; use of diagnosis and p'anning for student
needs as indicated by specific reports for teachers; use of educational {
approaches consistent with the 1ife styles and interests of the communities
served by the school; development of positive attitudes toward school as
expressed by students on two specially prepared questionnaires; and degrze
of participation in school functions by parents.

C. Description of the Schools

P.S. 188 Manhattan was built in 1904 and was formerly a juaior high
school. The student population was drawn from the Lillian Wald public low
income housing project (85%), and local tenement housing (15%). The
ethic distribution is as follows on the next page.




Puerto Rican 75.8%
Black 20.5%
Oriental 0.1%
Other Spanish 1.2%
Others 2.4%

P.S. 137 Manhattan is housed in a building approximately 10 years
old. The population of students as per housing distribution is as
follows: LaGuardia Houses, Tow income: 75%; Vladeck Houses, low
income: 20%; Gouverneur Gardens, private middle income cooperative: 3%.

The ethnic distribution of students is as follows:

Puerto Rican 68%
Black 18%
Oriental 4%
Other 10%

Control Schools

P.S. 34 is housed in a small building approximately 11 years old.
Population of students per housing distribution: Jacob-Riis Public
housing, low income: 80%; Hoven Plaza, Mitchell-Lama middle income -
welfare subsidized: 15%; Co-op housing, ceiling income, privately
owned: 5%.

Ethnic Distribution:

Puerto Rican 71.5%
Black 20.1%
Oriental 1.0%
Other Spanish 0.2%
Others 7.2%

P.S. 97 is in a small fairly old building. Student population per
housing distribution: Baruch low income public housini: 100%.

Ethnic Distribution:

Puerto Rican 66.0%
Black 29.0%
Oriental 0.5%
Other Spanish 0.5%
Others 4.0%

The research associate's experience at each of the four schools
is herein summarized:

P.S. 188

The school has a warm, free-flowing atmosphere. The teachers openly
communicated their feelings to the principal and assistant principals.

Parents were constantly entering the office to request either principal
or teacher conferences or both.




The researcher was given a warm welcome in this school, and sometimes
was consulted about other problems outside of her official jurisdiction
(i.e., curriculum, Black history and culture, parental problems). During
visits, the researcher had occasion to meet and have conferences with all
of the auxiliary staff (reading specialist, bi-lingual, assistant principal,
etc.). The para-professional staff attended some of the coffee sessions and
were treated on an equal basis with everyone. The researcher was given a
tour of the cafeteria and kitchen where she met some the custodial and
maintenance help. They too were very friendly.

The children in the school seemed relaxed and very much a part of
that family atmosphere that was so prevalent in the school.

P.S. 157

In this school, the researcher did not get the awareness of children,
‘or most of the people encountered were adults. There were few children in
the principal's office or in the halls. There was never any one in the
nurse's room where the researcher usually did her work.

The only personal meetings were with the assistant principal, the office
staff, the reading teacher, the union representative and the teachers in-
volved in the testing. The principal allocated a great deal of responsibilitv
to his assistant principals. The over-all atmosphere in the school was
or can best be described as busy. Everyone seemed so busy and engrossed in
his work that there was no communication.

One incident indicating possible racial tension between the blacks and
Puerto Ricans in the school occurred when two children became involved in a
fight. By noon, the principal's office was full of screaming and cursing
people (relatives and neighbors of the fighting children). The mother of one
child had to be physically conducted into the principal's office. The principal
reamined calm and handled the situation very well.

P.S. 97

This school was not as open as the others. The researcher was introcuced
to the reading teacher because at the time they were conducting a training
session for parents. The principal conducted a tour of the building when this
session was taking place. Positive interaction between the parents, para-
professionals and teachers at that session was observed.

There was tight control in this school. Therefore, there was very little
traffic of children. The para-professional staff (mainly Puerto Rican) kept
to themselves for the most part. Not much interaction Letween them and the
teachers was observed.




P.S. 34

The atmoshpere in this school was warm and friendly. Everything
appeared to be unstructured. However, a sens: prevailed that orderly
progress was being made. Many of the teachers met in the assistant
principal's office. As a result, the researcher was able to meet and
talk with many of them, namely the bi-lingual teacher, the reading
specialist, the guidance teacher, and a social worker who was in for
a conference with the princ¢ipal.

