DOCUMENT RESUME

| ED 109 276 S o ub 015 310
AUTHOR - ' Larson, Meredith A.; Dittmann, freya E.
. TITLE Compensatory Education and Early Adolescence:
N " Reviewing Our National Strategy. Research Report.
INSTITUTION, Stanford Research Inst., Menlo Park, Calif.

; , < Fducational Policy Research Ceénter.
' SPONS AGENCY office of the Assistant Secretary for Education
(DHEV),.waéhington,.D.f.

RHPORTﬂNO . SRI-EPRC-2158-7
PUB DATE May 75 -, - .
CONTRACT OEC-0Q-72-5016 - : . .

- NOTE 142p.; Tables B-1 and B-2 on pages 120 and 121,

. ..respectively, may not be clearly legible when
. reproduced due to the print size in the original

. -

. < ldocument \
_ AVAILABLE FPROM | Publications & Distribution Buildiﬁ&\{i}fjos,

Stanford Research Institute, Menlo Park, California

i - ‘ ($2.75, paper) . . . \\\\\

' ‘Egﬁs,vnxcn MF-$0.76 HC-$6.97 PLUS POSTAGE . - T
.+ DESCRIPTORS *Adolescence; Cognitive Development; *Compensatery -
St T ', Bducation; Disadvantaged Youth; Early Childhood
e ) Pducation; Educational Needs; *Educational Policy;

} *Federal .Government; Federal. Programs; Intervention;

il

- " Program Evaluation; Reading Achievement; Research
: Co - Reviews (Publications); School Role
/< .° IDENTIPIERS - *California \ :
] . ‘ \
ABSTRACT | ' -

. The stated purpose.of this report is to locate the
scattered pieces of inforamation concerning adolescence and ‘
. '— ‘compensatory education in order to assess whether these pieces fora
- any coherent pattern, and determine the\ possible implications of any
such pattern for federal policy in education. Four principal sources
'of information were available for this study: the literature on
:—educational and psychological research, annual state level reports of
Plementary Secondary Education Act Title 1 prograams, scores from the
- annual California state testinghp#dgran,iand observations of
operating projects. The findings of this report.include the .
following: The present Federal strategy, it is held, is built on the,
expectation that treatment in preschool and priazary grades makes . ;
. unnecessary special attention in later years. However, this is not 7/
the case. For a variety. of reasons,\ many youngsters either do not .
attend or do not benefit from early\programs. Even those who do well® °
~ {n early programs frequently regress\ to previous levels by the time
they enter junior high schocl. Horeowver adolescents--and in
particular the disadvantaged--have special learning needs that cannot
be met by early interventions. 4 new/strategy, it is argued, is ’
clearly Tequired which will give greater attention to providing
age-appropriate. education throughout the school career of the
disadvantaged stuc-~nts. (Author/JH) :

&

>




May 1975

AT : . ’/
s . ‘ E(qu}m/ond/ Policy Research Center‘
' L . e
:\V . ; 7 “MEREDITH A LARSON
. FREYA .E, DITTMANN .
.-4~.’ . // ~
g . ) Research Report
. Va !
) EPRC 2158-7 - A
i a %
| ///
| / e ) ) :
‘// . COMPENSATORY EDUCATION\
-/".., . AND EARLY ADOLESCENCE:
/ REV!EWINﬁ.%UR NATIONAL STRATEGY
.’/ . | AN . : )
// i;re:u.)re,'d Jtor . ) | ‘ \
/ OFFICE GF THE ‘

- ASSISTANT SECRETARY FOR EDUCATION
DEPARTMENT OF HEALTH, EDUCATION )
Wi WELFARE . .
ASHINGTON D C 20202 -CONTRACT QEC-0-72-5016

JS DEPARTMENTOF MEALTH |
EDUCATION 8 WELFARE /
NATIONAL INSTITUTE OF
{ - EDUCATION
' s MEMNT HAT BEEY RE Ty
TR ERw T v A RECE LR YR
THE BE R N DR O ke Ju il R 4
Wt T BA T [ R LN
TARL (M MNP NECE A&l v EPYE
SERCOEE AU NG Mg T T e o
£T ATt SN e

UD 0/5 3/0




Fo

/
|

|

/

————

LIST OF ILLUSTRATIONS . . . . . . . . . 2L

CONTENTS

LIST OF TABLES

PREFACE

EXECUTIVE SUMMARY . . . . . . . .. .....

T II

ITI

v

THE ENDS AND THE MEANS OF COMPENSATORY EDUCATION

/
THF ORGANISMIC PARADICM AND EARLY CHILDHOOD EDUCATION .

Stages of Development . .
Deprivation and Effects on Development
Enrichment and Intelligence .

RESEARCH ON ADOLESCENCE .

Intelligence and Learn1ng in Adolescence

Theoretical Positions . . . .j.
Formal Operations . =. . . ..
Memory and Strategy .
Verbal Skills and Reasoning

Stage Acquisition .

Social and Emotional Factors .
Formal Thought and Personality Development .
Adolescent Social Values . e e e e

Cognitive Development and Education .

Age and Subject Matter .
Educational Disadvantage .

PROGRAM EVALUATION

Funding and Participation .

Grade ivalent Gains . .
Moving tudents Toward the Norm .
Additional Remarks

THE SCHOOL CONTEXT OF COMPENSATORY EDUCATION

The Difference in Schools .
Successful Programs .

iii

vii

ix

xi

12
14
18

27

29
29
32
33
35
36
39
" 40
43
45
46
48

51

52
54
62
70,




VI THE SOCIAL CONTEXT OF COMPENSATORY EDUCATION

.. Female Work Roles .

Education Professionals and the Teacher Surplus .

The Research Community . . . .
Concepts of Equal Educational Opportun1ty .
Output Measures and Job Selectiom . .

VII CONCLUSIONS AND RECOMMENDATIONS .

General Strategy . . . . ¢ .+« 4 e e . e oo
Research . .
Studying Successful Programs .

Goals and Measures .,

Cost Effectiveness , .

Longitudinal Studies ,

Inmediate Steps .

‘ Bias . e e
Dissemination . . . . .
Demonstration PrOJects .

- Supportive Operations

APPENDICES
A SUPPORTING DATA .

B DESCRIPTION OF DATA BASE AND PROCEDUQES .

iv

79

79
80
82
82
84

87

88
89

90 .

90
92

93
94

94
94

97

107

92.°

o



ILLUSTRATIONS

1 Expected Reading Achievement Patterns Without -
Compensatory Programs . . . . . . « v ¢« v v ¢ v v v v 0. . 64




TABLES _ ,

. 21 Part1c1pat10n by Grade Level Groups as a Percentage
-of Total Title I Part1c1pat10h R

2 Mean Grade-Equivalent Achlevement Rates in Compensatory
Reading Programs, by Grade, We1ghted by E11g1b1e o
Population, 1970-71 . R a

3 Mean Grade- Equ1va1ent Ach1evemenb Rates in Compensatoxy
Reading Programs, by Grade, Welghted by E11g1b1e
POpulatlon, 1971-72 . .1,

"4 Mean Grade—Equlvalent Achievement Rates in Compensatory
Réading Programs, by Grade, Welghted by E11g1ble
..Pépulation, 1972-73 ., ., ., ., oo .

LI

A » » -,

5 Medn Rates of Gain in ‘Compensatory Readlng Programs
Reported by Ind1v1dua1 States, by- Grade, 1970-71

6 Mean Rates. of Ga1n in Fompensatory Readlng Programs
Reported by Ind1v1dua1 States, -by Grade, 1971-72 .

7 Mean Rates of Gain in Compensatory Reading Programs
Reported by Individual States, by Grade, 1972-73 .

- &7 States Report1ng Month-for-Month Ratee of Readlng
- Achievement or H1gher by Year s

9 Weighted Mean Grade Equ1va1ent Gains in Readlng Scores
Ascribed to Compensatory Educatlon Program Effects by
Subsample, 1970-71 . . . . e

10 Weighted Mean Grade-Equivilent Gains in Reading Scores
Ascribed to Compensatory Education Program Effects by
Subsample, 1971-72 .

11 Weighted Mean Grade-Equivalent Gains in Reading Scores
Ascribed to Compensatory Education Program Effects by
Subsample, 1972-73 .

Unweighted Mean Grade-Equivalent Achievement Rates in
Compensatory Reading Programs, by Grade, 1970-71 .

T
9

- A-3 Unweighted Mean Grade-Equivalent Achievement Rates in
Compensatory Reading Prograins, by Grade, 1971-72 .

A-4 Unweighted Mean Grade-Equivalent Achievement Rates in
Compensatory Reading Programs, by Grade, 1972-73 .

6

vii

53

.55
56

‘57

60
61

63
67
68
69
98
98

99




A-5 Mean Rates of Gain in Compensatory Reading Programs
Reported by Individual States, Combined by Grade-
Group, 1970-71 . . . . « v v v « v ¢ v v e e e e e 100

A-6 Mean Rates of Gain in Compensatory Reading Programs
Reported by Individual States, Combined by Grade-

Group, 1971-72 , . . . « v v v 0 v e e e e e e e e e e e 101
A-7 Mean Rates of Gain in. Compensatory Reading Programs ¢
Reported by Individual States, Combined by Grade- .
Group, 1972-73 . . . « « . v v e e e e e e e e e e e 102
A-8 Shmmary of Comparison of Gain Rates in Primary and
'Intermediate Grades, 1970-73 . . . . . . . . . . .. .. 103
’ A-Q'iUnweighted Mean Grade-Equivalent Gain in Reading o
J Scores Ascribed to Compensatory Education Program .
Effects by Sample Size, 1970-71 . . . . . « . v v « « « 104

% A-10 Unweighted Mean Grade-Equivalent Gain in Reading
Scores Ascribed to Compensatory Education Program
Effects by Sample Size, 1971-72 . . . . . . . . « . .. . 1J5

A-11 Unweighted Mean Grade-Equivalent Gain in Reading
Scores Ascribed to Compensatory Education Program

Effects by Sample Size, 1972-73 . . . . . . . . .+ « . . 106
B-1 Repgiting Methods of State Reports Included in

This Study . . .« .« v v v v e e e e e e e e e e e e e e 112
B-2 Kinds of Information Iricluded in -State Reports

not Used in This Study . . . . . . . . « . « v v v v v . 113
B-3 Comparison of Weightings of States' Average

Monthly Gains . v v v v v v v v v v v v v o e e e e e e 117

'
™~

viii




€

"PREFACE
\

The reports of the Educational Policy Research Center at SRI are
produced at the request‘of the Office of the Assistant‘Secretar; for
Education, and are designed érincipally for use by that staff. However,
since. the topic of a national strategy for compensatory education is
one of considerable public iéterest, we have tried £§ present our find- C
ings in é way tha% will also be of maximum usefulness to a broad range

of readers..

)

We are much indebted to the research staff of the‘Cenpér, and to
the editorial staff of SRI for providing professional talenf; without
which we could not have produced this volume. Robert Cory, Anne
Fitzmaurice and Pia Moriarty gave us invaluagle help with the litera-
ture review; Mae Stephen, Karen Myers, and Shirley Hentzell greatly
improved the final product by their intelligent contributions and
thoughtful editing of the manuscript. Our tasks of research and

writing were improved and speeded by" their help.

ix




g EXECUTIVE SUMMARY

Disadvantaged students in the intermediate and secondary grades
have becn neglected by our national policy of compensatory education.
Only a small (and_declining) fraction of federal money for compensa-
tory education is spent on providing children beyond the age of ten

with compensatory help in basic academic and cognitive skills..

The present federal strategy is built on the expectat1on that
treatment in preschool and primary grades obviates the need for special
attent1on in-later years.. This is not the case. For a variety of
reasons, many yoﬁngsters either do not attend or do not benefit from
early programs. Even those who do well in early programs frequently
regress to previous levels by the time they enter junior high school. .
Analyses of state level data on compensatory programs in the primar; .
grades indicate that even the most effective do not provide accumulat-
ing gains. Moreover, adolescents have special learning needs -that
cannot be met by early interventions. The necessity of providing
specificdlly for the needs of disadvantaged students beyond the primary
years cannot be brushed” aside. Meeting these needs and achieving our
national goals for compensatory education will require the development
of ptograms which are both more sustained and more age comprehensive
than the present strategy provides. A new strategy is clearly required
which will g1ve greater attention to prov1d1ng age-appropriate educa- \

tion throughout the school career. of the d1sadvantaged students.

Special compensatory programs solely for grades 1-3 would make
sense if third-grade'ékills were the goal of schooling. However, that
is not the case. Instead, children appear to need new skills at each
grade lerel; compensatory programs in second grade will not teach all

of the skills needed in sixth grade, for example.

One of the reasnns for our présent lopsided strategy has been our

fixation on early childhood and the adoption of analytical models drawn

Xi
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largely from the biological sciences that dénigrate the importance of
adolescent years. These models have not proven to be sound bases for
the development of effective educational policy. The problem is not

that early childhood programs have failed, but that by themselves they

can perform only a portion of the task.

Fortunately, a growing body of psychological and educational re-
search offérs\glfernatives and details cognitive and psychological
characteristics of adolescents that point to special potentials for
learning. During adoleséénce the student gains the ability to take an
objective viewpoint, which is crucial to the understanding and mastery
of effective written communication.s\he also makes important decisions

about his relationship to school and_to society that affect his motiva-

tion. Perhaps most important is the development of what is called
"formal operational thinking," which enables;adolescents to adopt whole
conceptual systems rather than having to acq&ire bits of knowledge
piecemeal. These and other abilitiies specific to adoles;ence make the
intermediate and secondary grades periods of enormous learning ten-

tial, and a logical choice for compensatory intervention.

L

A study of state reports from ESEA Title I programs during tite
years 1970-73 uncovered no basis for EEE claim that compensatory proj-
ects for adelescents-are less effective than those for children in
primary grades. Grade equivalemt gains in reading skills are consis-
tently higher‘for students in grade§_7-12, with both mean and median
gains of over one month per month. Furthermore, by distinguishing
between gains that can be attributed to program effects and the normal
expected gains during a school year, the study suggests that compensa-
tory projects in grades 7-12 are at least equally effective as,_and'
perhaps more -effective than, those in grades:1-6 at'moving disadvantaged

students teward nationa} reading test norms. %

Such encouraging reports are in keeping with the high potential
for learning of the adolescent years, but are nevertheless surprising
given the extremely difficult circumstances under which most of these

projects must operate. Implementation of projects in grades 7-12 is
hampered by special administrative difficulties, as well as by lack of

xii f
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suitable instructional materials and often by the apathy and/or hostil-
ity of staff (at school, digtrict, state, and even federal) levels).
Despite these hurdles, compénsatory projects for adolescents have an
impressive record. Thqre are now a number of well té%ted, enduring,
vreproducible,\éﬂg’ ighly cost-effective projects that might be used as

."—/d. . . ’
a starting point for a comprehensive compensatory strategy.
Recommendation< are made in three areas. . i

First, we recommend that the present strategy of compensatory edu-
cation be replaced with one that provides for €qual and age-appropriate .
efforts throughout the grade levels. At the intermediate and secondary
levels, comﬁgnsatdr? ﬁrojects should combine attention to basic cogni-
tive skills with attention to'o¢her academic, personal, and vocational
skills.

Second, we recommend that the Education Division provide for

research and development effort;\in NIE and OE to:
N

® Locate and analyze succestﬁl-projeétSQat the interme-

f \
diate and secondary tevels. P
{ } .

I

® C(Clarify {ong—term and mid-*ange.goa1s for compensatory
programs, and develop measd;ement tools appropriat¢ to

\ t

the goals. \ i

\ , . }
) ¢ Develop measures of cost-efféctiveness appropriategfor

use, at the different grade levels.

® Use retrospective'analysis to locate any important dif-
ferences in the long-term effects of various intervention

strategies. . ‘ ; ) \

Third, we recommend that the Education Division take immediate

steps to ease the transition into a more balanced compensatory strategy
by:
® Eliminating both implicit and explic%t bias--in
regulations, guidelines, and adminisﬁgative practices--

against compensatory education for adqgescents.
- ] \ .

11
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e Civing special priority to the dissemination of infor- .

. mation about successfuwl intermediate and secondary

projects. : .

! . ©

' o

® Designing a program of project demonpfration grants :"

———

for compensatory education beyond the 'sixth grade.

e Making use of cxisting DHEW and OE programs for‘pro-
viding in-service teacher training, materials develop- : Ve
ment, and other relevant services. for compensatb;y_
educ?iion programs for the upper grades. ’

' \7 \ '

xiv
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I THE ENDS AND THE MEANS OF COMPENSATORY EDUCATION

* 1
¢ '

Americans traditionally defend the value of education by the

/ contribution which ‘it makes to the richness and productivity of the
‘ 11ves people lead after they leave school. As a nat . 25t hopes
3 s ‘for compensatory educatlon are in keeping with thesc .~s. That is,

L ' Me hope to see the success of compensatory education in the ‘skills and
l attitudes that q&s§QVantagea students take with them as they enter the
T adult society. We hope that ’special efforts Qill result in greater

/ ' sat!sfaction, Eetter jobs, and a higher qual1ty of life ‘that comes from

having a complete and appropriate set of tools for 11V1ng in the society.

Since their inception, our national programs of compensatory educa-
tion have had a wide range of goals, spanning finance, organization, and
education, However, the principal _goals for students reflect a concern

for outcomes For example, we are interested in:
i o W] "
® Ensuring that all disadvantaged students have acquired
some minimum level of sgllls, knowledge, and attitudes
by the time they leave -the public educat1dn system,

part1cularly "basic skklls" in. reading and! mathemat1cs.

. Ach1ev1ng some d1str1but1or_of achievement outcomes
for low income students that is approximately the same

as for higher income students.

® Reducing the total‘;ange of skills and kncwledge
var1at1on among students by raising the average

ach1evement level of currently low- ach1eV1ng students.

In this oversimplified form, these goals can be stated as minimal com-
petencies and expectations.—For example, we.may feel that every student
should be able to read and calc\\hte at the Sth grade (or 8th grade, or
12th grade) level upon leaving high sdhoql. Or again, that half thé

students from low income families sHould, up n\gggduat1on, be able to
| ~ el

ERIC . - 13




OQutput Measures and Job Sclection

Closely related to the ubove is the point that when attention is
focused on the secondary schools, discrepanties in output (in terms of
either ugtainment or of achievement) become much more pronounced and o
; obvious. An increased commitment to compensatory education for adoles-
cents must deal directly with what might happen if certain equalities

in school outputs were achieved.