Children freely moved in and out of the assistant principal’s
office, often interrupting conversation; this seemed to be an accepted
custom because no one became upset about this. The teachers felt
free to talk over their problems with the principal or assistant
principal, and nothing was "hidden" from the researcher. (In 97
and 237, the impression was that they avoided discussing problems
in the presence of visitors.)

Fewer para-professionals were observed in this school than in any
of the others (only 3), and there seemed to be no interaction between
them and the professional staff.




IIT.DESIGN OF THE STUDY

A. Objectives

The objectives of the MES program attempted to improve the teaching-
learning climate along several dimensions:

1. The home class should be small and provide for children
with a wide range of needs and abilities via instructional
methods , materials available, diagnosis of student needs
and abilities, emphasizing language development in a sur-
rounding pleasant enough to be conducive to learning.

2. The provision of the above should enable students in MES
schools to show increased achievement in reading and math-
ematics as measured by the Metropolitan Achievement tests
given in the Spring of 1972.

3. The provision of those essentials in item 1 should result
in positive attitudes towards school and in positive self-
attitudes of those students in MES schools.

8. Parental participation in MES schools should be consistent-
1y high in number and quality.

B. Evaluation Design

In Tight of the above objectives, the following design for this
study was devised.

Achievement in Reading and Mathematics

Hypothesis la.: After 1971 achievement scores in reading are controlled,
students in MES schools will attain higher achievement
scores in reading than will students in the Control schools.

a. Sample
100 students in each of the MES schools in each of the MES schools
will be selected at random, and will be compared with 100 students
from each control school. Selection of the control students will
be done by matching them with MES students selected, on basis of
grade level and achievement, from grades 3, 4, 5, and 6.

b. Methods and Procedures
The standardized achievement scores in reading for both MES and
Control schools will be collected after their administration
during the Spring temm, 1972. Using last year's MAT score as
a control, a multipie regression analysis will be used to deter-
mine whether assignment to an MES school is a valid predictor of
present change in reading achievement.

Hypothesis 1b.: After controlling for 1971 achievement in mathematics,
students in MES schools will attain higher achievement
scores in mathematics than will students in the Control
schools.




a. Sample
The 25 sixth graders ir each of the MES schools will be compared
with the 25 sixth graders in each of the control schools since
this is the only grade to which the MAT mathematics test is
administered in two successive years.

b. Methods and Procedures

The methods and procedures will be the same as those used
to determine the validity of Hypothesis 1a.

Language Proficiency

ngothe§j§72: The language proficiency of students in the MES schools
will be judged significantly higher than that of the
students in the control schools.

n terms of their language proficiency using a scale especially
designed for this study. These students are a random sampling
of the students used to test hypotheses 1a and 1b. The variation
in number of the final tally (100 MES and 102 Control) was due
to failure of some teachers in each of the schools to obtain all

the ratings requested. Additional students were drawn from the
population of grades 1-2.

b. Methods and Procedures
eacner ratings of Tanguage proficiency were obtained from use
of a rating scale devised for the study. A t-ratio was used to
determine whether any noted difference between the means of MES
and Control was significant. Administered April, 1972,

Diagnosis and Planning for Individual Students

Hypothesis 3: The teachers in the More Effective Schools will exhibit
more diagnosis and planning for students’ individual
needs than teachers in the control schools as measured
by reports requested from the teachers. The instructions
for these reports called for statement of initial
diagnosis of a need; if need found, pinpoint specific
area; statcment of long range planning, statement of
short range planning, list of materials to be used, and
list of goals for the student.

a. Sample
Wo students from each class of the 15 teachers in the four schools

X were selected at random, and the teachers were asked to report as
indicated above on each of these children. The actual number varies
since one school was told that it was not mandatory to complete this
] aspect of the project in order to see that all other requests for

information were garnered. Therefore all reports from MES schools
were tallied together, and all reports from Control schools were
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tallied together, for purposes of arriving at an effective
analysis. The final analysis was conducted on the reports
of 15 MES teachers and 18 Control teachers.

b. Methods and Procedures
An 1tem count was made for each of the six items called for
in the instructions given for reporting. Data was analyzed
by means of chi-square analysis to determine whether any noted
differences in the degree to which teachers in MES schools
executed their diagnosis and remediation as compared with
those of the control school teachers was significant. Reported
April, 1972.