[t has been suggested, fo} cxample, that any substantial narrowing- )
of the differential distribution of academic skills at the high school
level (presumably by raising the disadvantaged) would raise emplgiﬁZn;
criteria to ever higher levels. This has typically been the Amer@caﬁ
pattern recently; jobs that 15 years ago required only a high school/ .
diploma now require a LOIIQéG diploma. If the trend continues, the job
chances of currently dlsadVQntaged youth would not be appreciably 41—

tered by the equalizing of high school achievement. ’

1
/

Another suggested consequence of equalizing outpufs is based/on
"the principle that employers make hiring decisions not only--or even
sainly--on the basis of school achievement, but rather rely heavily on
their judgments about candidates' behavior, attitudes, and dress. That
is, they judggﬂthe degree to which-an individual has internalized and

displays the norms of the industrial society.

Parsons (1959), Dreeben (1962), and other sociologists of the
— functionalist perspective assert that the acquisition of these norms is
élosely enmeshed in the process of school achievement. ‘Thus we might
anticipate that a narrowed (and presumably raised) dlstrlbut1on of

//{ 'JLI.CVment would be mJtLhOd b) a similar homogenelty in the ucceptance -

¥ of adu}t norms. While th1s would make the task of d15t1ngu1%h1ng be-

' tween %ppl%cants more difficult, the difficulty would qfesumably be
balanced by the lowered risk to the employer, since mogt candidates
could be presumea to bring approximatcly cqual sets oﬁ both skills and

_attitudes to the-joh. ‘ / - -
' - Even if ,more equalized educational outputs wou)ﬁ improve the eco-

nomic¢ and §P~\a1 opportunitics of many students, particularly those

L 8 97
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~  Underfunding means that not every school has a Tlt/e/I'p ‘oject €ach

must be‘overcome later. Skzlls and content matter that can be learned~
at age 6 can also be learned at age 15. As William Rohwer and others \°<
have pointed out, if your goal is to achieve stated proficiencies upon |
high school gradu tlon, then the last years of work befbre graduation - |
are the ones that re critical. Rohwer argues (1971)* that the early
school years are important, only as they contr1bute knowledge and sk1ils
essential to performlng the tasks of the later school years, or teach
.skills that’ could nd% be lea*ned later, Nevertheless, our nat1ona1
strategy continues to be one of providing assistance only durlng the °
earliest years, assuming that attention to older students W111 then be
\\ Jmnecessary. - \ , o

For a number of reasons, this is not the case. In the first pIace,‘
desprte federal expend1tures of well over $1 6 billion per year——over
$1t8 b11@1on is proposed for FY 1975——not all disadvantaged- children °
part1c1pate in compensatory programs in the early years. Fund1ng would

_,,_—*
—Tieed to be dramatlcally increased to reach all eligible young ch11dren.

“year, Thus manyaolder dlsadvantagggﬁsiudents may have,rece1ved no
-compensatory education during the early grades, while others may have

received a mixture of neglect and sporadic, intensive interventions..
H . N
- _ N | !
) s . . J . .
Second, many of the primary grade compensatory projects in which

disadvantaged children have part1c1pated have not been véry effective,
Although some compensatory programs for young ch11dren provide effectlve
"social and intellectual services, ‘many othefs do not. Over the severaL
years of Title I operatlons, analyses\of state and federal levellachiere-
ment data have been consistently pessimistic about the ability of many
:spe ial programs -to obtain and maintain ;atisfactory gains (AIR report,
1971). During FY 1972 a small number of states were able to report

mean program gains- of one month per month in the program across all

N

/_‘ ) ‘ ’ _//

/ " -

A\ !
t N -l .
References are listed in alphabetical order at the end of th1f report,
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grades. Even' in these few stetes however, ~many programs fell well
below this gain, and it is not uncommon to f1nd prbgects in the lower
grades where pupils appear to have regressed in the1r skills. Thus, .
mere exposure to such programs is not a guarantee of benef1t and many
older children whe have participated in unsuccessful programs will still
need compensatory assistance. Recent analyses suggest that state pro-
. grams are 1mprQV1ng in effectiveness over the pretest, posttest period,
‘but that subs;antial probfems remain.

o , R . / .\

. Similarly, older children may still have serious basic skills de-
;ficiencies despite earlier cxposure to special programs if, at the time
of _that exposure, ‘they were not cognitively ready to gain the maximum
: , beneflt from it, Studies b;/Kagan, piaget, Elkind and Moore suggest
; 'ff,,,’df”’tha\ t the rate at which-certain cognitive capac1t1es develop is influ- 2
“enced by 1nd1v1dua1 and- cultural factors. Thus the children of low i

: 1ncome, ;;;or1ty families who form the target group of compensatory\\
’ education programs, may develop the particular set of skills'.needed for é
school learning ‘more slowly than do upper income children. Therefore,
///ﬁot all such.chxldren will be able to gain full benefit from even weIT?\\\\*\\
*. designed and génersaly effective early programs. ' i

!

Lo Finally, even students who demonstrate substantial positive response

| to. early grade programs, face a sadly high chance that these gains w111
have dissipated by the time they enter secondary school. EV1dence is '
accumulatlng that even in states reporting mean program gains of month
per month over several years, %uch gains are not cumulative over 'ime

- for individual students This means that the '‘disadvantaged" pop lation

' remalns the same distance behind the national and state norms from year
to year. For example, a study of Title I programs in Ca11forn1aj(1homa5*
and Frentz, 1974) indicates that despite apparently successful rograms
in the early grades, test scores for the dlsadvantaged grou wh n meas-
ured at the 6th grade are not rising for successive age coh PossifF
ble explanatlons for this phenomenon 1ncIude over-the-summer sses
(Heyns, 1974), . and pup11 mob11-ty Whatever the feasons, however, the
result is that\blder children are st111 far behind.

Al e bbby e
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As much or more to the point, however, is that adolescents have v

.

specific educational needs that cannot be served by. earlier programs
because the needs do not exist earlier. Certain subjects that cannot
be taught in the early grades must now be learned, and older dlsadvan-
taged children will again need additional help if they are to catch up.
and keep up with' their middle class counterparts. Even basic sk:Ils
such as reading must now be used in new ways--skimming, summarizing and
abstractlng passages—-vocabulary must be expanded and writing skills
developed. The 1ntellectua11y less rich environment of the d:sadvan—
taged adolescent is now an even greater hand1cap than it was dhrlng - N e
the primary years. The high school dropout rate across- the nat1on=

ccnt:nues to be abcut 25% each year, and it is much higher among minor-

1ty youth. The dropout rate attests to the‘fact thét for whatever - /
reasons, school continues to be a 1ess successful and less prof:table ‘

venture for the older d1sadvantaged student. /

The c1rcumstances cited here must make~us reexam1ne the cliché
that: it is better .to prevent problems by tveating young children than -
to have to cure’them later on. As a moral premise, this statement can-
not be attccked; children obviously should not have to proveﬁthelr need
for help by faiTing first. As a policy statement, however, it ma¥es
less sense. There are, in fact, hundreds of thousands of older students
with serious academic problems, for'any or all of the reasons discussed
}'Jébové. ‘Targeting money on new cohorts of ‘very young children can do
u.nothlng to solve the very real problems of the older students, nor, it
seems, can it prevent many of the real problems which those‘?oung chil-
dren will themselves face later on. The unpleasant suspicion grows
that we actually feel that older students have had their chance; if
for some reason they have not solied "their" problems, it is no lonéer
our concern. However, the poorly' educated are of concern to ‘society.
Between birch and graduatioé from high school at age 18 or so, a child
goes through a number of distinct stages of growth and development.
Achievement in compensatory programs in the stages of development from
' 3-8 years is important, but 1t does not ensure that the child of a low

income family will successfully negotiate the 1ff1cu1t1es-~or take 2
advantage of the opportunities--experienced jn later grades.

5 417 . - : Y




\ A new strategy is needed if our national efforts in compensato{y‘
eaﬁcation are to begin to meet our aspirations and the needs of the
disadvantaged studehts; many of our past efforts and present erraﬁge- .
ments must be reexamined. - In iheffollowing sections we attempt to lay

some ground work for the work that must be done.

——

) We woald like to remind the reader that_thié report is not intended |,
fo Be a complete evaluation of Title I programs nor is it a report on
any tightly, structured and controlled exper1ment designed to test spe-
cific hypotheses. Instead, its function is to locate the scattered

< pieces of information concerning adolescence and,comnensatery education’ .
. . L - =\
to assess whether these pieces form any coherent'pattern, and to deter-‘

mine the possible implications of any such patterﬂ for federal pol1cy
-in i:ucatlon. It is a policy document, draW1ng upon both .the research

and evaluation of others, and thus is more ak1n to a'type“of intelli-

T Coe

genc;\§eport than to original research N

i

- The\methods of conducting this kind of- study are naturally very
d1fferent from those used in either d basic research study or fbderal
pregram evaluation. Similarly, this report makes no attenpt to follow
" the trad1t1onal format ot style of a research Journal repert. Our

] central concern -is to describe the available 1nforma;1on ‘in a way that
is as stra1ghtforward as possible and to relate our assessment d1rect1y

e

to issues of immediate policy concern. S S . g

: In order to assess the }mpeftanbe of compensetery ed&cation during
early adolescence, it was ‘necessary to exam1ne two separate bodies of
data, and the study was divided accord1ng1y‘ The first part of the

study (Sections II and III) reviewed the literature on educat10na1 and

psycholog1ca1 research with these central quest1ons in mind:

e
.

(1) What is known or supposed” about the cognitive
development, intelligence, and learning in the
years ofs€arly adelescence (appfoximate ages
11-15)? : ' .

Dow
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(2), How are these characteristics related to the tasksk

!
of schoqg ledarning and to the acquisition and re- |
tentxon of applied 1ntellectual sk1lls°

- (3) How are cognitive development and school learnlng

- - _neaated\to other personal, social, and emotional ®
\ ;wcharaqxe istics during early adolescence’ ’ i
% °3 - . o

{4) Are theae differences in the rate or manner of
gbgnltlve evelopment between advantaged and ' o
disadvantaged children which are pertlnent during {

) early adol scence? ’ N
* (5) Finally, what research supports the preva111ng B '\\ :
t early childhood fintervention model? How well has . Q{

this model wprkgd? Do altexqatlve models exist? ) ‘

1

A second set of tasks required the examination of eXIStlng compen- T e

- satory programs for olde& children, . Although.the majority of effort |
" and money has been expended on prlmary grade programs, there are manﬁ .
= /

examples of intermediate and secondary projects across the country, and
=
an examination of their effectiveness is essential to a pollcy study‘

A number of important /questions are raised.

(a) To what extent have compensatofy projects in
grades 7-9/'been effeqplve at raising the achieve-

/ . .

ment levels of partxcxpatlng students? 2/

-m 5

(b) Who are the participants in these projects? How _E,' . ‘ :
do they differ, if at all, from same-age childréen . - l
who do not participate gnd/or'from the participants : ‘

+ in primary grade projects? - ~ )

(c) What is the cost of intermediate and secondary A
level projects or, alternatively, how much money

Ay

is spent on them? . f

(d) If there are highly effective projecfs‘in these - J
‘ grades~do_they share certain characteristics of

© design, participat}on or implementation? ‘~\\

.
o, . 7 ‘ |
¢ 4
0 " 1 ~ i
.
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. (e) . Can we identify features in the context of such
projects, (that is, in the schools or the soci-

ety) that affect project effectiveness?

Three principal sources of information weére available for this
portiqn of the study: ai1ual state level reports of ESEA Title I
programs, scores’ from. the annual California state testing program,
and observationé of operating prpfects. These.data were far from

¥

g

{  perfect, and in many instances iﬁiwas not possible to do the analyses.

K cf fxrst ‘choice., However, it hasibeen possible to plece together a
very compellzng outljine of the context and performance of upper level

, compensatory programs. Section IV describes our assessmént of. the
performance of state level Tltle I programs in grades 7-9, while
“Sections V and VI ‘discuss school and societal contexts respectively..

‘
1S

'

Conclusions and recommendat1ons for policy are presented in Section

%E%}I' . : ,‘h .
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_ II' THE QRGANISMIC PARADIGM AND,éARL! CHILDHOOD EDUCATION&

L " ,/.

‘ A basic paradlgm infiuences the,way events and ‘data are interpreted,
and largély determines which questions will be addressed and what methods
will be selected to find answers t¢ them. Such a paradigm is not- itself

- a’ target for verification or den% 1; instead, it provides a framéwork of

reference that gives meaning to iﬁdividual data, circum§tances, or events.

The strength of'é basic paradigm is that 1t organizes and ‘gives coherence

to researczk/ The weakness of At is that it makeSuresearchers 1nsen51t1ve

. to divergent data or to interpretations that are 1ncons1stent with the

N

- \

* paradigm’ ,

The organismic ﬁaihdf has been central to much of the rescarch

,used to support existing /compensatory education programs. This ‘paradigm

;‘:early childhood educat on. ‘The purpose of this Section is not only to
parad1gm, but also to examlne theories and ex-
perlments which, be ause they do not f1t the, model have ténded to be
1gnored ar, at the/ least, have recelved far less’ thoughtful con51dera-

. ;;_ ¢
tion. @ // ST ‘

The b@;xt/étemlses of present compensatory'eﬁucatlon programs are

these

® The/disadvantaged child is caught up in a cycle of
po’ efty which “in some measure results.from low IQ
and low school achlevement. Thesé in turn .result
in some measure from the effects of an env1ronment

of deprivation. -

K

"® The application of appropriate stimulation and en-
*fﬁ,vw,mwiﬁAu, + richment to young disadvantaged children can aid in

their development,

26 .
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The good effects of this stimulation and the result-
, +  -ing improved development will be felt throughout the

l;; ' child's subsequent intellectual, social and emotional'
life., ) l

Without such stlmulatlon in the early chlldhood years,

y P a disadvantaged chlld*cannot break out of a pattern

.

L of low achievement, limited intellectual competence,
and negative self-image.

Thus, early childhood is the right time and, given
lifited funds almost theﬁpnly time, for society to
intervene in development.

L4

H
t
'

In large part, these premises are derived by analogy from aAmodei

of organismic development that goes beyond a relativelyvstraighfforwerd =~

L sense of historical process. Basic to the crganlsm1c model is the con-

cept of critical stages--perlods atigyxch the organism is espec1a11} &

vulnerable and where the cccurrence or omission of some event determines S
later development.

-

N The erganlsmLc paradlgm can be examined usefully as a set of com-
B ‘
o ponent concepts. -

1

(1) Human development--phy51ca1, emotional, psycho--
loglcal, and cogn1t1ve--occurs in stages that are
1nextr1cab1y related-to specific ages (in months

or years) of the cﬁild,

|
(2) "Success" in a later stage is determined by the N

- exper1ence of the organism (ch1ld) in earller‘

- stages. Therefore, the ear11est stage is the

i

most important for determining final outcome.

(3) Insult or deprivat{on during an early stage may

’ arrest or warp development in that stage in a
wayrthatepfee}udesethe~nexmal-atta;nment of .
higher stages. Such damage is irreversible.

-




|
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., From these three component concepts, a fourth can be derived that

supports the present system of compensatory education:

(4) If insult or deprivation can have significant
and lasting negative effects, then enrichment
(or at least compensating for the deprivation)
should have significant and lasting positive
effects.if administered during the critical
periods.

Th1s lastéioncept assumes, among other things, that the nature of thg
deprivations important to the cognitive development of the child can be
identified adequately; that adequate Temedies (enrichment or stlmulatlon)
_can be dev1sed and that these remedies (compensatory educat1on) can be =

applied effect1vely by educat10na1 institutions on the baszs of a gener-
alized model, '

. . - o
* -

sAs we review the research literature that supports this ﬁode;, we

g

propose to examine it in the light of a*number of questions. For exam-
ple; - xf development does indeed occur" 1n stages, then do the same stages

apply equally,to physical, emotional, social, and cognitive development?
Does failure to reach a particular stage of development in one area&gsay
émotional d%velopment)”preciude progreés toward hiéﬁer'stagés of develop- "
ment in other areas’ And finally, are’ ‘development’ stages 1nextr1cab1y
linked to chronolog1cal age? Lo _,»‘ Lo

Another set of questrons concerns depr1vat1on. For example, are
the ill effects of depr1vat1on indeed irreversible, and if they are, are
‘thely equally so in each of the areas of development? If they are not

,.irreversible, then is spec¥fic action required to reverse them, or do”

mmﬂ]{

'“fhey*teﬂd~%okd15.;gatqgggﬁyrally over time? And finally, even if the

—
——

i1l effects of. deprivation are|shown " to damage cognm%;veodeuglopmquH
1rrever51bly, is the- degree of depr1vat10n addressed by the research o
studies 10g1cal}y orioemonstrably related to the actual deprivation
——4——~———-~~experienced by the children whom compensatory ‘education programs are

designed to treat? . _ - -

<3 i
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A final set of questions concerns enrichment. If somg of the i1l
effects of deprivation can be reversed, might the good effeéts of en- //
richment also be reversible? And, if they do not dissipate naturally /
over time, might some specific combinations of events reverse them? ///

|

\ ’
3 . Stages of Developmeént

: . % - ; . ;
;: ' © 'The coﬁcept of stagee/oé development has been derived in‘%art fro&

: the work of Sigmund Freud-and from Anna Freud's work -with.children.

Freud was the first to generate intellectual acceptance of the idea: L
that the child's psychic development had strong 1nternal components '

\ and was not wholly shaped by external ‘training ("moldxng the child's’

e _ character"). Psychosexual development occurred .in stages (the familiar

3 *  -pral, anal, oedipal, " and genxtai); and the basis of theé stages was-in-

4 ’ stinctual Furthermore, the most important development of stages oc-'
curred 1n the first few yq_§§ and trauma during this period - -could

result in. f1xat10n at one stage, rather than progression to another, :
whxch in turn would produce pathology that would be more or less cr1p~~ \
-pling. These theories and the work that produced them led. to studies

of childrearing practices with emphasis on the importance of avoiding o
3 . or remedying pathology, and eventually to the hypotheses of cultural

- - “styles of fixation, The work of both Freuds had a profound 1nf1uenoe '

- © on most iater’research into early childhood, and the orientation of o

4

'most‘thinking about the subject. £ i

3 . , Ve i
2B " - . However, psychosexual development, although important, is not the
same as cognitive development'\altﬁough ﬁhe two may be 1nteractive, they
‘are not 1nseparab1e. Severe psychosexual pathology ‘can 1nh1b1t cognltlve

development, but in the absence of sever pathology, it appears that the

. two processes can proceed relat1ve1y in ependently, n~

Erlckson, a d15c1p1é of Freud, a pted the theory of f1xat1on at a )
stage, but extended the stages of peysonality development through ado- |
o _lescence, rather than compressing t em all into the first years_ after
birth. Erickson (1950) also hypothesized that development followed
. inner laws jof rate and sequencj//but was flexible with respect to chron-

ological age. - . :

| /24 )
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More recent pSycholog1c31 theories of deVelopment (Gestalt psythol- .
ogy, Transactional Analy51s, and others) stress the 1mportance ofé%%%é§
_env1ronment over "instinct." They also tend to stress the reversibil ity
of psychological orientations of 1Ad1v1duals at later ages, especially
after the person develops the _¢apacity to review hlmself and to reason

n (i e., after puberty) . . . \ ‘ .

Piaget (Inhelder and Piaget, 1958) was the—f1rst to hyppthe512e9
,Stages.in cognitive.development. “‘According to Piaget, the. child devel- SRR
* ops through three major stages (some with substages) that féllow in ) \

3se stages are thogghtﬂtg{be only loosely related to the .
ehronologlcal age of the child, and the tﬁme of their oc urrenceemay

sequence. Th

-

.M'«

vary W1dely in different children, Plaget aiso extenﬂs the, 1mportant"i.m_g;_75".

[, s
o .

stages threugh early adolescence. For example,,the develop nt of the - - BRI

. thlrd stage of "formal 0perat10ns" is 3551gned to the perlod m 11 'to

14 years. . ".: A
' 4 o m e
According to the theories of Piaget, the t1m1ng of the ch1Ld' :
progresslon through the various’ stages is determined bx an internal '~\ R
mechanlsm, but can be 1nf1uenced to -some degree by external events, . ;‘\\"1~e
i That hs, some kinds of experience may speed up the ch11d's "preset" - TN 5;
attainment of the next stage, and the absence of certain common kxnds ) - ‘; t
of experleﬁﬁe may retard 1&. I general, however, all stages will be I
attalned eventually, and even under adverSe clrcumstance, the chlld wlll
not be fixated at an early stage. L . N .
l .
The theory of developmental stages also has strong roots in the - .
life sciences. For example\ in the physical development of the child,

it is 1mmedlately obvious that the Eaby rs qualitatively different from

—————————

(not just smalﬂer than)- the child, 'and the_adoiesceﬁf—ls qualitatively
dlfferent fromL(notvjust'darger than) the prepubertal child. Embryology
also provides evidence of stages, and of cr1t1cal perlods' the same in-

sult to the embryo may cause deformity if it occurs at one point in the

devélopment process and may have no identlflable effect at all if it -~

—

v

occurs at another point (Whlte et al., 1973) HoWever, postpertum—phySm——-f‘—"
1cal development does not appéar to be subJect to the same processes or

vulnerabilities as embryonic development.

A
: 25 e
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\ Developgent in stages gppears to be a concept that can be confi;med
1n;u1f1vely, as well as by research, in many areas of human growth, ! -
* There is> strong suggest1ve ev1dence that emot1ons, social relatlonshlps,
sexuality, and cognitive ab111ty have some general stages in which be-. - -

h§¥1o; or competence differs both qualitatxvely and quantztatlwely from )
that in ather stages. - e s

However, it does not seem to have been established that develcpment
stages are 1nextrlcably linked to chronological age except for physucal
deve%opment befbre birth. Furthermore,. there is at-least suggestzve
\\* er:dence e;‘1n the cogn1t1ve realm, deveIOpmé;;—;;égps are only .

o weakly linked with chronological age and are much more strongly Llnkeé N\
> ) ' W1th the 1nternal development rate of the child and with’ 11£e exper;ence.{
o Vor has it been estab11shed that fixation can occur at an early cogait*ve “:
stage that 1rrever51b1y precludes’ atta1nmeﬁt of later stages. - (Learﬂlng
T‘“_i to speak may. indeed have'.to occur at a critical per1od but 1nab111ty ta '
speak is not associated with d1sadvaatage ) There may. be other factors-:
bra1n damage, severe emot1ona1 pathology, or psychos;;, fop*ékamp&e——that o
-~ prevent normal development of cognltxve ab111t1es but otherw150 1t ap-
. pears that’ although progress may be ﬁlowed or be laid as1de tempararziy
under adverée cxrcumstances, baé%c cogn1t1ve levels w111 eventually be
attaaned by almﬁﬁfnail children. - " '“,j -

"y .

' ' ' ChH . we o TRy
‘L Deprlvatlon and Effects on Devefopment// ot . :

w -

Infantile marasmus\( wisting dLSease") not related to 1ack of foad X
f1rst became an identifiable medical problem as the result of the estab~
llshment of wélfare reforms in V1ctorldh England. Workhouses wereuﬁs—'
tabllshed and, on the latest medical pr1JC1p1es, the foundling 1nfa§ts“f‘1
were looked after in an isolated ward of their own instead of bezng : y
glven ‘to the géneral female population of the workhouse to be- cared R
for. In spite of belng adequately fed, many such infants wasted. away
JL“”""'and died, while Infants in less hygenlc-and less well-run workhouses,~

where the old practlces were observed, survived and some even flour1shed

*m

4o » b .
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e . . In the 1940s, Spitz, perhaps the most infz;egtial researcher in
thg field in ‘terms ef his effect on‘compensaqory gducation -theory,
'studied the effects of institutionalization on infants from 4 months
old. He found severe and lasting social and emotional problems, and -

he found that children seemed to develop more slowly. These findings

he related to the lack of stimulation and soc1al1zat1on in Qhe under~

¢ s |

e staffeéﬂlgggltut1onal environment (Spitz, 1945). .
- — @ N . 1; C T
; «»’f’J”d:#’ﬂ‘bf;ee eXtension of (Spitz's work to compensatory education is based \

on the assumption that if massive social and emotional deprivation

slcd% child development, then the apparently slower 1nte11ectual devel-
opment of 16w-income children must result from "deprived" enV1ronments.
The most obvious fallacy -lies in thevequat1on of the massive deprivation
_of social and emot1onal st1mu11 which Spitz’ found in institutions to the
'cond1t10ns of relative econom1c deprlvatlon of many low-SES and¢m1nor1ty

homes.” There appears to be/no demonstrab‘e basis for this equat1on.

W

G1nsberg (1972) also p01nts out that there is a tendency to label
as deprlved environments that are merely d1fferent. He takes a strong  °
-stand. that the home and env1ronment of the low-SES child 1s not a sett1ng
of deprivation in any of the ways that studies 1nd1cate would lead to _
child damage. Generally, there.is no lack of handling and nurturing of
", infants; there is’no lack of verbal communication to which childre; can

relate; and there is a strong identification with the care-giving group

- Hebb (1949) concluded that systemat1c alteration of the sensory
‘exper1ence of young animals led to changes in the organization and regu-
lation of the brain's activity. Lindsey and Ruesen (1965) identified.
alterat1on of biochemical or structural character1st1cs of animal sub-
jects as a result of depr1vat10n. The implication of such changes in
the past would have been that they were permanent; thus, if deprivation
in' children produced biochemical or structural changes, such changes
might also be expected to be permanent. Harlow quest1ons the, 1nterpre~
tation of these .studies, however, eveh for an1mals, 51nce the variables
measured have such large interactive gffeets with emotional and tempera-
mental variables (cf. White; 1973, p. 97). In addition, it has not been

shown that such changes are permanent eithér in animals or humans.




»

Scott and Harlow experimented with socidl isolation at birtn'of .
subhuman primates and found that it led to sevékely maladaptive behavior
in adolescence and adulthood. Thus, monkeys who had not been mothered
did not know how to mother their own infants. One 1mp11catﬁon of these
.f1nd1ngs for educational theory is that the effects of deprivation mlght
be transmltted from parent to child. If’ extended this idea might be

used to explaln that deviant (Iow-SES) paren ere 1ncapab1e of adequate

pgrent1ng and that the intervention of ciety would be neCessary

. Bowlby (1951) began to explore the effects of a disrupted mother-
infant relationship in humans, -and~bdth conducted and reviewed much re-
search. Yarrow (1964) conttdopted a'useful distinction between maternal
’depr1vat1on and maternal separat1on. From this work it appears ‘that the
lack of a mother may 1ndeed have severe effects on emotional-social be-
haV1or. The absence of the child's own mother has less severe effects,
’espec1ally if the natural mother is replaced by a single car€f§I§€¥““na

provides adequate nurturing.

éurton Whits (1971) worked with children who had been.institutio -
alized at or just after birth, and who had later been placed in normal
homes, and compared them~with’those who'had remained in institutions.
He found that children‘who had been placed in normal homes had much
better behavior, social, and emotional patterns than/zhose who had re-

-

mained in institutions. His results demonstrate that depriyation by
institutionalization in early infancy is reversible, and that when the
child is placed in a normal environment, additional steps are not nec-
essary to produce a 51gn1fncant reversion to normal behavior patterns..
His study did not involve any early childhood 1nterve:£1on in the sense

that the teri ‘is used in compensatory education, but ther stud1ed a

masisive change in environment that continued over a long period of yea;s.
If anyth1ng, White's work is an argument for the-need to sustain educa-

. tional intervention over the entire length of the pr1mary and secondary
school experlence, rather than to put an emphasis on a one- shot inter-

vention effort at the preschool or elementary school level.

l
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Reversibility in some of the effects of infant deprivation was atsQ
noted by Harlow et al. (1966). ' In particular, he noted that subhumah
primates which were reared in social isolation and subsequently severely
Qmistreated their firsteborn,infagts were 2ble to cope much more effec-

" tively and normally with the secPitd and succeeding infants. This may
indicate that the ability to "learn" is not lost in such cases. Gluck

~ and Harlow (1971) report further studies on' the performance of 1ntellec~

- tual tasks by social isolates, and provide strong presumpt1ve evidence

that learning or intelligence was - not much affected by the original

deprivation, even though.social and emotional behavior was affected.

P .
More recently, Kagan. (1973) found that infants in some Guatemalan

Indian villages customarily experience ext“eme sensory deprivation.in‘{

' thaththey are left alone in relative darkness, rérely tended and.receive
little maternal nurturing. If the. theories of infant deprzvat1on are
correct, such .an infancy ;hould produce marked permanent damage to the .
child. Yet children 11 and 12 years old who had been raised in exactly
the shms way were healthy, friendly, socially well developed;*hna:al-
though. their cognitive attainment had lagged Somewhat along the way, by |
the age of 11 or 12 they had.reached essentially the same levelsqae l
. children raised in a more normally. stimulating environment.

It appears clear that severe sensory and emotione} deprivation in
infancy, combined ‘with jsolation from prevailing cultural.patternc, can
result in long-lasting hatterhS'of socially maladaptive behavior. It
also appears clear that there are some situations under whichAthese‘
patterns can be altered. It may be, for instance, that it was not
solely the deprivation in infancy of institutionalized children that ¢
made their outcomes so unforthnate, but afso that deprivation continued
throughout childhood combined with the fact that institutiondlized chil-
dren are not accepted as full members of theur cultural community. Jhe
work of White and Kagan suggests that the ill effects of deprivation in
{hfancy may at the very least be amel1orated by entry into "normal"
‘famlly life, and by healthy part1c1pat1on in the 1ntellectual and social
life of the community. .

C 29
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"It also appears'clear that even the térm'"deprivation" has been
used to refer both to a situation in which an infant is-deprived of
maternal nurturing and social interaction and to a situation in which
an infant is born into a low-SES family. The two situations are far
from similar. The latter usage must be treated with g;eat caution.
Increasingly; résearchers have documented the emotional, cultural, and
linguistic richness of what had previously been labeled fdepriyed" sub-

cultures. : S

' Finally, it would appear from the research literature that, except
for some interactive effeé?é, there is no special reason to believe that P
eyen severe infant deprivation necessar:ly leads to intellectual impair-

menx and that in any event there is some tendency toward "normal1zat10n"

as the subject (an1ma1 or human} matures. ' /'

. %I

. Enrichment and Intef}jggnce i ' N

The organismic paradigm gngs rise.go the assumpti;h thaf’enrich—'
ment of the environment will have significant and lasting positive ef-
fects only if provided during the period of early childhood. In explor-.
ing this assumption, it is first necessary to examinéirhe/concept of ’
intellige.ce. The important question here is not whether it is primarily
"heredity or primarily environment that causes the dlfferences in intel- ,
ligence noted in all populations. Rather, we need to ask whether the
differences that can be documented as the result of environmental situ- /

ations necessarily support the idea that enJighment can be effective
A

only in early childhood.

-

Scarr- Salapetek (1971) reviewed the literature on intelligence 1n
térms of the two géneral theories: first, that gen9t1c differences, are'

the pr1nc1pa1 cause of differences. in 1Q, and second, that differences

4

,1hm1Q are prlneaoally caused by d1fferences in environment. Scarr-.
Salapetek ‘interprets studies of twins ra1sed separately as supporting
the second theory, while Jensen would interpret them as supporting the

first. The controversy between the two points-of view is extraneous .

30
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here; the point is that even an extensive study like that of Scarr-
Salapetek does not examine environmental influence at particular ages,

but outcomes of long-term exposure to different env1ronments

The work of Bloom (1964), on the other hand, bas been 1nterpreted
to show that intelligence is'achieved or formed principally before the
age of 6. He found that adult IQ can be pred1cted with great accuracy

by knowing IQ at ‘age 6, However, this asshmes more about the relation-
Lsh1p of IQ to applied intelligence than most author1t1es have recently
been willing to grant. It is necessary to know a great deal more about
the actual relationship between intelligence and what is measured by IQ
tests before Bloom's findings can be extended umhes1tat1ngly to support
the necess1ty of early intervention.

One of the p1eces of«research that has been seized upon as confirm- %
1ng‘the assumption that early experience determines the nature ‘of later
.experieénce is the work performed at the Max Planck Institute on 1mpr1n;~
ing 1q/bewly hatched geese. Newly hatched birds follow the first moving
ob;ect they see, and-accept the researcher who is present at the hatchlng
as fheir mother. That this exper1ence ~colors the nature of their later,

— e per1ence is unden1ab1e, maternal gcare provided by a researcher 1s
kely to differ considerably from that provided by a g005e. But al-
/ thodgn this research is impressive confirmation of the 1mportance of
// 'earl( experience, as White (1973) points out, there is increasing doubt

// that’ such phenomena are irreversible, even in birds.
- - ' - 1

Dennenburg (1968) found that problem-solving ability for adult rats
- improved if they had been exposed to edriched environments before and
after weaning. However, like most other animal studies of the time, the
Dennenburg work did not’ explore the effects of enriched environments on
. the ‘adult rat, only on the young qnimal Rozenwe1g and Krech (1968) did
a study on" a wider age range of animals. They found that certain en-
riched environments were associat®l with significant differences in
brain weight and biochemical activity, and that this was true in the
‘ same degree for both young and old apimals. Thus it suggests that adult
animals can also exbibit high plasticity and response to environmental

change. ) al
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Heber and Garber (1970) have carrled out a number of successful
attempts at raising infant IQ by changing the early env1ronment. They,
have worked with children of low-SES mentally retarded mothers, provid-
ing all day center care with a’ high ratio of trained staff from, the.
first daye of life and imposing highl; structured nour-te-hour patterns

. for dealing with the children. The mean IQ of the experimental group
was raised 33 points above the mean IQ of the control group, and the

effects seem to be last1ng. . . .
4 i

The Heber and Garber exper1ments are d15t1ngu1shed from other in-
fant interventions by the very high staff/child rat;o, the extreme
structuring of an hour-to-hour and year-to-year schedule of cognitive
stimulation for the child, and the almost complete removal-of the child
4“from the home environment dur1ng the first five years. It appears 11kely
that change in the- attltudes and pOSSLbly the behavxors of the subjécts'
"mothers was a re1nforc1ng factor but such effects have not yet been

accurately measured. Although the dramatic effécts on chlld's IQ are
incontestable, the cost of this program vastly: exceeds ‘any other form

of iptervention, and. serious political and sociological issues are

 he
P -

faised : </ .
Less drastic 1ntervent10n progﬁEﬁﬁrhave wog$ed with the concepts ¢
of family 1ntervent1on and parent tralnlng both3n the form of tradi-
t1onal experlmenta and in the form of governpent programs. Homestart
is a federdl program that works with both children and parents to im-
* prove nutrltlonal and learning env1ronments in the home, but no formal
evaluation of the effectiveness of this program is available yet.
- M. Robinson, of the Office of Child Development reports early good
results with work based on assisting mothers in learn1ng how to raise
their children, but agzin formal and complete results are not yet

available. ' : ' P

No similar program of research has been carried out at other age
levels, However, it m1ght be approprlate to’ p01nt out that there is
historical ev1dence that the pr1nc1p1e of ma551Ve change in the env1ron-
ment, together with a highly structured pattern\of ‘enrichment was used

\
N | 20 ¢ : o
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in education in Tudor England and Réﬁai;saﬁce Europe, beginﬁing at
puberty, and primarily with boys. (The effects of the é;stem on girls
appear to have been alarmlng enough “that sermons were preached against’
it. ) By the per1od of Jacobean England, the tutor had degenerated into
the so-called "bear leader" who steéred his adolescent charge around
Europe to Iearn mannérs and languages, and attempted to keep him out

of trouble. But in the.earlier eras, the tutor was a specialized edu-
cator who had no other vocation ‘and. no ‘other charge; he did not’ provide
spec1alized instruction but rather spec1a11zed attent1on and guidance
andAgeneral instruction in communlcatlon, reasoning, - and strateg1es.
Th1s heavy investment of resources,\comblned with 2 program of travel
that.removed the boy from h1= fam111ar environment cannot be assessed
on the baS1s of changes made in IQ or 1nte111gence (concepts "that would |

I

have pdzzled the Renalssance thinkers in any case), ‘but. they did provide

some, éocumenied and" 1mpre551ve alterations in competence

It is difficult to see at:this poxnt how the strncxure of the ex-
- 15t1ng formal educat1onat’system 1n the United States can 1mp1ement any
‘ program of intensive enrlchment of the 1nfant's home environment and
%\ exper1en0es, except by prov1d1ng educatlon to the parent, (adult or
- ado;escnnt) Therefore, it is dxfflcult to see how such studies as
have been discussed here are really relevant\tp early childhood compen-
satory education in its familiar form. ' More felevant are the reviews © i v:
/ Of Head Start and the numerous other U.S. early childhood education .
programs that have been carr1ed out by Stearns and by Wh1te.