Mppropriate Choice of Educational Approaches and Materials

Hypothesis 4: A significantly greater proportion of teachers in
the More Effective Schools, compared to teachers
in the Control Schools will use approaches con-
sistent with the life styles and interests of the
communities served by the schools.

a. Sample
15 teachers in each of the four schools participating in
the study were visited by observers trained to use the
developed form for observation (see appendix).

b. Methods and Procedures
Three observers visited each of the schools. None of them were
informed whether the school being visited was designated MES or
control. The final evaluation of the appropriateness of methods,
materials in relation to the objectives of meeting the 1ife
styles and interests of the studerts being served was rated on
a continuum of 1-7. The data were analyzed by means of a chi-
square to determine whether any differences between MES and con-
trol school classrooms were significant. Observations were made
late March and early Aprii, 1972.

Student Attitudes Toward School

Hypothesis 5a: Students in MES schools will exhibit a more positive
attitude towards school than will students in control
schools.

a. Sample i
Students in each of the 4th, 5th, and 6th grade classes in each
school were administered the "My School" questionnaire.

The Research Associate directed the teachers in each schoo!
on the administration of the questionnaire. Non-readers in
the class were administered the questionnaire orally by the
o teacher. The data for all MES responses were compared to that

\
|
‘L
|
f b. Methods and Procedures




compiled from Control school responses and were analyzed by
means of a chi-square analysis to determine whether any ob-
served differences on each of the 16 items were significant.
Administration was carried out in May, 1972.

Hypothesis 5b: Students in MES schools would show a more positive
assessment of self than would students in the control
schools as measured by results of responses to Self-
Concept of Abilities Scale.

a. Sample
The Self-Concept of Abilities scale was administered to all
students in all four schools who had been given the "My
School" questionnaire.

b. Methods and Procedures
The research associate instructed the teachers on the administration
of the Self-Concept of Abilities scale (see appendix). A t-ratio
was obtained to determine whether any noted differences between
the means of MES and Control students were significant.
Administration took place in May, 1972.

Parent Participation

Itwas determined that parents of MES students would participate
more readily both in quantity and quality of participation than would
parents of students in control schools. A questionnaire (see appendix)
was designed after the research associate spoke to administrators,
faculty and parents at the schools to determine the nature of possible
parent involvement activities.

S -~ T
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IV. RESULTS
Hypothesis la.: After 1971 achievement scores in reading are controlled, ;
students in MES schools will attain higher achievement scores in |
reading than will students in the Control schools.
Hypothesis 1b.: After controlling for 1971 achievement in mathematics,
students in MES schools will attain higher achievement scores in
mathematics than will students in the Control cchools.
A multiple regression analysis was used with the post-test score in
Reading (and Math) as the criterion and the Pre-test scores (1971 adminis-
tration of MAT's) as one predictor of achievement (X7) and assignment to
MES or Control school (X g as a second predictor of achievement. The
criterion will be denoteg by Y.
The ss due to regression of Y on X; = 52.746
The increase to the ss due to adding Xo = 0.736
Total m.r. = 53.428
The above indicated that the assignment of group (MES or control) had
little effect on reading (or mathematics - 6th grade) acheivement scores in
the 1972 test.
A further analysis of variance highlighted this finding.
ANOVA
Source df SS m.s. F
!
Regression due
to Pre-test - X 1 52.7 52.7 36.5 Significant at .01 level
Regression due
to grouping - X, ! 1 .74 | .74 .5 ‘ Not significant
{
Residual - Xj _ 8 11.6 1.45 -
Residual - X, : 10 65.0 6.56 -
l




The analysis of variance above indicated that after controlling for
1971 score, the grouping had no significant effect on the criterion
(post-test scores).

A look at the multiple correlations for each grade level in reading
and the 6th grade in math show the same results across the board.

Reading Math
Source MC Source MC
Grade 3 0.786 Grade 6 0.543
4 0.823
5 0.858
6 0.795

Hypothesis 2: The language proficiency of students in the MES schools will
be judged significantly higher than that of the students in the
conrol schools as rated by the tecchers of the classes in each
school observed.