Stearns (1971) stud1ed the effects of Head Start programs on intel-
ligence and later school performanCe. She found that many programs had
no noticeable effects, but that some did appear to raise IQ and to pro-
vide a stronger start in school. However, it did not appear that these

k4
good effects carried over into the school performance of the students,

.
o

~~ and IQ effects appeared to dissipate over time.*

* e g . . as : 2 . !
A more extensive discussion of this literature, focusing on the reviews

by Stedrns, Bissel, White, and Brontenbrenner is available in EPRC-RM24.
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White (1973) carried ‘out a comprehgnsive review of all government -
involvement .in early childhood education programs. His report, clearly

e
e

the most extensive and up-to-date study available, is'importént enough

that it would be mnjust to summarize it here in any detail. Briefly,

"however, he found that compensatory programs in general "“orfer little -
evidence of positive dverall impa
dren” (White, 1973, p. 22). He .did find that preschool intervention

t on eligible and participating chil-

programs produced an 1mmed1ate 1ncrease in IQ scores for most of the .
part1c1pat1ng children, but po1nts out that it is very difficult to '
detormine whether this represents genuine intellectual progress, or
whether it represents iﬁprovement in self-confidence, test faﬁiliarity,
or learning. In any event he found that the effects on IQ of most pre-
school 1ntervent1ons do. mot persist beyond the second or third grade

" (White, 1973, p.°23). In a commen;ary on this rev1gw, Carl Bere1ter

remarked: -

- Ten years ago there was no dec1s1ve but an abundance
of suggest1ve evidence supportlng the hypothesis that

; early childhood edu%at1on and experlence is crucial to_

t. _After a decade of .extensive . .
'search we still do not have- any

- cogn1t1ve develop
basic and applied
decisive evidence, [but the trend of suggestive evidence’

has been rather c s1stent1y against the hypothes1s.

One po1nt that most studi€s do agree on (e.g., Berelter, 1974) is
that the compensatory educat1on and preschool 1ntervention programs that
seem to be most effective in raising IQ scores are those that are most

-

highly structured.

In any case, the actual results of early childhood compensatory
_education programs do not support the assumption that enrichment in
early childhood (but beyond infancy) has lasting effects that can be
measured, Given these reselts, it seems reaconable to examine other

theories of intelligence that may support a different concept of com-

pensatory education. Theye are studies indicating that intelligence

z‘ ‘ ‘ . |
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is more flexible, more. differentiated (i. e., there are many types of
intelligence), and.more prolonged in its development than was assumed -

by, for instance, Bloom."

- Horn and Catte11 (}967? suggest that there are two general k1nds
of intelligence wﬁ1ch they call fluid and crystallized. Fluid 1nte111-

gence in their view 1s genetically determined, reaches its peak in ado~a
lescence, and is not\influ nced by learning. Crystallized intelligence,
however, continues to grow.until old age, and is subject to increase

. from experience and learning. This division of 1nte111gence corresponds
to 1ntu1t1ve notions of 1earn1ng and ,the 1nstruct1ona1 function of
schooling. ' s

4

Bayley (1970) carxied out some research that would appedr to’snpport
the inteldigence model of Horn and Cattell. Bayley determined -that IQ &
continued to increase even after adolescence (to age 36 in males andhage y
26 in females).  She cites also resulgf by Owens show1ng that subjects-
retested at age SO have higher scores than they did at 19 as college
freshmen. In addition, she po1nts to studies. by M11es and lees, Jonesg
and Conrad, and Wechsler, which show similar long1tud1nal increases in §

4

] If IQ can be 1ncreased by: environment and experience as well as by
infant enr1chment, then at least two possibilities must be consHAered.
First, potential intelligence may be far beyond what is usualiy developed
in the customary patterns of child deveiopment and education. Second) - -
IQ may measure some component of intelligence that is not genetically
determined. There is a third possibility that is a correlate of ‘the
second: IQ may not measure some of the important components of intelli-
gence that make-a difference in life outcomes, Similarly, some of the
recent experiments involved with the validation of Piaget's stage theory
rdise important issues about the relationship of either IQ or SES to the
attainment of a'particular stage of reasoning capability, and in turn to

the ability of a child to learn concepts.

4
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N 1f IQ is related strongly to intelligence, there shoulg{be a strong
_ relétlon between IQ and success in adult 1life. Jencks (1972), after
extensive path model analysis, estimates that the effects of family
background and economic status are far more 'significant tﬂan the effects
of IQ on school attainment, occupat1on, or lifetime’ 1ncome. Bowles and’
. Gintis (1973) found that ‘when' soc1a1 class and years of ﬁchool are held
constant, they are each several tlnes more predictive of economic suc-

cess than is IQ. Husen (1969, 1974) finds some corre1a41on between IQ
|

at age IO and job success, but also finds that amount f formal schoollng .
and social class are far more 1mportant contr1butors 0 economic success

“than IQ. .

The concept of social. class, of course, provides a point of dis- —r
comfort. I socioeconomic status is more important/in determ1n1ng~adu1t

e 11fe outcomes than 1nte111gence, then the whole - po nt of many compensa-
tory education programs is 1nva11dated Because this is such an ungom-
‘fortable position--and 1ntu1t1vely wrong-—1t wou/Z be interesting to
-explore the quest1on of exactly “what high soc1oeéonom1c status contrib-
utes toward a successfyl life outcome. One very likely hypothes;s is
that high SES provides or encourages the devetzgment of competence in .
dealing with sifuations, c1rcumstances, amd e fents that contribute to :
*a successful lfgi outcome, If that should tprn out to be the case then
'perhaps there are aspects of competence tha could be transmitted by the
formal educational system when the soc1oec¢nom1c status of the child
does not provide them outside of school. (Roger Ascham, in the 1500s,
poxnted out that the sole purpose of' educat1on was to make it unnecessar&

- to learn everything by experience.) . / ,
v

In .summary, there does appear to be evidence to’ support the hypoth-
esis that a highly structured, 1ntense, and long-term enrichment in°in-
fancy can lead to positive effects on individual traits, including’
(perhaps) intelligence, and definitely including IQ. However, substan-
tial doubt must be raised regarding the persistence of IQ gains and other
benefits from limited e&ucationalcinterventions during enrly.childhood.

©
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‘Nor-does it appeef that the possibility of attaining positive
effects of enrichment, including . enhancement of IQ, is limited to
-.1ntervent10ns durlng early childhood. Instead, it appears that long-
term enrichment’ (enter1ng a normal family life after being-in an 1n<t1-
tutlon being raised in ja more stimulating envaﬁqnment than.an 1dent1cal
. twin, enterzng into ‘full community life after agglsolated infancy in
. seml-darkness as the Guatemalan Indian child does, having a st1mulat1ng :
JOb in adulthood) may be the most effectlve.

The organismic paradigm explored 1n this section appears to have
some serlous def1c1enc1es, particularly aé\ix\gs expressed in most com-

'pensatory educatlon progrims for young chlidreﬁf\\whether the purpose
of compensatory educat1én.1s to raxse IQ or to impro
for dlsadvantaged children, it seems imperative that We now, move’ beyond
a- 51mp1e acceptance of the organlsmlc paradigm to explore t;\\Value of
other models, particularly those which can account for more flexxble\

) theorles of 1ntellzgence, competenée, and cognltive development.

4
-
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* 111 :RESEARCH ON ADOLESCENCE -

4 . é.*‘" N . ) 1
_ ’ S .
Adolescents have a distinct and unpleasant image in American soci-

ety. At best, they are treated with frlghtened amysement' “

Adolescence is a dlsease. It may.not be 115ted in ;he
medical books as such, but that is only because doctors
are embarrassed to be reminded of something in.the presence
of wh1ch they. are so helpless. Like the common cold, there
is no Cure for it. Unlike the common cold, nothing can be
pres;rlbed such as aspitin, which w111 give the patient

o 'temporary re11ef The most that can be done 1« to nge

. aspirin along with a shot of whiskey, to those who are un-

‘ lucky enough to have come in contact with the victim.
L ‘ (Armour, 1963, p. 19)

At worst, adolescents are treated w1th open hostility, such as that of
the federal Title I official who said: "All they do is mug people and
shoot up heroin--I can't see why we should try to help-them." Adoles-
cents are seen as irresponsible, emotionally unstable, academically.ug;/’

.

motivated, and cognitively inept.

Adolescents and preadolescents have also been neglected by our
national /compensatory education strategy, compared with other age

groups, most. notably -early childhood. In part this is a manifestation

‘ of a broader societal attitude of ambiguity toward those who are nei- .
t?er ;h11dren, str1ct1y speaking; nor adults.* But in part it also

reflects a particular confusion over the place of the adolescent in the'

0
I

*That this is sb, is apparent through so simple a task as trying to

! find neutral words to describe the age group. ‘We have our choice of
:adolescence puberty, Juvenlle or teenager, older child or young adult,

all of which evoke varying degrees of unpleasant images for Americans.
, Recently, advocates of this age group have adopted the term "youeh "

A r
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school system. Spec1f1cally, this amb1gu1ty appears to*be the result
of : " ] . %

=¥

_An underestimation of the ability of early’adof§scents )

to deal with intellectual complexity, . t

L
i

® A lack of understand1ng of- the cogn1t1ve development.

during preadolescence and adolescence,

. An overest1mation and m151nterpretat1on of the influ-
'{ Y
! “ence %n learning of personal and social characteristics '

dur1ng early adolescence, and >

¢ Ambiguity and a sense of helplessness about the role.
} of schools for d1sadvantaged youth A

A fxftn and separate réason for the comparative neglect of adolescents
is the dominance in compensatory educatior theory ahd research of the
"early childhood' movement. Section II of)this repert has_dealt at

& 1ength with the rationale of this movement:. ‘ -

| We will attempt to examine in some depth the theoretical and exé
per1mental research perta1n1ng to: adolescents. As a general ruie, we
have confined ourselves. to the l1terature of the last fifteen to twenty
years, although a few exceptlons are, made.. Overall the research on -
adolescence is velum1nous, but it 1stbulx w1thout consistency.. For ex:
ample, studies of the social and emotional maladjustments of teenaéers'
burgeoned during the mid 1950s, but the quantity of writing in this

area far outweighs the importance or validity of the subject to gemeral -

~

.education. By contrast, the sparseness of thinking and research on the
cognitive development of adolescents Severely underrates the:importance
of this field and its potential complex1ty These limitations hggt be
accepted as a starting point. ‘

I

.The great unevenness of the research;literature, and- its compara-
tive thihness in the area of greatest interest here, mean that we can-
not reach any’ unassallable vonclusions. / Nevertheless, there ,is an
abundance of suggestive evidence on quest1ons of great 1mportance, and

to ignore ‘such evidence solely bécause it is less than perfect seems

I
‘A4
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counterppqductiVe.. At the least, some useful light can be shed on such-

AW AT

questions as: *-

S

® What is the nature of intelligence and cognitive func-

R
i

tioning in early adolescence? How do these differ, if

they do, from intelligence and cognition in earlier i
,, chi 1dhdgd? :
’ ® Is intellectual competénce during adolescence affected ' =
by competelce in earlier thildhood? ’ ~
\ .
. ® How is intellectual development-in_adolescence related >
\ . M o

to emotional. and social‘development?" -
N D‘F ’ . 0

.~ ® Do schovls plhy a special-rorehfor disadvantaged "adoles-

. cents? What qau we ask or expect of the schools in this

&

= . . FE i &

S1tuat1on. : ,\ . Sl s
. .® And, f1nally, what have been the results of attempts at 2 -
N . ‘\‘sﬂ:
remedial cducat10n for d1sadvantaged adolescents? . . o
S U - - s . .

Intelligence and Learning in Adolescence | o se
. : ; . e - ¢ EE

- Theoretical Positions L . o

Trad1t10nally we have operated acc6¥d1ng to an unstated model in -
*» which lcarn1ng is presumed to be a cumulative process. The learn1ng : -
prngess is thought to be un1form throughout life and across all subJect ‘
mattﬂra There is no good epranat1on in this model for how learning
hoccurs, except that 1t is presumed to be séquential and cumulative.’. ' .
One th1ng must be learned before the next, and each step is of approx1-

mately equal value aad¢d1ff1culty. - : ~ S

~ Within the ldst twenty years, there has been very broad acceptance
of théories of.stagedﬁlearning: ‘In these theories: various kinds of A
learning have varying degrees of conceptual complexity. The ability to
understand conceptual’ complexity increases irregularly as a child de-
velobs.n The most widely studied and accepted theoretician in this . ] CR

.field is Jean Piaget.

- ek
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. - e - Piaget (1970) posits that development occurs in sequential ctages.

- Eac& succgssive stage comprises different qnd more complex structures
that allow the child to perform operatlons and intellectual tasks differ-
entjrom those possible in the previous stage. The three major stages

# . in Bhaget's scheme are:

L] .
v o The'§ensorimotor period (typically, birth to perhaps
18-24 months) :

3 ‘/‘
o . The period of representative intelligence

- Preoperational subperiod-(apﬁroximately 18-24 months
to 6 to 7 years) ‘

e - Concrete operatiohs subperiod (approximately 6-7 |

by

years to 11-12 years) ~. ' ’ i

-

) * The propositional and formal operat1ons period

4g£pr9x1mate1y 11-12 years to 15- 16 years).

S

A séquential and invariable order 1s followed in which each stage
>3 in some way necessdry ‘to the constructlon of the next. A stage i's

constructed- by the joint action of four elements:-

. - .y
o Maturation - . : .
! ‘ = . % ) . : -
e Experience of the physical environment
“ o =L
e Action of the social environment

,/‘ .

. Equilibrium or self regulafion. " »

. /’_;?‘ts;;:;Tiz;efasfiggégf;tﬁege”?oar elements that détermines when a X
' parti chiid, or group of oﬁildren, moves from one stage to the -
next, and clearly there may be considerable individual and cultural i
variation. For our purposes, it is importanf.to noté that a child
cannot ascimilate, comprehend use, ar }etain the concepts at a given
. Sstage intellectual complexlty until he hag reached that stage of
mental complexity himself. . S . T

S Bayley (1970) nas come to & similar theoretical -onclusion'from

her longitudinal studies of ch11dren's scores on a variety of intelli-
gence and ability related tests. She concludes that not only the
' . 30
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quantity of méntal function, but also the quality and patterns df mental
function change over time. Furthermore, she finds that "superiority in
one function does not insure suﬁéniority in the subéequqnt development
of more complex functions." Her work and that of Piaget agree that
there is no logical necessity that adequacy in Any stage be dependent

& i
upon or predicted by adequacy in -an earlier o¥ later stage.

‘
Gagne (1970) presents a‘somewhat similar theory of stages. He hy-

pothesizes that a higher stage.is reached or a qualitative hange A

achieved when small steps of learning accumulate and are integrated

hierarchically. Within ;his theory, the.attainment of a new tage is, ) .

Inhis view, }ndependent of maturation or preprogrammed cognitive struc-

tures. Thus, stage attainment is not tied to a Specific age, but varies

greatly with the richness and structui: © the environment.

»

Another variation is espoused by Pascual-Leone; in his theoretical

\ model, stage attainment is determined by the three factors of

- .
i ® Mental space
® Specific configurational schemes such as vocabulary,

propositions, numbers, images S V.

~~ . . .
® [Executive strategies, used to operate on configura-

tional schemes to solve problems. . '

PascualngonéVhypoiﬁesizes that all three factors increase'wi;h age
and that ;ll but mental space depend on learning and experience; _For
éxperimenfal attempts to verify the Pascual-Leone model, see Case
(1973, 1974).

= Another model of intelligence which fits nicely with these is the

Horn auni Cattell model based on hfluid" and "crystallized" intelligence.

Fluid intelligence is hypothesized as being genetically determined, and

reaches its peak .at adolescence. Crystallized intelligence is posited .

to depend upon learning and grows until old age. .

At first glance, the existing theories appear to be persuasive and

numerous. A common difficulty is their laik of detailed specificity

and substantiation in terms of process. That is, they are able to say
Co N

~
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what happens and to offer some persuasive theories about how it hapﬁens,
‘but there is no indication of why. Unfortunately, this is a problem

:wh1ch is still shared by almost every theory in the fields of psychology

. and education.

We are inclined to conclude that the theoretical bases for the
assumption. of some qualitative differences in adolescent cognitive
functioning are sufficiently well developed to be(ﬁccepted as reason-
able work1ng hypotheses .~ Along w1th the theor1es/ then, for the time
be1ng, we accept the 1dea that intellectual functions go through qaall-

tative changes around the time of early adolescence (approximately ages

/
.11 to 15). These changes are referred to by the code phrase "formal
operations." '
\

Formal Operations*

Broadly speaking, the stage of formal operations is characterized
by the acquisition and use of a number of abilities not available to
children in eaflier cognitive stages. " These abilities include:

® The consideration of proppsitions which are contrary

I, to fact
® The jdentification and consideration of all the logical
components of a set
! %

®  Understanding and construction of conceptual hierarchies

® Abstraction from the particular to the general case:
/ , “(deduction), and the converse' (induction)

-

@ The use of internalized speech.

“This listing can be compared with the concepts used by Inhelder and
Piaget (1958) and by Elkind (1970).

*A helpful discussion of the essence of formal operations can be found

1n P. G. R1chards, An Introduction to Piaget (Harper Paperbacks, 1970).
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Elkind writes that

S

"The major task of early

quest of thought."'

having to do with the co (1970, /p. 119.) f :
|
/
t

-

%adoleSCence can be regarded As
and that \

"The adolescent can accept a contrary-to-fact
proceed with the argumenk as if the premise MWere correct.

Once again, the capacity to deal with;the ogsible as well |
as the actual liberates/the adolescent's’ thought so that |
he can now deaiﬂﬁith any prob}ems,/;}éuations in which the !
child stymied. ;Mgz;,imboftantly for our purposes, the %
capacity to deal with the possible¢’ means that the future is

|
now as much of afreality as the present and is a reality i -
which can and pfust be dealt with." (Elkind 1970, p. 76-77.) |

Re;earch to substantiate ané spec;fy these abilities is qqitefun-
even. Most of the work that/hés been done deals with the development
of memory abilities and strategies, and the new uses of language‘iL
formal operations. A_}eviéw and partial synthesis of these studi%s
will be followed by a more extended discussion of two bodies of wdrk
which may help us to deal with a more difficult duestion. ! .

o : ]
|

Memory and Strategy

2
B

Investigations by Bruce (1974) ‘find that a child's ability to
recognize and utilize structure as a way of facilitating learning in-

~
™y P
e

creases with age.*

Experiments by Griffin, Spitz, and Lipman (1959), and by
Furth and Milgram (1973) indicate that immediate memory span and capa-
city to recognize and manipulate .categories increases significantly in

,preadolescence. This enables children to process and retain progressively

rd

*An interesting sidelight is the finding of Bruce that less compleg

structures were actually more facilitative for groups in sixth through -

eighth gra&es.
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more 1nformat10n after ages 9 or 10. This phenomenon was also estab-
lished by the exper1ments of Howvitz and Levin (1972) and of Cole and
Kanak (1972), in which it was found that associative learning ability
increases with age. This is 1n_keep1ng with the ~ ading of Rohwer and .
Levin (1971) that older students Chge 11+) are .le to utilize.a wider
variety, of clues to stimulate both the recal” of and attention to
associate pairs than can vounger childrer Amohg others, Guttman and
Sch1e51nger (1967) have constructed instruments to measure the ability
to use unobtrus1Ve and concealed cues and to apply them in generaliza-
tions and abstractions. !Preadolescents showed quant1tat1ve gains and
qualitative changes in their performances, compared with younger T
* children. ' ] ' - /,/’/4%94
e Ornstein. (1973) suggests a somewhat similar hypothes1s. His

exper1ments with children of various ages indicate that retention rates.

are S1gn1f1cant1y augmented as a child acquires multiple contexts to

which he can ‘relate and through whtch he can remember new magerlal An

‘interesting ‘difference between Ornsteih" work and the other work -cited

is that Ornstein's’ worﬁ suggests that the memory of adolescents is

increased by the increase in experience per se (throwing the greatest

weight on the env1ronmen~§ and the work of others tends more to

suggest some factor of in rnal maturation which is, to a greater ex-

tent, independent of the ¢nwironment.

Two other studies are~of particular interest here. Nﬁessie
(1972) found that adolescents are more effective than younger ch11dren
in distinguishing between pertinent and 1rre1evant hypotheses when re-
quired for ‘problem solving. Finally, She1ng01d (1973) has attempted
to attach the central problem of the relation of cognitive skills
development to sensory percept1on. She studied the receptivity of
four age groups (ranglng from 5-year olds to adults) to visual infor-
mation. Findings of this study indicate that the intake capacity of
the two groups did not vary significantly, but that the older subjects
used activé strategies for processing and retaining thls information,

*

while the younger subjects did not.

(=8
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'preadolescent can understand a legal position. In a conversation, h1s

z -
-

»  Verbal Skills and Reasoning

g Verbal symbols can be used increasingly in adolescence as
$

mediators of conceptualization, for instance, in perception across
sense modalities. Verbalization also becomes an important factor in

prohlem solving.

As verbal concepts are manipulated, combined,.and arranged in-
multiple order hﬁerarchies, they become increasingly powerful "tools of '
the mind" (see Bruner) Adolescents can manipulate symbols in a way
that makes the1r thought much more flexible than that of the young ch11d
Words carry much more meanxng when they can both denote th1ngs and sym-
holize ideas. Younéuchi}dren, oi the other hand, éeldom understand
metaphor, double entendre, or cartoon (Elkind, 1970a, p. 76).

The increasing objectivity in the mental operations of the’
preadolescent and the teenager affects the quality of the basitc organizl
ing concepts they use and allows them to go beyond the specificity of

space, time, situation, and their own subjectivity. The adolescent or -]

sense of language includes the handling and transfer of grammatical
rules, even when the language is not Standard English and does not have
a formal base (e.g., pig Tatin, street language).

* A

Blos (1962) calls attention to the.observations of earlier
writers about the dissociation of verbal expression from motor activity

with maturation, ~The expressive use of the whole body to reflect thes

“inner life, which was typical for the younger child, diminishes. The

~preado]escent can use lariguage to ve11 hlS 1nner states and wishes, and

to separate public and pr1vatp worlds.

Internalized,ﬁppeqh is important in the attainment of silent .
reading. Kohen-Raz (1971) sees the preadolescent's ability to learn ‘
the use of written language as the product of reintegration




1

.

. of internalized and external- SOC1al1zed speech.* '"Written verbai ex-
pression is based on the swift current of thought that is only pbss1b1e'
by virtue of an interralized language" (Kohen-Raz, 1971, p 71). How-
ever, internalized language can be translated into writing only if
ﬁdﬁdcd into the language -of written style and sylitax.

By Fhé end of preadolescence, higher-order concepts can be
! handled, but their formation and use is heavily dependent on the range

of vocabulary (see Wolman and Baker, 1965).
R
In cont:ast to the adolescent, young children have limited

ability to general1ze or think abstractly and conceptually, and they
.tend to-use verbal1zed 1nformat1on inaccurately (Joyce, 1972, p. 256).
This puts serious 11m1tat1ons on the amount of understanding and the <
level of teaching which is possible before preadolescence in, any of
~ such sub;ects as natural science, social sciente, hlstary, geography,
. and mathémgtics{’and such teaching is not possiB;e, even-in a rudimen-
tary form;'in preschool. Young children may learn words, ‘imitate
language, ahd_use a certain amount of imégery, butvonly with pre- .
adolescence will they reach the'stages in which they can learn the
accurate meaning of concepts; methods, and ideas of scienyific disci-

plines.

el

E

In adolescence, verbal symbols can be used increasingly 'to
mediate conceptualization and thereby become an important factor in
problem solving. The relation.of this ability to the construction of

logical hierarchies seems particularly important.!

tage Acqulsltlon . ;

The stage theor1sts discussed above agree that the responsi-
bility for cognitive development is shared by inherent (genet1c) and
environmental factors, with the latter predominating. ) //

o

*This view 1s based on an integration of the theories of Werner and
Kaplan (1963L and Vigotski's (1962) findings as well as on4Plaget s
concept 6f decreasing egocentr1c1ty
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This would seem to be borne out by the few pieces of research
.that are available. Certainly Piaget's work suggests that, within
limits,* it is possible to draw an individual from one stage and intoq
the hext'by restructuring ang deliberately directing the child's intg;%/
action with the environment. Kagan's work in Guatamala also seems to
offer indirect support for the hypothesis that the general social and

cultural environment exerts a stfong inflyence on the timing of stage

-

acquisition.t

Thisileaves uhanswered, however, the question of whether
stéges are, in everyday language, "all or ?othing" propbsitidns. Does
stage attainment mean,that all the individuals in a given stage can and
will demonstrate equal accomplishments? This seems almost’ out of the
questidn. Some children are obviously better at cert;in tasks (physi-

cal, social, or intellectual) than other children, even when all under-

stand the |nature of thé task and the steps that must be taken to
complete the task. .Rather, stage attainment seems to be more like the
_possession of a tool kit; the uses to which the tools are put and the
quality ¢f the products may still be subject to both- hereditary and
environgental influences.  Still, in a sense, if everyone has the same I

- ’ S
set of\ ools, all are '"starting out equal."
. .

. Two important studies seem to indicate that to attain the
stage of formal.dberations is really only to acquire some rather general

" intellectual potentials which must still be actively converted into

achieVements. The first is a study conducted by Frankenstein (1972)

1nV91V1ng the low-SES, minority, poorly achieving students of a

Jerusalem high school., Stat15t1ca{1y and observationally there was

ve}y little hopefthat any of these students would ‘be able to pass

-

*These 11m1ts have not been carefully explored but the range of fleX1-
bility for any individual child seems more likely to be on the order

of months rather than years,

TIn cross-cultural studies it is extremely difficult to separate the

influence of genetics from that of environmental factors.

x
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nationil univerSity entrance examinationg. Frankenstein hypothesizéd
that these students were unable to translate basic cognitive capabili-
ties into effective problem-solving strategies. In his experimental
ﬁroject, the ectual thinking patterns of the disadvantaged students
were analyzed in order to identify faulty or unsophisticated patterns
of thinking. The project then helped the students to contrast their
own patterns with the characteristics of hiéher order’conceptuali;etion
ad directed the students toward strategies that helped them develop
the desired patterns of thought. )

A second body of work wyieh is/of\interest here-is that of
Kohlberg and Gilligan (1972), and Kohlbérg (1973) in "moral reasoning.'*
Their 1nvest1gat10ns 'revealed that, startlng at about age 10, adoles—
cents might adopt any of six different types of moral reasening. These
six types formed an invariable sequence; if a student changed his style
of moral thought, it was invariably by the adoptlon'of the next "hlgher"
(read "more abstract") principle. However, some students‘progfeSSed ‘
further and/or faster than others. Kohlberg attributes the d;fferential

attainment of moral stages to differences in the structure and demands

- which are made by a student's immediate environment. It was demon-

strated that students could be induced to move to the next ‘higher .stage
of reasoning prOV1ded (a) that the teacher could accurately diagnose a
student's present stage, (b) the teacher could pose a problem that re-
flecteé\the next hlgher level and himself act according to the model of
thag v, 2nd (c) the student was afforded opportunltles to discover
the Lnu»fent .onfllct and try. out "a different mode of reasonlng.
»Kohlberg 1mp11es that- all or most of the adolescents were capable of
attalnlng the hxghest levels, but that only those whose environment

i ¥ v

demanded it would® do SO.

These stua\E§ have been discussed at length because there

have been so few other studies that®throw any light on the very central

0

-

»*Kohlberg defines "moral" as following "rational principles of judgment
13

and decision."
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’research problem of the;meaning of stages. But an equally important

tion of the role and effect1veness of compensatory education for’

adolescents.

'
Social and Emotional Factors

All of the experiments discussed in the‘p ceding parts of this
section point clearly to the specific and effective cognitive abilities
"of early adolescents. The} suggest that the Yeers of early adolescence

should be an excellent time for rapid and effective \earning. Such a

‘suggestion, however, clashes with our traditional notions of the inter-
ests and potential of students of junior high school agg. Some of the
common aseumptions that our society makes abeut adolescehts are bel;ed

by recent research.

Psychoanalysts, part1cular1y, have drawn a picture, starting at
puberty, of a state of personality development that approaches psycho-
pathy. Unpredictability, moodiness, exaggerated states of fee11ng, and
other .characteristics duginé“adelescence that are deviant from the
adult norm (see, for exaﬁple,,Wiener, 1970, pp. 21-23) are used to
explain why eaolescents do poefly in school. "As the adolescent moves
away emotionally from the parent as an auxiliary ego, in this necessary
process he is beset with tensions, feels guilty and sad over the loss
of his love object, and s threatened by his owm instincts “ee In the

struggle to regain contral over his 1mpulses ... occurs disruption of

ego cont1nu1ty, resultlnd in narcissistic injury ...."

"It has been said that adplescence is the 'heyday of the
emotions. - ngh school pupils have been descr1bed as gig-

gling, erratic, vivacious youth: They change their moods

rapidly, -ud one is\neve; sure what mood will be dominant

on any occasion. They may shout, cry or be solemn at a .
football game and giggle in church at 6ne time and be moved

to tears a few moments'later.‘ Often they will be defiant

of author1ty, show a disrespect for old age, or show such -

inconsistencies as to write an €ssay on trespect for law and
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" then show no respect for it. In school, they will occasion-
ally doubt well-established fact. They are secretive, and
romance Seems to be a part of their lives. Tempyrary success
elates them, and failure depresses. Their pride and vanity
are easily flattefed end wounded. * Their emotions seem to
drive them from one exireme to the other." (Bent énd
Kronenberg, 1961, p. 81.3 N

\ °

The distortion and misundefstanding Bf the social and emotioﬁal
developments of early adolescence have perhaps done more to discredit
this age as a time for learning than any other circumstance. A more
dispassionate examination of some of the existing research evidence can
assist in relating the psycholog1cal developments of early adolescence

to the cognitive potentials of the same period. " " ‘
, ‘ ’ .

Formal- Thought and Personality Development

ipd

Mg

Early adolescence is acqoﬁp;nied by an increasing interest in the
self and in other people, as well as by qualitative changes in, self-
and other-orientation. Such changes seem to be related not only to
emotional development and the move intohnew social role patterns but /

also to the increasing thinking power in this age group.
‘ T v . i
"As is evident from various investigations, it is only at pre-

adolescence that the childla th%ight aghieves ihdependencenfrom ego-
centric and instinctual fantasies to the extent that he is able to '
constrﬁct an overall realistic and rational picture_ of ‘the universe'
(Knhen -Raz, 1971, p. 43). With the approach of adolescence, a new

dxmensxon in the representation of self.and reality is added through

progressive cognltlve development.

The young child does not d1st1ngu1sh eaS11y between his own thought
products and reality., As Elk1n has shown in his stud1es of religious
development (Elkind, 1961, 1962? 1963), it is not until about the age
of 11 or 12 that children begin to reflect upon their own throught
processes. Also, young' children are not aware of fheir'hypotheses in

thinking. "In the adolescent, on fﬁe/g;her hand, thought and

) "
v
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experience are clearly differentiated, and the adolescent is well aware-
of the arbitrariness of his hypotheses and their lack of nccessary con-

_nection with the facts" (Elkind, 1970, p. 130). *

. This development coineides with the emergénce of formal thinking.
"Ffom a- developmental standpoint, formal operations may -be a precondi-
tion for the acquisition of h1gh1y cognitive ego mechanisms such as
dlscr1m1nat10n and detachment" (Elder, 1968, p. 18). For- 1nstante,
"formal operational thought not only ea:bles the adolescent to concep-
tualize his thought, it also permit him"to conceptualize the thought
of other people., It is th1§§§apacmZy to take account of other peoples!'
thoughts, however, which is the crux of adolescent egocentrism ... he
assumes that other peoplé are as obsessed with his behavior and appear-

ance ‘as he himself is" -(Elkind,. 1970a, p. 119).

" Survey data tend to corroborate this. The interest in personal
character1st1cs has been found to increase in the years from 11 to 16
(SurvﬁV Research Center, 1960), This has cognitive significance

" because it leads to greater accuracy of self—peréeption, which Offer
(1969) observed as being high in his "normal" adolescents. The increased
interest in personal characteristics may also faC111tate the attainment -
of a final distinction-between self-percept1on and how others see

"oneself.

- The development and sophistication of attitudes towards the self 1
‘haé another aspect which is closely related to general cognitive cqm:
plexity and Increasing interest in the self--namely, the extension of
the future perspective, the interest in self-ideals or heroes, and the
corresponding increasing relévance of goals in the gegsonal future.
Piaget and Inhelder (1958) noted the anticipatory qpélity of adoleéégpt
thinking, which is oriented towards the future and committed to futué%
possibilities, in which the idealistic component tends to be strong.
Donvan and Adelson (1966) ﬁgted‘that the adolescent view of the future
influences activities in the present (cf. Elder, 1968, p. 19).

The adolescent's tendency to apply h1s newly gained thinking power
to societal as well as scientific problems could be an instance of
41
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White's (1959)'so—called effeclance motivation--a natur i lon 37
new potentlal;tzan& develop them fully
coplng with the environment.

W TR e TR

T
to become competent and master|

50 as to be used for effective

Research in the Humanistic -Education Program at the School of Edu-
cation, University of Massachusetts, is leading to data which corrbtbo-
‘rate and anplify the interrelation hetween cognitive development, self-
concept, and other observations about adolescent development. In this
work children of var1ous ages were asked to compare how they had changed o
from when they were younger and how they expected to change in the

“EMM‘

»future. Children of 4-6 years of age referred to themselves in very

T TR

concrete or mater1al1st1c terms, whereas students of 13-14 and beyond

AT

use psychologxcal characteristics and are "able to discriminate clearly
between feelings and thoughts, the1r own as well as others. Tenth o0
graders also use a kind of reasoning about .themselves that sees certain
i - behaviors as reactions to feelings on‘states of the mind. For instance,
if they feel shy in a social situation they react in a certain way, like
. turning away and stopping conversation (Personal communlcatlon from

Judy Evans, June 1974).

With respect to the psychological incapacitation assumed. to be. the
consequence of‘adole&cent inner turmoil and emotional upheaval, Winder .
(1970, p. 68) concludes that "studies of normat1ve and normal samples
of adolescents demonsﬂrate that adolescents in general ‘are no more
l1ke1y than other segments of the populatien: to°d1splay features of
psychopathology, and that there is little, baS1s for ant1c1pat1ng ‘psy-
thological dlsruptxon and maladaptive behavaor in normal adolescents.

Thus, although the internal characteristics of the adolescent
have been believed to rénder any educational effort wasteful--since the .
teenager is assumed to be so busy with his own problems that nothing "
can touch him--the pérsonality changes that are occurring seem to be

instead, those that are conducive to learning. . .

+




Adolescent Social Valﬁes

v

There is another image of the teenager that affects how he is .
viewéd'by educators., This is the assumption that teenagers have a
separate subculture tSmith and Klein, '1966) and have values, attitudes,
and beiiefs that are radically different from those qf adults. From
thlS, it is argued that the-teenager is so strongly against anything
that is adult or associated with school achievement, that he is imper-

vious to educational treatment, s -

/ . -

N\

This view seems cufiously'American. Not in al} societies is
adolescence c0n51dered a special dge characterized by deviant behaviour ~
vor d151nterest On the basis of field work .in an Ijaw V1llage in ..
"Nigeria, Leis (1962) describes the age group from 9-13 as "the age of
respon51b111ty," and adolescencesfrom 14-17 as a period of "consollda-
tion for adulthood " From 9 years on, boys and girls start to take
over duties of social 51gn111cance, if they failed or behaved 1rrespon-
sibly, it would endanger other people's survival or welfare. 'Adults
believe a nine-to-thirteen year old should perform tasks and assume
/respon51b111t1es as a natural part of growing up" (Lels, 1972, p. 72).
Instructlon in tribal bellefs and values was part of the final stage )
of enculturataon for the adolescent. This pattern is b351cally the

same in most of the tradltlonal=Afr1can cultures. 4

That the adolescent storm and stress is not a biologically deter-
ined universal condition but)ig determined bx the surrounding society
-and pulture was Eiscussed by Margaret Mead as early as 1939. Sinee
-then, studies in cultural anthropology have shown again and again that
American generalizatjons on the psychology of teenagers cannot be
accepted as universal phenomena. For~1nstance Hsu et al. (1974) found
.that Chinese adolescents 1n Hawaii showed co%;arat1vely few problems in

their transition to adult life.