Source n Mean s.d.
MES X1 100 4.490 1.625
Control Xo 102 3.575 1.843
z 202 4.028 1.793

t = 3.738

P < 0.0005

A t-ratio was obtained indicating a significant difference in teacher
rating of language proficiency in favor of MES students. This finding is
essential since it relates to a specific goal of the MES program: "Language
should be emphasized at all times in every curriculum area especially oral
as well as written."

Hypothesis 3: The Teachers in the More Effective Schools will exhibit more
diagnosis and planning for students' individual needs than teachers
in the control schools as measured by reports requested by the
teachers. The instructions for these reports called for statement
of initial diagnosis of a need; if need found, pinpoint specific
area; statement of long range planning, statement of short range
planning, 1ist of materials to be used, and 1ist of goals for the
student.




The directions given by the research associate to the teachers for a
report on each of two students selected at random were as follows:

1. Present your initial diagnosis of the student's ability in
reading or mathematics.

2. If a deficiency is found - pinpoint the specific area.
3. Indicate any planning you have done for this student:
a) long range - for rest of term
b) short range - one, two, three weeks for specific problem
4. List materials to be used or that you have been using.
5. List or state goals for this student.
The results were grouped for all MES teachers and for all control
teachers, since one MES school was told that this requirement was not
mandatory.

These data were analyzed by means of chi-square analysis to determire
if noted differences were significant.

i ] 1
Ttem | 0 | E 0-E (0-E)2 (0-6)%2 | Source
T
;
1 10.59 0.41 0.1681 016 ' MES
1 9 9.4] -4 1681 018 | Control
76 27 - T 037 ' MES
2 25 24 1 1 042 Control
4 5.29 -1.29 1.6641 .315 MES
3a 6 4.7 T.29 T.6647 .353 Control
|28 73.83 117 T7.3889 _730 MES
17 21.18 ~4.18 17.4724 825 Control
p 72 23.29 -1.79 T.6641 072 MES
| 22 20.12 1.88 3.5304 176 Control
ar 8 9 4 1 BEK MES
* 9 8 1 1 125 Control

2 ,
x2 =3 iQ;EL = 2.820 The x2 needed for significance at the .05
E level with df = 5 is 7.78. Varaibles
1, 2, 3a, 3b, 4 and 5 are independent of whether a teacher was in the MES
school or in the control school, as evidenced by the lack of any significant
difference in reporting.




Hypothesis 4: A significantly greater proportion of teachers in the More
Effective Schools, compared to teachers in the Control Schools will
use approaches consistent with the life styles and interests of the
communities served by the schools, as measured through observation
of the 15 classes in each of the schools in the study via an ob-
servation protocol designed for this study.

The judgement of the appropriateness of methods and materials
was rated on.a 7 pt. continuum from 1 (low) to 7 (high). The re-
sults were analyzed using chi-square to test for significance of
any noted differences.

Rank 0 E  {0-E) (0-)2 0-E)2 Source
E
T 1 61 75 [ -T5 2.25 1300 VES
9 7.5 1.5 2.25 .300 Control
2 6 6 0 0 .000 MES
6 6 0 0 .000 Control
3 4 4,5 -.5] .2b . 566 MES
5 4,5 .5 .25 .566 Control
4 4 4 0 0 .000 MES
4 4 0 0 .000 Control
5 5 4.5 1.5 2.25 . 300 MES
4 4,5 -.5] .25 . 566 Control
6 5 3 2 4 1.333 MES
1 3 -2 4 1.333 Control
7 0 .5 -.5 .25 . 500 MES
] .5 5 .25 . 500 Control
.5 6.264

x? = 6.264; not significant at .01 or .05 levels.
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Hypothesis 5a.: Students in MES schools will exhibit a more positive
attitude towards school than will students in control schools as
measured by the "My School" questionnaire.

These data were analyzed using chi-square to test for significance of any
differences noted.

Significant differences were noted as follows:
Item 7 - The school building is a pleasant place.

Yes Some None
MES "72 32 19 x2 = 18.41
Control | 84 13 3 P < .001

The significant difference noted herein shows a more positive attitude
on the part of control school children.

Item 11 - The trip to and from school is too long.

Yes Some None
MES 9 10 1
Control 13 17 70

x2 = 6.72
P < .05

The significant difference noted favored the ‘MES children.

Item 12 - I wish I didn't have to go to school at all.

Yes Some None
MES 18 29 75
Contiol 26 30 43

x2 = 7.85
P < .01

The significant difference here indicated
looked forward to attending school.

Item 15 - I work hard in school but don't

that the MES children

seem to get anywhere.

Yes Some None
MES 22| 34 67 x2 = 4,91
Control 24 37 60 P < .05

The significant difference here favored the MES children as feeling
that hard work got them results.

It should be noted that Item 5 - The teachers in this school are fair and
square - while not producing a significant difference, did show a trend
toward a more favorable attitude on the part of the MES children.




The data on the other jtems showing no significant differences will

be found in the appendix. It should be noted, however, that both groups
felt as follows:

2: teachers generally made them work too hard.

3: teachers generally were interested in them.

4: teachers generally explained things clearly.

6: too much student fighting in the school.

8: the principal is friendly

9: the work at the school was sometimes hard and sometimes easy.
10: what was being learned would be useful to them.
14: work at school rated from somewhat easy to hard.
16: the children generally learned rore this year than any

earlier year.

Hypothesis Sb.: Students in MES schools would show a more positive assessment
of self than would students in the control schools as measured by
results of responses to Self-Concept of Abilities Scale.

Source n Mean s.d.

MES X1 109 10.513 3.381
Control X5 106 10.405 3.238
Z 215 10.460 3.304

t =0.239
P< .10 not significant

There was no significant difference in the self-concept of abilities
between MES and control children.

Hypothesis 6: It was hypothesized that parents of MES students would par-
ticipate more readily both in quantity and quality of participation
than would parents of students in control schools. A questionnaire
was designed to evaluate parent participation.

The data response to the questionnaires given to parents was so sparse
that it was not possible to analyze them meaningfully. Perhaps time of
year and/or mobility were responsible for the paucity of responses. The
questionnaire however (there was an English and Spanish version - see
appendix) was developed from interviews with a sampling of parents, teachers
and administrators contacted by the research asscciate.




V. CONCLUSIONS AND RECOMMENDATIONS

The purpose of this study was to evaluate the effectiveness of the
MES program, by comparing two MES schools with two comparable schools in
Manhattan along several dimensions. These dimensions included growth in
reading and mathematics as measured by a comparison of Metropolitan
Achievement test scores in these areas given in 1971 and again in 1972;
achievement in the effective use of language as measured by teacher
ratings of language proficiency; use of diagnosis and planning for student
needs as indicated by specific reports from teachers; use of educational
approaches consistent with the 1ife styles and interests of the communities
served by the school; development of positive attitudes toward school as
expressed by students on two specially prepared questionnaires; and degree
of participation in school functions by parents.

For each of the above dimensicns, hypotheses were posited indicating
expected results in favor of MES schools. The results did not always
support the hypotheses. In the areas of reading and mathematics, assign-
ment of students to MES or control schools did not make any difference in
relation to the noted improvement from 1971 to 1972 in these areas as
measured by administrations of the MAT tests. This finding may possibly
be accounted for in relation to some of the other findings concerning the
nature of the educational experiences in both MES and control schools.

One explanation may be arawn from the results of the analysis of the
classroom observations (hypothesis 4). Although the overall picture did
not reveal any significant difference between classes in MES and control
schools, a look at specific items on the observation protocol indicate
that there were more attempts at innovative approaches made in the MES
schools. However, this fact may have been negated by the fact that neither
MES nor control schools had an overwhelming number of new materials or
specific materials related tothe life styles of the students being served.
For example, there were more Puerto Rican children in most of the classes,
yet in reportiag on the special materials, most, if not all of them were
materials relating to blacks. Other than posters and flags, there seemed
to be little material useful to support instruction in reading that related
to the Puerto Rican child.

Another finding relating to hypothesis 3 - diagnosis and planning
for individual needs not only revealed no difference between the efforts
of MES and control teachers on this dimension, but it also revealed that
few teachers executed their own initial diagnosis (at least as reported by
them), made long range plans for handling identified needs, nor did they
state specific term goals for the children. These findings suggest that
there may be a need for additional training in techniques for planning
diagnosis and remediation or programming. Many of the reports indicated
! that teachers were well prepared to handle specific problems encountered,
but their own reports indicated greater concern for "on the spot” remediation.
\ Perhaps too, the pressures of daily needs were such that, in executing the
reports, the teachers did not have time to indicate those items noticeably
lacking.