Empirical studies do not support the notion of a basic value con-
_flict between adults and teenagers in the United States or the notion
of extreme rebelliousness. Hess and Goldblatt {1957) compared ratings.-

of teenagers and adult family.members about. themselves and each other
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on socially desirable traits. Both adults and adolescents each assumed
the other thought much more. negzatively about them than was the case.
The adults, for instance, believed that the teenagers undervalued them,
whereas the teenagers tended to idealize them and had a better dpinion
. about adults than the adults had about themselves. Meisner's (1965)
investigation of 1,278 high school studeats provided evidence of their
6p051t1ve views of parents, with gradual disengagement from parental
authority instead oﬁ rebelllousness. 94% of the students are proud of

their parents, &8"°% report that they are happy in their homes.

In a longitudl.. . study of 73 high school students, an at*empt was
made to uncover the person_I*ty characteristics of the modal, normal
teenager (Offer, Sabshln and Marcus, 1965; Offer, 1967; Offer, 1969).

-t became ev%dcnt that }he average teenager had positive relationships
_with hils family and had .few intensc cgnflicts with parental values.
They viewed their fathera\aé reliable andvknowledgeable and their
mothcrs as understa..ling and sympathetic. However, they were critical
of themselves, although their own coping behaviors in regard to emotion- -
al experlences like sexua11t9 or aggressive impulses were judged to be
competent. These students were optlmlstlc about the future- and expected
thelr aspirations to become reality (Offer, 1969). The ove-all piciﬁre .
was one oi restraint’ and conservatism. Sharing of parent's values and
conservatism pius avoidance of inner and outer conflicts were also the
characteristics Donvan and Adelson (1966) found to be typical of the

average adolescent in their sample of 3,000,

Like the assumed conflict hetween tecenagers agq adults, the assumed
association between adolescent developmental characiéristics an: low
motivatioﬁ for school is rot universal. In Germany, for instance, the
most -important time for learning is assumed to start with the age of
10 or 12, after changlng from eclementary school into the Gymnasium,
and not in the early elementary ycars. The adolescent is expected to
feel re: onsxble for his own 1earn1ng and to be able to take intelliec-
tual pursuits seriously (if he 1s in the Gymnasium, that is). The f
apprcntxceshxp system also prcsuppoqes ‘the assumpt ion that extensive

new learning can take place in adélescenue.
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A representative national survey of 11-13 year olds in the United\
States (Survey Research Center, 1966) showed that 54% of the boys had |
a paid job, indicating thaf .in modern societies, too, students of this
age can carry out duties in a responsivle and reiiable way.. Thé data
show furthermore that the 11- 13 year olds feel most important when they
take over a responsible adult role around the house. For more than
half of them, fidmily members are the people most admired. Among their
concerns, school achievement and doing well is of highegt priority,v
more so than'acceptance by others or personal characteristics, In the
survey a large proportion of them reported wanting to be professxonals
in their adult life, which’ would seem to indicate a strong acceptance

of traditional adult roles, and probably of adult values as well.

Weiner (1970, p. 13—31f reviewed various studiesicarpied out be-
tween 1936 and 1966 on near'y 11,000 students between 10 and 19 years
old which overwhelmingly corroborated this picture: Symonds (3936),
Harris (1959) aﬁd Kasckowski (1962) found that study habits were always

t'./of highest importance. Adams (1964, 1966) in‘a study of 4,000 teen-

agers found that school achievement was the most frequen.ly mentioned
concern. .Also Meissner (1961) and Abel and Gingles (1965) found that
school problems wereethe major source of worry among their subjects.

Keislar (1953) studied how much prestige was associated with various

pehavioral characteristics of 10th graders. In contrast to such find-
ings as Coleman's (1967), he found that effort in school work and co-
operation with teachers was more highly correlated with prestige than

sociability.

5

Thus, extensive and reliable research studies in the United States
do not support the image that the majority of the teenagers are deviant,

'.fficult, rebellious, and unconcerned about school.

Cognitive Development and Education

Finally, we arrive at the consideration of how to relate what is
known .about adolescent cognltlon in general to tht specific situations
of learn\hg academic subJects We may now also apprqprxately consider
any special relationships of conditions that exist for economically and/
or cducationally disadvantaged adolescents.

~ ’
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Age and Subject Matter Q‘ ' . ' -

Infﬁitive}y, it makes sense to believe that if abilities differ
both _in type and degree during different age peribds and cognitive i
' stages; then various subjects or skills may be more appropriately
taught at differeﬂtxnigfs. The general épplicétion of this idea is
' illustrated by the'traditional arrarigement of elementary, secAndary,
and tertiary curricula, Howevzr, surprisingl} little controlled re-
search has been done to eiploredor validate the relationships between

subject matter and -the ages or cognitive stages of students.

The largest body of research has perhaps been done on the subject
of learning second languages. Here most of the evidence seems o sug-
gest that young children (under about age 11 or 12) have a greater
abi{}ty to learn the spokeh aspects and vocabulary of second léhguageS.
A reflection of jthis Ts the number of elementary school program§ in con-
versational French or Spanish instituted since the mid 1950s. Tradi-
tionally, however, intensive study of foreign languages has been re-
served to the high school and college years. This rationale seems to
be supgorted on two points, Eifst, the study of second languages is
often undertaken as a way of gaining access to writings of sophisticated

. content (literature or science), the understgpding and apbreciation of

which is ordinarily beyond the grasp of most young children. Second,

experience and theory would suggeést that proficiency in the written

and stylistic aspects of any languages including a foreign langgage,

is possible only after formal operations hgye been achieved, allowing’
jthe complicated considaration oK tenses, the understanding of a variety
of linguistic organization schemes, and the distinction between written

ard spoken language.

A similar chain of reasoning supports reserving the study of most
social sciepceé until after about agégi The gradual development of
meaningful social science concepts appeafs\to be based in part on age-
related abilities to understand concepts of ‘time and‘space. ‘For example,
the appreciation of "history seems to require extended time perspec-
tiQe, an ability to conceive of (and an interesk in) human and

e 5
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institutional events outside accessible reality, and an ability to

arrange concepts and hypotheses into hierarchies and‘complexﬁphtterns.

Piaget (1969) points to the fact that children develop an undér;
standing of time and velocity in the early school years. However, a.
Joyce points out (1972, p. 256), "Many research studies have shown that
children are slow to understand the-concepts of space and time in a
" form recognizable by geographers and historians.” Michaelis (1956,

p. 74) concludes that h1stor1cal time cannot be grasped by most ¢hildren

until they are in junior or senior high school.

It is easy to see that similar reservatidns must apply to the
f1elds of psychology, anthropology, and economlcs. Kohen-Raz (1971,
p. 151) states that the "gradual development of formal reasoning pro-
vides a basis for a series of arithmetic and mathemat1cal skills that

.

cannot bé mastered before preadolescence."

These studies and theories, and our own experience, seem to give
sensible outlines to the relationship of age to subject matter,/given
conventional teaching methods. Some of the most exciting research in
education over the last decade has dealt with the development of teach-
ing methods which may allow us to break down somegof these relationships.
Silberman (1973) has reported a number of the mos{ impressivelexperrments
in teaching to very young children many skills which are ordinarily re-
served for adolescents. These suggest that, were we willing to break
cut of many of the standard constraints of methods, organization, and
budget at least:.some espects of conplicated subjects' could be taught
and learned much earlier than they now are.* Very recent work in t

area of foreign languages s1yllarly suggests that rédically different
1 ﬂ’ﬂ

4 ] -

~.*Perhaps the most impressive instance of this is Bruner's success at
teachinglcalculus to second grade students. Their ability to use the
methods of calculus seems amply demonstrated. Any ability to compre-
hend the underlying concepts or to derive the theorems themselves is

S8

far more questionable.
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teaching methods may also allow adolescents and adults to acquire as-
pects of language which are o;dinarily best learned by young children.*
Silberman also presents a pointed discussion of why such innovatiors in

method very séléom can be applied in any comprehensive way.
! " s
Educational Disadvantage

Finally, and very briefly, we must ask what, if anything, is known
about the relationship of "disadvantage" (usually meaning minofity,«low
.SES, family background) to school learning. Despite considerable spec-
ulafion; little research has been done in this area. The link between
_SES, educational disadvantage, and speed of learning the standard
curricula of U.S. schools are still not clear. Since the early 1960s
"there has been widespread confidence in the assumption that low SES
and/or minority status went hand in hand with educational diaadvéntage.
The 1966 Coleman report (Coleman et al., 1966) effectively turned the
assumption into accepted fact with its findings that low-SES children
were far more llkely to have substandard achievement scores than were
children of mlddle or upper SES backgrounds. Numerous other research-
ersAhave‘elabordted this finding. However, a recent study by the
.Educational Policy Research Center (Emrick, Guthrie, Frentz,'1973)

suggests that the extent of overlap between educational disadvantage
B * ')

*One such line.of exploration is based on the theory aﬁd applied re-
search of the Bulgarian psychologlst Georgi Lozanov. Called Suggest-
QDSQLE (the use of suggestive processes in education), this approach
employs an active technique of "infantilization," in which the student
acts out what he just learned as a life-like drama. In her recently
completed doctoral research ("Suggestology, Research in Learniﬁg
through the Method of Suggestion," United States Intgrnational Uni-
versity, San Diego, CA), Elizabeth Philipov has theorized that the
principle of infantilization transcends the notion of‘a "critical
stage' for language acquisition, because it makes pussible the re-
instatement of states of consciousness similar to those in which a

child's first language aéquisition takes place.
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(i.e., substandard performance on norm-referenced achievement tests)

and low income for urban children has been overestimated.

In a similar vein, a study of Lengel and Buell (1972) of the
é}plication of higher stage concepts in physics concluded that grade
level, and possibly a "hidden factor" of m;ntal age, predigtqd the
ability to use the concept of conservation better than did traditional

measures of IQ or SES.

. On the other hand, studies by Elkind (1971), Keating (1973), and
“Kagan (197f) suggest that SES or the general kind and quality of a
childhood éhvironment does influénce gross age at which stages are
attained. Kagan's work, for example., suggests that sensory deprivation
and so;ial isolation in early childhood may slow, but not halt, stagéE
attainment and the general development of cognitive skills. The work
of Elkind (1971) and that of Keating (1973) suggésts that educationally
disadvantaged children will be exactly those for whom the stages of
cognitive development are attained later than the norm. If this is
the caée, it suggests that educationally disadvantaged (and/or low-SES)
_children may Be equally able to learn both basic and complex skills,
but at later ages than most of the school population. They might,
therefore, benefit from receiving certain types of instruction later
than other children, not earlier. Until far more is knowﬁﬁabout this,
however, it would be highly inadvisable to instituie large-scale

curriculum changes in this direction.

%

. Beyond this, what can we say ar infe}’about the difference between
low-SES and/or minority adolescents and their age; counterparts in the

. mainstream? The most obvious difference is that the low-SES adolescent

has more practical problems and fewer resources--external and internal--"

with which to cope with'them. He is in a difficult life situation, at
school as well as at home, while he must master the same psychosocial
development tasks as the '"normal" adolescent. In the United States,
passage through the school system is required of all economic groupé,
although the experience of higher-SES adolescents is facilitated by

wide~ choices of schools in which to enroll, prevalence of teachers
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And counselors from their same socioeconomic group, a close correspond-

¢ ,/ ence of home-school values and styles of interaction, and greatly in-

/
/' creased access to libraries, profe551ona1 resources, and subject con-.

/ tacts, ‘ : . - )

"}/ The learning of the low-SES student is not improved or aided by
! the fact that many low-SES families and some ethnic groups may see edu-
cation as a repudiation of traditional values and ma} distrust schoo{
(Katz, 1967). Apart from the "subtle but clear messages that reinforce
the adolescent's disdain for the benefits of scholastic diligence" that
parents with little schooling may send out (Weiner, :1970, p. 256), low-
SES parents may lack the attitudes, skills, information, and orienta-
tion that would éupport the intellectual achievements of their children.
The mere desire of a parent that a child succeed in school or ''get an
_education" does not-in itself provide the daily modeling and encourage-
- ment of the adolescenc's strivings and behavior that are needed (see
Argle and Robinson, 1962). Indeed, underachievers in high school have
parents who ave less gncouraglng with respeet to achievement and intel- .
lectual interests and who contribute less to positive attitudes towards
| teach;rs and schools (Morrow and Wilson, 1961; Wilson. and Morrow, 1962).
Cervantes (1965) collected data on 300 respondents matched for IQ,
' school, SES, age, and sex and found that dropouts felt less understood
/ by family members than those who stayed in school, felt less encouraged
to pursue school, spent less of their leisu;e time with their families,

and more often saw home as unhappy. .

Taken together these factors suggest that even if a low-SES student
survxves the elementary school years and emerges on a par with his
middle and upper-class peers, she or he stand- an  unequal chance of
completing secondary education with such happy results and equal achieve-
ment. In fact, it would appear that the social and intellectual differ-

g

ences between environments place a greater burden on the task-of.

* intellectual development which faces an adolescent than they do on the
comparable tasks of early childhood. Hence, the need for "compensatory"
action on the part of the schools to make up this difference may be
differently expressed, but needed as much during preadolescence and
adolescence as during carly childhood.
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IV PROGRAM EVALUATION

It is a common plea among state and federal administrators that
programs for adolescents are "less effective" than programs for students
i%‘breschool and primary grades. These declarations take a few standard
forms. It is asserted, for example, that compensatory education’ for !

adolescents is ineffective in‘tﬁat:

| ® Grade equivalent-(g.e.) gains are smaller in inter-

mediate programs than in primary programs, -

- ® Adolesgent programs are less effective at moving

disadvantaged students toward national norms.

If evidence or argument is presented that contradicts these artij
cles of faith, opponents of adolescent coripensatory education fall back
on a small number of standard "explanations." The most popular disclaim-
“er is that apﬁarént gains in adolescent programs are only the effects '
" of priér exposure to éompensatory programs in previous years. Another -
favorite rejoiner is that large gains in adolescent ﬁrograms are "eaéy
' to;geét" since students are so far behind to begin with, and therefore

the gains are meaningless. .

‘In order to examine the validity of these assgrtions, this study
has gone ;o the basic infgrmatiqn document in compensatory education:
the state level report on the administration and the results of ESEA
Title I during a given fiscal year. Over 231 of these state feports,
spapninngO states and the'District of Columbia, spannirg a’'S5-year pe-
riod, were reviewed for the study. The U.S. Office of Education does
not at prbsent require any standard format for such reports, and they
therefore presented great variations in the type and reliability'of
data published. In some cases the data problems’were sufficiently se-
vere to require exclusion of a report from the study. Thus we were

left with a sample which was far from random, but included all usable
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data from every available state report during the study.period. Frog///
the broad data base, a variety of samples was constructed. For a ;éch—

nical description of the data base and samples, see Appendix B.

Funding and Participation’

3
The first finding to eme;ge from the study of these state reiorts o

is that adolescents do indeed receive far less compensatory education

than do younger children. Although not all\states report the numbey of
students receiving Title I assistance by grade level, many do so and
others present statistics from which participsr'on can be estimated.
i_ Estimates of participation by grade level were iiso available for-some
years from other sources. . (AIR, 1972 and unreleaSed federal estimates))
Table T presents examples of the fundlng pattern for secondary level \\
compensatory programs in 11 states over- the perlod 1970-73. It also
" shows our estimates of nat1onal participation over the period, 1969- 73. \
Three points are clear from this table: N ' ) f
e In no state was participation in Title I programs:allo- /

cated equally among elementary and secondary levels.

e In only one state (Rhode Island) had participation of

students in the intermediate grades risen over time.

. ® Across the nation; the proportion of students in the
intermediate grades receiving Title I 3551stance has .
N dropped steadily over the 5- -year period- under study.
From approximately 20% of the total in 1971, inter-
'med1ate students accounted for only ‘an estimated 160

in 1973.

-

This pattern is not in any way a violation of the federal laws. On the
contrary, federal administrétors are quite explicit in sanctioning local
decisions regard1ng part1c1pat1on, and the distribution of funds and

these state patterns can be very lopsided. On the other hand, it should
not be assumed too easily that this is a pattern fully consistent with

the intent of the law. Congress may not have intended the benefits of ° i
Title I go to only to primary grade children, since it enacted‘g specific
"Elementary and Secondary Education Act." . §
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Table 1 ‘

: PARTICIPATION BY GRADE LEVEL GROUPS AS
. A PERCENTAGE OF TOTAL TITLE I PARTICIPATION \

-
- 2

T ' 1969 1970 1971 1972 1973 \
: state || K-3 ] 7-9 k-3 [ 7-9 k-3 [ 7-9 | %3 [ 7-9 || k-3 | 7-9
Arizona . o[ WMo | M sen | asn Jgon | 23n flasn | 217 _
Atkansas . | N f R | W f{30.2]23.8] Ww-| ® [l28.9f 28] -
california 41.8 | 0.8 || 50.4 /] 8.9 | 5211 9.1]51.9| 8.2 4.0 6.6
- |_cotorado . 339 [ 25 | m | m | 37.9 f20.3 | 388 | 23.2 [ 42.3 | 193
| Connecticut NR | NR | NR w56 16 55 12 56 11 )
. Florida 32.8 | 25.3 [ 35.9 | 27.0 [ 38.2 | 17.5 | 46.3 | 17.5 || 479 | 16.5
n Georgia MOf R || v | M| | R 360 | 233 [ 372 3.7 .
Hawaii | 30.5 | 26.6 | W [ MW ez 17,9 f33.5 (217 | | W
Idsho 33 | 21,2 L 25.6 | 26.5 || 27.3 | 24.1 | 3.6 | 17.5 || 41.8°| 16.3
Kansas 30.5 | 22.2 || 37.8 | 19.5 [ 38.9 | 21.1 | 38.4 | 1841 [ 45.3 ] 18.4 s
Louisiana 29.0 | 2.2 | 32.5 | 21.5 [ 35.2 | 20.6 | 31.1 | 20.8 [ 30.1 | 21.2
Massachusetts | 42.6 | 18.3 | 54.6 | 5.7 f 55.2 | 6.6 | 59.2 | 4.4 [ 60.4 | 4.0
; Missouri m | w324 | 226 3 [ 2002 | 35,3 | 10,3 | 3728 | 17,2
‘Montana || 36.7 | 19.7 § 26.9 | 23.3 || 3.7 | 22.5 | 29.3 | 24.9 | 31.0 | 25.7
Ohio 45.7 | 17.2 49,3 | 162 54} 11 |57 9 |59.9| 5.7
Pennsylvania R M| MR "w |[36.2 ] 19.8 ] 35.5 | 24.0 || 35.8-] 23.8
Rhode Island 49.2 | 11,2 [ 516 | 10,7 [ 55,7 [ 11,9 | 51,2 | 1.9 [ 47.8 | 16.0
" | south carolina W | m J a1 | 23.0 [ 31,5 | 22.6 | 33,4 | 215 [ 32,4 | 2105
South Dakota 39.4 | 19.9 § 41.9 | 19.6 [ 38.7 | 18.2 | 44.0 | 16.9 [ 44.9 | 15.5
Texas | | . | wm [ 37.6 | 22.0 | 42.6 | 18.8 || 44.2 | 16.4
Virginia M | N | 38.8 | 19.5 48.8 | 12.9 | s0.8 | 17.0 | 54.0 [ 11.6
Wisconsin 39.6 | 18.7 | 49.7 [ 12.8 || 53.1 | 7.7 ] 57,7 | 6.3 f62.3 | 5.4
Wyoming “ | 36.8 | 20.1 || 33.2 | 219 || 37.2 | 18.3 | 38.4 | 18.2 [ 41.9 | 16.5
National Average || 37.3 | 20.6 f| 39.5 | 18.6 || 41.5 | 17.8 | 42.7 | 17.3 || 44.7 16.32‘

'Notes:
NR = Not reported ) .
Number of states = 14 in 1969; 15 in 1970; 22 in 1971, 1972, and 1973,

!
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It s important to remember, tod{ Ehat these participation figures
are not an index to the amount of Title I funds spent on students in
variouS‘grade groups. Federal comparability requirements are meant to
en:ure that w1th1n a glven dlstr1ut, all similar schools (e.g., all -
clementary s;hools, or all junior high schools) receive equdl basic
allotments of state money prior to the addition of categotlcal Title 1
funds. These guidelines do not, however, require that T1t1e I funds be
equally distributed either w1th1n or among types of schools. this deci-
*sion remains at the d1scret10n of the state and local educational agen-
cies. ’ ' . '
! -
J ' Some states, such a§ California, mandate a."baseline]' Title I ex-
penditure per pupil. Pariicipatinglseéondary projects can| be funded at

- the baseline amount, howcver, while primary and preschool projects are

funded at significantly higher levels without violating such laws. A
few states do report per pupil expenditures of. categoricall funds by

grade in their annual ESEA reports. In Connecticut, for example, pre-
school pro;cuté\in 1970-71 spent approx1mately $604 per pupil, clemen-
tary school projects spent from SaSbtx‘$l 364, whlle h1gh school progects

(2

aver raged only $302 per student.