In terms of tne findings on hypotheses 5a and 5b, the children in both
MES and control schools seemed to exhibit a positive self-concept and a
generally positive attitude towards school. The MES children did show a
significantly greater degree of wanting to attend school, and feeling that
hard work seemed to get them somewhere as they considered their own
achievement. A1l schools selected in this study seemed comparable in
terms of generating a sense of caring about the progress of students in
spite of the impression given to the research associate that one school
pictured emphasis on its aZult rather than its student population. Here
again, achievement demanded under the conditions jdentified by the children
in response to the My School and Self-Concept of Abilities questionnaires
was emphasized, sought for and prized by children and school professionals
alike, and may have accounted for the lack of any effect of assignment to
MES or Conirol school on reading and mathematics progress.

Two additional comments may be made. Whereas special protocols were
developed to test each of the hypotheses, this was not so for hypotheses
la and 1b, which were tested by the Metropolitan Achievement tests. Per-
haps these tests were not sensitive enough to indicate whether MES children
were reading more than they were reading in previous grades, whether they
were initiating more of their own reading experiences, or whether they were
readiny in other areas because of the additional help they may have obtained.

Secondly, when innovation takes place, some degree of preparation and/or
training for the staff may well support and ensure the achievement of the
objectives of the innovative program. There was no evidence that such
training took place. In fact, some evidence indicated that budgetary re-
ductions accounted for lack of certain specially trained personnel who
might have given needed support to the classroom teachers.

Recommendations

1. The MES program needs promised support of >pecially trained per-
sonnel and materials.

2. Staff training in innovative methods other than organizational
change (regrouping) may be necessary.

3. Instruments sensitive enough to discern changes in reading habits
and attitudes towards reading need to be developed to assess the
reading growth in children.

4. Evaluation should be ongoing and considered as part of constant
and continual diagnosis of a program in order to insure that
lTearnings, changes, material needs are being met during the im-
plementation of the program.

5. The possibility of including parent representatives in the planning
and ongoing activity of the program should be considered.

6. The support of hypothesis 2, indicating that language proficiency
of MES students would be significantly higher than that of control
students suggests that language development should be continued
and emphasized as a goal of tuture programs.

19.
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APPENDIX A
CHILD'S NAME AGE TEACHER

20.

TTONINGVYT

MORE EFFECTIVE SChuOLS
LANGUAGE RATING SCALE

Using your understanding of the typical child of this age, rate
this child on the following activities by checking the appropriate box.

PRE-SCHL| KGN |1 ]2 |3 |14 {5 '6 |7 |8

1. Expressing ideas clearly

2. Understanding directions that
are given him by the teacher

3. Speaking clearly (enunciating)

4. Telling a story and holding
the attention of the class

* 5. Writing ideas in an organized
fashion

6. Breadth of vocabulary

7. Use of clues to decode new words

8. Adjusting language so it is
appropriate for different situa-
tions

9. Ability to translate written
ideas into oral language

* May not be appropriate for kindergarten and first grade.




21.
MES

TEACHING &

APPENDIX B
CLASSROOM OBSERVATION SCALE

7
XK

4
\
“TONINGYI

1. What is the ethnic distribution in this class?

2. Were any materials noticed pertaining to minority groups
represented in the classroom?

3. Were any wall displays visible pertaining to these groups?

4. What materials were the children working with?

5. Did these materials seem appropriate to the ethnic distribution
of the class?

In what way?

6. What was the general teaching approach?

7. Did the approach seem especially geared for the children in this
community?

8. Does there seem to be any evidence of special teaching
techniques, materials, or curriculum?

If so, what?
9. Overall rating of appropriateness of materials for ethnic groups

represented in this class.

Circle -1-2-3-4-5-6-17
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i g MY SCHOOL QUESTIONNAIRE
| i
Nane ’ Class
School

10.
1.

12.

15.

16.

Circle the answer that

. The teachers in this school

. The teachers in this school

work too hard.

. The teachers in this schoo!l

interested in you.

. The teachers in this schoo!l

tells how you feel.
want to help you.

expect you to

are really

know how to

explai+ trings clearly.

. The teachers in this school are fair and

sGuare.

. The boys and girls in this school fight

too much.

. This school building is a pleasant place.
. The principal in this school is friendly.

. The work at this school is too hard.

What | am learning will be useful to me.

The trip to and from school is too long.

I wish | didn't have to go to school at zll.

. This is the best school | know.

14,

The work at this school is too easy.

! work hard in school but don't seem .o
get anywhere.

I've learned nore this year than any
earlier year.

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

SOMET!MES

SCMETIMES

SOMET IMES

SOMETIMES

SOMETIMES

SOMET IMES
SOMET I MES
SOMETIMES
SOMET I MES
SOMET I MES
SOMETIEMES
SOMET I MES
SOMET IMES

SOMET I MES

SOMET I MES

SOMET I MES

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO
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Dist. #27
APPENDIX D

Student Teacher

TTTONINGVIT

School Tester

Self-concept ot abilities

1. Think of your friends your own age. Do you think you can read
better, the same or less well than your friends?

a) Better
b) Same
c) Less Well

2. Think of the students in your class. Do you think you can read
better, the same or less well than they can?

a) Better
b) Same
c) Less Well

3. When you finish this school, do you think you will be one of the
best. one of the average or one of the less goo readers?

a) Best
h) Average
c) Not so good

L. Forget how your teacers mark your work. How good do you think your
own work is?

a) Very good
b) 0.K.
c) Not too good

5. Do you go to the library more. the same as, or less than your friends?
a) More
b) Same
c) Less

6. Do you read at home more than, the same as, or lecc +-2, your friends?
a) More

b) Same
c) Less




“TONINGY

~d

Do you think the teacher feels that you'‘re learning the material
that he is teaching?

a) Most of the time
b) Sometimes
c) Never

Do you think you could finish high school?

a) Yes
b) Maybe
c) No

If you go to college, do you think that you would be one of the
best, average or poorest students?

a) Best
b) Average
c) Poorest
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1> APPENDIX E
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p
/2 CHILD'S NAME _ MES
a9 NON-MES —_

L3

:

i PARENT QUESTIONNAIRE

YES NO

1. In my child's school it is possible to:
(Check as manv as are applicable)

a) Plan special prograas with teachers

b) Give my opinions of:

teachers

. classes

activities for children

. my child's progress

handling of discipline prehlems
handling children's study problems

NGB WN —

RN

c) Have extra-curricular activities like these:

1. cultural meetings

2. social gatherings

3. athletics and/or clubs
4. PTA meetings

d) Have parent-teacher conferences

|
|

1. Planning time schedule by:
Teacher only
Parent and teacher
Non-schedul ed

e) Observe my child in class

2. Do you feel involved in the activities of the school?

3. How could the school personnel improve the relations between
them and the parents?

e




26.

TEACHING &

;""“‘——'ﬁ*}g APPENDIX F |
. :D |
| Z ‘
| = NOMBRE DEL ESTUDIANTE MES |
i /B NON-MES —__

H / J

' CUESTIONARIO PARA LOS PADRES

w
—
=
o

1. En 1a escuela de mi hijo(a) es posible:
(marque 1a contestacion que Ud. crea es la correcta)

a) Planear programas especiales con 1o0s maestros

b) Dar mi oninion sobre:

. maestros

. clases

actividades para los rinos

. el progreso de mi hijo(a)

. como tratar el problema de disciplina

. como tratar el problema que tienen los nifos
para estudiar

AN WN -

|
|

c) Tener actividades extra-curriculares como:

. reuniones culturales

. reun,ones sociales

. actividades atleticas y/o clubs

. reuniones del PTA (Asociacion de Padres y Maestros)

W N -

d) Tener reuniones o conferencias entre padres y maestros

1. E1 horario es planeado por:

La maestra solamente
Los pacres y la maestra
E1 horario no es planeado

e) Visitar y observar mi hijo(a) en el salon de clases

2. ¢ Se encuentra usted participsado en las actividades de la

escuela? - )
3. ¢ Que se podria hacer para mejorar las relaciones entre los padres

y las personas gue trabajan en la escuela (el personal)?

D
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