Unless we assume that compensatory education serv1ces for older
children are 1ntr1nsically less expensive than similar services for
voung children, we must conclude that fewer services are provided for

adolescents, even on a per pupil basis.

Girade Equivalent Gains

. .
The first task in the analysis of program effectivedess was to
discover whcthcx indeed compensatory programs in intermediate grades

had lowel records of grade-cquivalent gains than did programs in pri-

= mary grades, and to,cs ablish any cxisting patterns of difference in

g.¢. gain according to grade.

lables 2 through 4 diXplay the results of this analysis using
weighted state means.  (See Appendix B for'an explanation of the weight-

ing procedures., In Appendix A, Tables A-2 through A-4 display the




-
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Table 2

MEAN GRADE-EQUIVALENT ACHIEVEMENT RATES
IN COMPENSATORY READING PROGRAMS, BY GRADE,
WEIGHTED BY ELIGIBLE POPULATION

1970-71
. Expanded .
g National Samgle gualitx Samgle Quality Sample
Grade Rate N_.%'| " Rate . N* Rate N”
":?" o
1 0.9 11 0.8 - 3 0.8 6
2 0.9 17, 0.9 7 0.9 . 7
3 0.9 . « - 0.9 7 0.9 7
N ? """"""" P S ST é
7 1.0 1.1 5 1.1 5
8 0.9 1.0 5 1.0 5
9’ 1.1 1.1 4 1.1 .5

* Number og/gtates“reporting.

f
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Table 3

/

MEAN GRADE-EQUIVALENT ACHIEVEMENT RATES
IN COMPENSATORY READING PROGRAMS, BY GRADE,
" WEIGHTED BY ELIGIBLE POPULATION

3

1971-72 e -
\ ) ‘ . Expanded '
\ National Sampie Quality Sample Quality Sample:
Grade | Rate N* Rate =~ N Rate N*
1 1.0 16 1.1 }0 1.1 5°
2 1.0 25 1.1 13 1.1 7
3 1.0 25 1.2 . 13 1.2 7
7 1.2 23 1.3 14 1.3 7
8 1.1 23 1.3 14 1.3 7
, "9 , 1.2 17 1:5‘ 10 1.6 5
* ) -
Number of states reporting.
N
| . y
\
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Table 4

 MEAN GRADE~EQUIVALENT ACHIEVEMENT RATES
! IN COMPENSATORY READING PROGRAMS, BY GRADE,

WEIGHTED BY ELIGIBLE POPULATION

»

. 1972-73
s ,  Expanded
National Sample Quality Samgle Quality Sample
Grade Rate gi Rate N" Rate - N_
1 1.0 . 18 1.0 14 1.0 ' 5
T
2 P B 1 1.1 18 1.1 1. 7
3 1.0 28 “1.1 19 1.2 7
]
! I ‘-
7 1.1 28 1.1 19 {.2 e
8 1.1 27 1.2 17 1.3 6
9 1.3 19 1.3 14 1.5 4
- .
Number of -states reporting.
EN
/ |
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results obtained for this analysis using unweighted sta;e mgans. )

Three Eamples of increasing quality are used here. ‘The firgt, National
Sample, includes ‘all states reporting gains by grade level in a given
year. 'The second, Expanded Quality Sample, includes only thopse states
reporting on a random or 50% testing sample. The third, Quality Sampfe,/
is 1im to that port1on of the previous sample that reporjed in all

three vehrs. (A more. detailed discussion will be found in Dend1x B. )

From these figures it- xs—tibar tha* intermediate programs do NOt - ...

achicve lower average g.e. gains than do primary programs. \

In order to determine whether this pattern was produced by a few
extremely high gain programs in the upper graa.<, a check was made of
the 60 instances in which grades 7-9 dould be <orpaced with gains in
grades: 1-3 in the same states during the same years. Tables 5, 6, and
7 display this comparison. It is appzcent -that the phenomenon of inter-
mediate programs achieving g.e. ga}ns equal to or greater than those
found in the primary grades is confirmed within states as well as
across states. Thus it appears that the high galns of programs in the
upper grades arc a consistent -trend rather. than the artifact of a few

unusuzlly successful programs.™

Congress has Lonsxstcntly stress~d the 1mportanue of dtheVIng
month-for-month gains in compcensatory programs. We sceriously question
the general adequacy of this standard cither as a goal or as a measure-

E‘mcnt{of the educational value of compensatory programs. It is particu-
larly questionable in the intermediate and secondary grades wherc demon-

-

strated competence in shills and subject matter, and similar measures

*As an informal check of frequency (and with the understanding tha’ the
‘ procedure was limited by the intricacies of dara aggregation) combina-
tion rates were produced by averaging across grade-groups in the same
60 cases. In 15 cases intermediate Aains cxceeded primary gains, in
4 cases they were equal, and in 11 cases primary gains exceeded inter-
mediate gains. These comparisons are demiled in Tables A-S, A-6i, A-7, -

B-7 of the Appendix.

) Q “ : ~ 8
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Table 5

L _ MEAN RATES OF GAIN IN COMPENSATORY
READING PROGRAMS REPORTET, BY INDIVIDUAL
STATES, BY GRADE

1970-71
J
State Grade Level \
ID No. 1 2 3 - 7 8 1 9
3 1.1 | 0.8 0.9 1.1 \h 8 1.1 ,
. 5 0.7 0.8 | 0.7 1.0 0.9 | 1.0 | -/
6 1 11 | 1.1 ] 1.2 1.0 | 1.2 | 1.4 .
| "
17 -- 1.1 1.0 1.3 | "1.3 1.1 N
25 -- 1.1 1.1 1.3 3 1.1 -
\
26 0.6 0.9 0.8 1.0 .0 1.0
34 0.7 1.1 1.1 1.2
35 0.5 0.8 0.8 --
NG 1.7 1.1 1.4 2.6
44 -- 0.8 0.6 --
45 -- 0.9 0.7 2.3
49 -- 1.0 1.0 1.5
50 1.1 | 1.0 | 1.2 1.7
/
70 ~ |
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Table 6

MEAN RATES OF GAIN-IN COMPENSATORY

READING PROGRAMS, REPORTED BY INDIVIDUAL

STATES, BY GRADE-

60

1971-72
State I Grade Leve}
ID No. 1 2 3 7 8 9
1 - p 12 ‘/1.; 1.3 --
3 0.8 -9 0.9 1.0, | 1.1 1.0
5 1.0 1.1 1.3 ,/ 1.2 1.3 1.7
16-- ° -- 1.0 0.9 /. 1.1 1.1 --
17 -- 1.1.| 1.0 P12 | 1.3 --
21 1.2 | 0.8 | 0.8 / 1.1 | 0.7 --
22 0.8 1.0 | 0.9 /0.8 | 0.7 --
23 1.4 1.2 1.3 : 1.5 | 1.5 | 1.5
26 0.7 | 0.9 | 1.0 ' 1.0 | 1.0 | 1.1
28 - |11 | o1a / 13| 11 ] 1.0
31 0.8 0.9 1.0 / 1.0 1.0 1.1
34 0.8 0.9 0.9 / 0.9 1.0 0.9‘
35 0.8 0.9 0.9 /’ 0.8 1.0 0.8
40 1.1 1.3 1.5 / 1.5 1.6 2.4
41 -- 0.8 0.8 | 1.0 0.9 0.6
=42 1.0 1.4 1.1 // 1.4 1.0 0.8
44 -- i.1 1.0 f 1.2 1.0 1.1
45 1.0 1.4° | N3 1.4 1.5 1.2
49 0.5 1.2 1.§f\\\\\ 1.5 1.4 0.6
50 1.4 1.1 1.0 \\T\\\\lis 1.5 1.8
51 0.4 1.2 1.2 105 1.2 2.0
.
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Table 7

MEAN RATES OF GAIN IN COMPENSATORY
READING PROGRAMS REPORTED BY INDIVIDUAL
STATES, BY GRADE

1972-73
i State Grade Level
| ID No. 1 2 3 7
: -
Lo -- 1.1 1.1 1.4 //1.3 -
3 1.1 0.9 1.0 1.0 4 1.0 1.0
5 1.0 1.1 1.1 ’ 1.1/ 1.3 1.6
10 0.9 | 09 | 0,9 0,9/ 0.8 | 0.6
11 .| 09 | 0. //{.7 0.7 -- -
12 8.8 0.9 | 0.9 1.0 | 0.9 | 08
13 L0 | 12 | 1.5 T sl
6 | -] 0.9 . 1.0 1.2 1.1 -- i
17 - 1.3 1.3 1.2, | 1.5 | -- )
|18 13| 12| 1.2 1.1 | 1.3 | 1.3
22 1.0I 1.2 1.0 1.5 1.8 -~
| 23 153 | 1.3 1.2 1.3 1.3 1.5
26 0.6 1.1 1.3 . 1.3 117 1.3
S8 0.7 1.1 1.1 Y12 1.1 1.1
‘ [ [35 ] 05 10 | 1.2 o 0 b |
PR IR B 0.5 1.1 1.2 1.1 1.2
0 o0 1.4 1.5 1.7 2.0, | 1.9
41 - | 0.8 |' 1.0 0.8 1.0 | o.5
42 0.9 410 | 0.9 0.9 | 0.9 0.8
an -1 1.0 | 0.7 1.0 | 0.8 | 1.2
45 12 13 | o1 1.3 | 1.7 | 1.
C46 1.8 | 1.1 1.2 1.0 | 07 | -- '
.47 : -- 0.9 1.0 1.0 1.1 --
49 I[ Lo 1 L6 | LI, 1.1 1.0 - .
50 | L | L 1.5 1.5 1.4 1.7 N
51 ] 0.8 | 1.1l 1.1 1.7 1.1 1.6
<
/\:@9 I o1




of total outcome, would be far more to the point. Nevertheless, it is
the case that gains at this rate are required if disadvantaged students
- are to attain and remain on an achievement path parallel to the national
norm. Table 8 shows the number of states reporting at least month-per-
month gains in compensatory reading programs by grade for each of three
years. It is evident that programs in the intermediate grades meet or
exceed this ‘Congressional standard, even in states which cannot report

average month-per-month gains in their overall Title I efforts.

Moving Students Toward the Norm

There are any number of ways to define program success. It is
argued, for instance, that intermediate grade programs could not be
said to be "as successful" as primary grade programs unless they were
able to move students an equal proportion of the way toward national

" norms. Another way of stating this is to say that programs at different
grade levels need to achieve equal percentile shifts in student place-

ment.

It is true that the useful meaning of any differences in g.e.

.
=, """1‘"‘%[1‘\;

gains cannot be established without relating them to changes in the

,
Y

distribution of students along percentile scores. Figure 1 may help
in visualizing this concept. (Also see Fennessey 73.) The '"'normal"
student achieves a month's improvement in standardized reading scores
cach montk of his school life. Thus when the student enters the 2nd
grade, she/he will rcad at 2.0, at 4.0 upon ent.ring the 4th.gradé,
and so on. This student falls at the midpoint or 50th percentile of
the Jdistribution of all students (in the figure line A). A student.at
the 25th percentile follows a different achievement path. Typically
she/he will read at the 1.7 level upon entecing 2nd grade, 3.2 in the
4th grade, 4.7 in the 6th grade, and so on. Thus her/his achievement
describes a line that rises more slowly, diverging more and more from
tﬁc "nomm'' (line B). The étandard definition of ''disadvantaged" is a
pupil who achieves at a rate of 0.7 of the norm, or about the 18th per-
centile (line C). Thus the gap between the disadvantaged student and

th . percen ‘e studeit will have two characteristics over time:
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Table 8

{
STATES REPORTING MONTH-FOR-MONTH RATES OF READING
ACHIEVEMENT OR HIGHER, BY YEAR
(Number of States) ' \

1971--States 1972--States 1973--States ’
Grade | Gaining*/Reporting? Gairing*/Reportingﬂ: Gaining*/Regortingf ;
1 7/11 8/16 9/18 5
2 9/17 17/25 17/27
3 13/22 . 15/25 22/28
4 15/20 19/26 19/27
5 13/21 19/24 21/27
- 6 11/19 20/24 20/27
7 13/16 19/23 - 22/28
8 8/14 20/23 21/27
9 11/12 ¥ 11/17 14/19
10 6/8 11/14 16/19
11 7/8 10/14 14/17
12 6/6 8/13 11/15

¥
States gaining = number of states reporting month-for-month gains
or better,

States reporting = number of states\repofting gain scores in
that grade.

- . 63




12

| | | ] | ! | | | | I A
i
10 ] 7 10 7
50th PERCENTILE / 8
NATIONAL NORM
s s
<
x
ot (V]
/ o — _
w
r 4
9
g 6
<
i
P. e
r4
P4 :
w ' -
/ 18th PERCENTILE
) — DISADVANTAGED
y
2 / —
0 | ] | |1 | I 1 | | |
0 2 a4 6 8 10 12

TESTED READING LEVEL

FIGURE 1 EXPECTED READINC ACHIEVEMENT PATTERNS
WITHOUT COMPENSATORY PROGRAMS

rd




-~

® The g.e. difference will increase steadily, being

greateX in the 8th grade than in the 2nd 2rade.

® ‘The percentile difference will remain constant, that
is, it will be the same in the 8th grade as it was in

the 2nd grade.

»

From this perspective, the objective of compensatory programs is
to move students from one pefcentile group to a higher one, thus reduc-
ing both the absolute and the relative differences among students.
Thus, g.e. changes must be almost twice as great at grade 8 as ac
grade 2, for example, in order to move a student in each grade the
same distance toward the norm. A preliminafy check of Tables 2 through
4 suggest that while g.e. gains may be somewhat greater in intermediate
programs than in primary programs, they are certainly not twice as great.
However, s;nce the issue under discussion now is not total gaiﬁ but
rather program effeét, Tables 2 through 4 do not tell the whole story. |

It is overstatement to attribute total -~ e. or percentile change
to the Eﬁfects of aﬁy special program; st' .ents would clearly have
made some gain during a year of regular schooling without any special
program. The crux of the.question is how much a special program adds
to this expected gain. This must be calculated by subtracting expected
g.e: gain from total g.e. gain at each .grade level. If the remaining
gain "attributable program effects' is approximately twice as large. in
the intermediate grades as in the primary grades, this suggests that

programs have approximately equal effects at both levels.

To test this hypothesis, four separate samples of increasing
quality were created from the original data base. The "National Pre-
test" iﬁwple includes all states which reported a pretest score, re-
gardless\pf data quality. The "Twelve State" sample includes only
states which reported pretescs inat least two study years, regardless
of data quality. The "Pretest Quality" sample uses only states re-
porting in al. tﬁﬁpe years, and reporting pretests in at least two years,
and using a random or 50% testing sample. The "Expanded Pretest

Quality" sample includes in any year only those states reporting

6T g
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pretests and meeting sample quality requirements. The difference be-
tween total gain and expected gain may be attributed to program effect.
These program gains are shown in Tubles 9 through 1{,_and!in Appendix

Tables A-9 through A-11. &/

According to'this measure, the g.e. effects of ‘campensatory edu-
cation are different among grades. They tend to increase over grades,
and are about twice as great at the intermediate level (grades 7 through
9) as they are at the primary level (grades 1 through 3). This is what
would be expected if the programs were about equally effective. As the
quality of the data increases, this comparison becomes more pronouncéd.
These figures suggest that present programs are producing the g.e.
gains required to move participating students in both grade groups

approximately equal distances toward the national norms.

Tables 9 through 11 are also useful for pointing out several
speciél aspects of present Title I opergtions. For example, calcula-
tions of expected gain must be extremely tenuous 'in grade 1. It is a
common bractice in some schools to "treat" all first grade pupils

rather than only the disadvantaged population. This results in the

peculiar phenomenon of having first grade compensatory .education proj-

ects in which the mean and median pretest is above the national norm.
For-example, the mean pretest scores for 1st grades are high in the
following states: Maine 1972, 1.2; Massachusetts 1972, 1.4; Missouri
1973, 1.1; North Dakota 1971, 1.5; Rhode Island 1972, 1.4.

Thus grade-equivalent gains in the early grades should be treated
with great caution since reported gains may often be considerably in-
flated by this factor. It is impossible to separate the progress of
students who have genuine academic disadvantages from those who do not.
To be consistent, wewcalculated all expected program gains in the same
manner. This resulted in the phenomenon of first grade students start-
ing abcve the national norm and actually losing considerable ground
during Title I programs, ending up the year noticeably behind national
norms. This situation is less likely to occur at each higher grade

since for practical reason. (the shortage of available funds) projects
become more and more careful to select students with genuine and proven

academic problems, _
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Table 9

WEIGHTED MEAN GRADE-EQUIVALENT GAINS IN READING SCORES
ASCRIBED TO COMPENSATORY EDUCATION PROGRAM EFFECTS BY SUBSAMPLE

1970-71
National Pretest | 12-State Sample
-| Expected Gain Expected Gain
. Yearly | Actual | Ascribed to Yearly | Actual | Ascribed to
Grade | Gain | Gain | Program* |N'| Gain | Gain | Progran* | nt
1 195 186 -.85 6 , .96 082 -014 5
2 77 1.01 24 L% .73 .91 .18 '8
3. .71 1% 34 1 .70 .91 .21 9
7 .65 1.05 .39 10 .65 .99 .34 -7
8 <68 .84 .16 8 .69 .93 .24 6
9 .65 1.11 .46 8 .65 1.06 .41 6
Quality Pretest Expanded Quality Pretgst
Expected Gain Expected| Gain * |
Yearly | Actual| Ascribed to Yearly | Actual ] Ascribed to
Grade | Gain Gain Program | N¥ || Gain Gain Program N
v‘ \
\
1 .98 .72 -.)@ 2 .98 .77 .21 2~
2 74 .84 .10 3 74 91 | 17 3
3 .68 W77 .09 3 .68 .90 .22 3
7 75 | 1.05 30 | o2 .75 | 1.2s 0 | 2
8 .76 .98 .22 2 .76 1.29 X "2
9 .71 1,05 .34 2 .71 1.25 54 2

NWéighted by number of Title I eligible students in each state used,
* ' i
Number of states,

+

Number of programs,
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Table 10

WEIGHTED MEAN GRADE-EQUIVALENT GAINS IN READING SCORES
ASCRIBED TO COMPENSATORY EDUCATION PROGRAM EFFECTS BY SUBSAMPLE

1971-72
National Pretest 12-State Sample
Expected Gain . Expected |- ! -Gain .
Yearly | Actual | Ascribed Jfo "Yearly | Actual | Ascribed to
Grade Gain Gain Program nt Gain Gain Program | N*
1 .99 .90 -.09 9o .98 92 -.07 7
- 2 .72 1.03 .31 IS - 73 1.01 .28 11
3 © .70 1.08 .38 15 .71 1.09 .38 11
7 .65 1,13 49 13 +65 L.11 .46 11
8 .63 1.10 . 47 13 .63 1.12 .49 11
9 .64 1.26 .62 9 +66 1.31 .65 7
Quality Pretest Expanded Quality Pretest
Expected Gain Expected Gain
Yearly | Actual | Ascribed to Yearly | Actual | Ascribed to
Grade| Gajp Gain Program N¥]l Gain [\ Gain Program Nt
1 1001 ‘95 -‘06 3 l 1.01 ‘98 .003 6
2 .71 1.08 .37 4 «73 1.06 .33 8
3 69 4 1.25 .56 4 .70 1.19 .49 8
7 .64 1.20 «56 4 +64 1.20 +56 8
8 .63 1.27 .64 4 64 " 1.21 .57 8
9 .64 1.62 " .98 3 .65 1.59 .94 5
9
‘Weightéd by number of Title I eligible students in each state used.
+
Number of states.
Number of programs.
s -
_ "9
, 68 '
/ \




Table 11

' t
WEIGHTED MEAN GRADE-EQUIVALENT GAINS IN READING SCORES
ASCRIBED TO COMPENSATORY EDUCATION PROGRAM EFFECTS BY SUBSAMPLE

1972-73 ‘
National Pretest L;:State‘Sample
Expected . Gain Expected Gain .
Yearly |Actual | Ascribed to |- Yearly | Actual | Ascribed to
Grade Gain Gain Proggam* nt Gain Gain Program Nt
1 .90 .98 * .08 8 .95 .93 -.02 7
2 .73 1.04 .32 13 .73 1.10 .37 10
3 .68 1.05 .37 : 13 .68 1.10 42 10
7 .64 1.11. A8 13 .63 1.16 .53 ] 10
8 .64 1.19 .55 12 .64 1.29 .65 9
9 .61 1.32 .71 8 .61 1.37 .76 6
Quality Pretest Expanded Quality-Pretest
Expected Gain Expected Gain
.| Yearly |[Actual | Ascribed to Yearly | Actual | Ascribed to
Grade Gain Gain Program n¥ Gain Gain Program ¥
1 1.02 .92 . =.10 3|l .95 .98 .03 )
2 .74 1.11° .37 4 .73 1.10 372 8
3 69 | 1.14 45 4| .68 1.13 .45 8
7 .64 1.20 .56 4 .64 1.16 .52 8
8 .63 1.29 .66 4 .63 1.29 .66 7
9 .63 1.56 .93 3 .64 1.50 .86 6

*
Weighted by number of

+

Number of states.

Number of programs.

69

Title I eligible students in each state used,




Additional Remarks

- .

There is other vital 1nformat10n about the effectiveness of com-
_pensatory programs that our prcsent evaluation Lannot tell us. Our
present data tell us nothing, for example, about how well students are
learning to use the increasing}y‘SOphistiCated and powerful cognitive
abilities which they acquire as they grow up. It doeg not tell us how
well adolescent students can solve tosks of logic and,generali:ation,
or how creatively they can recombine the bits of knowledge they have
at their diSposgl. We do}not know whether they are interested in or
satisfied by their own .learning experiences, or whether they are learn-
ing the personél and social skills that can ultimately allow‘;hem to

assume better jobs and better lives than they would otherwise. All we

~really know is that they have acquired five or tw nty'or two hundred

| new vocabulary words each year, and th1s is minimal information indeed.

4

What we wourd really like to know is whefther any programs rebult
! | in a changeé in anUISItIOn rate that is more than temporary, and whether
. . such changes are more lasting when made at erta1n age levels. Until
such time as a careful longitudihal stuhy is done we will:have n% \
- answer to this central issue in compensatory educat1on Particularly
as we turn our attention toward the needs of 1ntermedlate and secondary
students, we must face the task of‘developlng more illuminating and
pertinent evaluat{ve'measures. What emerges from this study, however,
' {s that on the measures currently in use, compensatory programs for
adolescents are as cffective as the progrﬁms we have for yOu\ger

" students, and possibly more so. \

Finally, 'some comment must be made on the standard discounts
which are made of program suc¢ce.s at the intermediate.and secondary

levels,

It is frequently argued that month-for-month gain is casier to
attain at the 6th grade level than at the 3rd, precisely becausc the
skills achievement gdp is. so large that it leaves much room for im-
provement. This is a little like saying that it is a great deal casier
for somecone who is three yea{s behind to learn than it is for somcone

. 5 §
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who is only one year behind. Statistical analyses of gains at differ-

ent levels abound. We HE e found no persuasive logic that "months of
gain' by older students at;\Qoss important or significant than an

equal number of months of gﬂih\by younger students. 7

Nor—tan we disparage program gains at the secondary level as
merely accumulated effects of earlier prégram ekposure. Again, the
question cahndt be answered definitively until longitudinal studies
are done. [nuredsxngly the evidence, however, regarding over- the}
summer losses and the noncumulation of gains in such states as Cali-
fornia, suggest strongly that gains in any given year at any grade
level represery tﬁe learning,done in that time period only, and do

not reflect ﬁ;evious exposure.

Other dita show wigh equal clarity that therc are large n rs of

adolesients who vitally need special assistance if t are to achieve

basic skill levels and to function effectively a adults. Tbe'present
concentration of compensatory, funds on the earlyrgraggs is neithér ‘ 'x
eliminating nor meeting these necds('fﬁarly udolesceﬁ}s both need and
can profit from compensatory programe' this should be a strong mandat

to the. odugdtlonal Lommunlt\.

lhe more we are able to draw back from the organismic paradigm,
the more this makes sense. Compensatory programs must deal with diffe\—
ent subject matter and different skills at each grade; the learning‘oﬁx\
‘an grade skills cannot be subStitutcd‘for the leurqing of 7th grade
subjects, and the student R}ll be successful jn each instance in pro-,
portion to the potontia%s and motivation she/hg;prings to the class-

room, and to the quality of the attention she/he receives.
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o -V THE SCHOOL CONTEXT OF COMPENSATORY EDUCATION -

3 ]
- If we are to understand the full impact and petential of compen-

satory programs for adolescents, we must examine the inbtituiiona; and
i
social contexts in which such p—agrams operate.

w
The Difference in Schools

The orggnization of elementary schools facilitates| the inﬁroduction_
of compensatory programs in basic skills. Instruction in basic reading
and arithmetic is the acknowledged center of the currici.lum, a practice
that has significani side effects. First, the centrality of reading in
the curriculum is reflected in the centrality of re.lding teachers in
the schéol's social and organizational structure. Second; it is not
necessary to create ''special time" for basic skills instruction by tak-
ing time away from other,suyjects. ’

Beyond this, ali prima;y-grades students--though they may vary
greatly in relative skill aEcomplishments--differ little in terms of
tle. absolute level of their skills. Thus the same set of instructionat
materials can ba used with few problems for much of the’fange_of student
abilitfbs_in any-single class. Finally, and most important, elemenfary

‘SChCOI teachers have themselves been trained in how to teach basic skills.
Their professional preparation has dealt snc.ifically with appropriate
techniques, and has stressed ways to cope with disparate student abili-

. 1
ties.

.+ogether, these characteristics make it simpler to 1mp1ement at
least the basic dcs1gns of compensatory programs in elementary schools
than in junior h?gn schools. Schedules and curricula do not need to be*
al.ered substantially, since the special programs merely accentuate
their cxisting forms. Similarly, it is not always hecessary to bring

"“$putsidess''--reading consultants or specialists~--into the school's
73 83
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social network’. Instead, the programs simply enrich the existing pro-
fessional investments of the staff. In-service training time can be
used principally for a&quhlntxng teachers with new materi ls, hhth at

present are ab.ndant.

The situation is far more complicated in intermediate and second-
ary schools. * There, the curricula are built up from courses with spe?
cial content, such as U.S. history, biology, geometry, and so on. This
in turn means that the administrative and social structure of the pro-
éessiohals center around departments and department chairmen. Siﬁfc
basic skills courses such as reading are not included in the usual
curriculum, no particular member of the staff has a %ested interést in
promoting them. One reason for this is that the professional training
of secondary teachers has been confined almost exclusively to the de-
velopment of the knowledge of the chosen content area. By comparison
with e¢lementary teachers, intermediate and secondary feachers receive

fewer pedagogy courses—and are under much’'less pressure to acquire the

“techniques of teaching @asic skills. Finally, by the time students

have reached the junjor high grades, there is a much broader absoiute

rapge in their basic skitls.

Secandary ;chools mustﬁtake a different approach if they are:to
prowide needed help for students witb basic skill deficiencies. Now,
specialists must be imported, who have interests different frbmv(and
often conflicting W1th) those of the r051dent school staff. \Fh1s con-
trast has a tendenay to generate staff resmetance to the Lompénsatory
programs. Teachers may be 1rr1tated when expensive and potentially
gfumprous special programs circumvent the established structure.\ Added
to this is the difficulty of rearranging the existing curriculum so as
to provide time for special classes. Bits of time may have to be .
chipped away from certain classes, or selected slow students may have
to be excused for short pcriods from their regular schedutes. The

Ay

potential for territorial disputes is high.

Even if‘dpecialists and time can be found, and the necessary in-

structional materials are available, there is still an obstucle to
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making basic skills instruction produce gains in content courses. Un-
less materials are found that can be used to raise skill levels in the
Lonteht courses, slower students are likely to remain at a substantial
disadvantage in coping with the subjects that comprise the core of a
secon tary school curijculum. In such 51tuat10ns, "the beneflts of com-
pensatory courses may be extremely difficult for either the students or

A

the faculty to perceilve,

- g e e -

Successful Prograﬁs S |

S "

\ In the fare - t jthese problems, it is impressive that any compensa-
tory programs for adolescents are ever successful, Nevertheless, a y

number of highly successful programs are now in »per.tion, appearing to
provide effective hblp to dlsadvantaged older students. We have -at-
tempted to examlzzla few such programs to determine whether they share

any common programmatic characteristics that might explain their suc-

?\\ cess. Our partluuﬂar interest here was in programs that have demon-
< 4 strated success for more than‘g.51ngle year, L pec1ally those that have
"‘3\ survived changes in personnel.

N
-

Ih\the face of California's reputation forwconcentr;fion on pre-
school und primary programs, it is at first surprising to find a number
of highly effective and enduring programs for d;sadvantaged older stu-
dents in that‘\state. Ne&ertheless, in 1973, Caiifornia identified 15
projects, opgrating within 24 different junior high grade groups, which
dcmonstrated ”exemplary gains'" ranging between 1.5 and 3.8 month-per-

" month grade equlvalents. Many of these projects are part of a spec1al
program entltled AB 938 designed by the State legislature to develop
- highly cost-effective models of basic skills education for junior high

!
students, N

Most of the California programs have now been\replicated in at
least one «qther schoel, and appear to have survived the trials of inter-
district disséﬁination. Findings available to date indicate that grade-
equivalent gains are as high in the replication schools as in the ori-

- ginal projects, and in some cases higher. The average cost of these
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deﬁonstration projects is $285 per pupil for reading and 5245 per pupil
for 'math. These costs compare very fa;orably_with the costs of elemen-
tary project%, and the average is welﬁ under the minimum per pupil Title
I'expenditure level of $325 to $340 pdr puéil mandated by State 1¢ .

On the average these projects 1ncreased the prior yearly skills gain

of their students Qy over 100%. These’ flgurcs indicate that effective \
intermediate remedial programs are weli within the financial means \

ava11ablc to many state and local e eduuatlon agenC1es

. Similar projects can be .ound thrOUghout the nation, although we
know of no other state 1eg1elat1on aimed’ speu1f1cally at theit develop-
ment or d;ssem1nat1on pTOJeLtS such as the Phoenix (Arizona) Union
High SLhool Reading Program, the Systems I Program in Lincaln, Nebraska,
'the Blue Mountain High School I1t1c I Pro;ect in Vermon:{’and the
Pontiac (Michigan) Alternative lduuat1on Project, along “1th isolatrd '

.pTOJeLtS within Right-to-Read, also appear to be prOV1d1ng effeutxve, '

stable services.

P

A Jdetailed study of successful programs is yet to be made; however,
preliminary observation suggests that they have sevéral important char-

acteristics in common: . /
/
I

(1) Successful programs tend to plaue hanﬁ\emphusls on
the speu1f1c dlagn051s of basic skill problems for .

cach xnd1V1dudl student. Because of | tho general nature

of both cognitive skhil}s and d1agnost1u instruments in
the_early grades, d ailed cvaluation of individual ' -
problems is not possible then. 'The practice of using \
detailed diagnosis appears to be successful in capi- ‘ \
talizing on the special cognitive characteristics of

the older student. . e

(2) Some of the programs rely on providing individualized
}nstruation in heterogencous ability groupings, rather

7 than group instruction ‘n finely defined homogeneous / \
groups. ‘This téchnique seems to have two consequences: y

(a) reducing interpersonal competition and decmphasizing

. 2 86
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an individual stuacnt's failure with respect to his
peers, and (b) capitalizing on the ability of older
students to teach und learn from each other when ap-

proval is provided for this type of behavior,

(3) {(reat importance is attached to locating or creating
materials that relate newly acquired reading and math
skills to the content of other courses in the student's
curriculum. Accompanying this is an intensive gffort

to involve regular teaching staff, through in-service .

training to acquaint such profeésionals with the prob-

{ lems involved, and give them a stake in th¢' poutcome.

\

(4} In some instances it has been possible to review and
redirect the who{e'junior high‘ggrr1culum so as to -
create a more central place for basic skills, and to

rlegitimize the lecarning of them for all students, not

TRy

<
- just the slower.

\\ [

We must’ %f?LQ}”TgaTﬂ"Thdt thest obscrvatrions—arcbased ‘on only a cur-
sory cxamination .of Successful programs. A thoughtfully designed,
detailed study is highly recommendcd to determine common characteristics

of successful programs and to Verxf)Lthe-causal relat1onsh1p of such

factors to program ctfectiveness. We can LonCIUQe with ciyfldencc,
however, that although the obstacles to running effective/compensatory
programs in junior and senior high éthools are sfgnifica t, there also

o appear to he workable options av41lthlgL__,,an&~whcn suc programs are
given adequate financial and moral support from étate anJ local

personnel.

.

8
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VI THE SOCIAL CONTEXT OF COMPENSATORY EDUCATION

Compensatory education tends to be treated as a phenomenon wholly
confined to the school system. Although originally conceived as educa-
tion that would "compensate' ‘for the presumabiy inade:jaate environment
of poor children, thus establishing a link between the.school and the
society, it soon became instead a program to "compensate' for the pre-
sumab ly ‘inadequate expenditures of the schools poor children attend.
This chanée obscured “he important relationships b tween these éfggrams
and other social patterns. It is not necessary or useful to‘elabQYate
all of thesc relationships here, but it is important to look at how)the
timing of such programs is related to other sociéi conditions and ™

attitudes.

Female Work Roles

It should not be very surprising that the demand for early child-

‘hood educaticn as a priority should coincide with a great increase of

women's participatior in the work force. The sooner children are placed
in the formal educational system, the more time is made available for
the parent traditionally: charged with their care--the mother--to cngage

in paid work.

Until recently, options for child tare were extremely limited.

Ihe wealthy could hire others to cave for’young children, but middle
and lower income women who had to work in order to provide basic family
incoﬁc'usuully made usc of older siblings or relatives, or sometimes
left the children te fend for themselveé. Social stigma attached to
the mother who worked for her own satisfaction and left her children

in nursery centers. Tro socinl status of the fumily and adult status
of men have depended to a large degree on the ability of the male to
support his wife and childrcn in the home, with no need for their

additional incomes.
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Early childhood education has relie&pd this stigma by providing a
socially acceptable, "purpose' for child care. [f nursery schools can
now improve a child's "¢ qucationul experiences," mental vigor, and life
chanues, what mother would be so selfish as to deny her child such an
opportunity? The longstanding reverence for "eduxdt§Qn" has, in th1s
instance, provided a way to ease a difficult societal traisition in

adult work roles.

Given these L1rcumstaﬂues, it is not surprising that advocates of
early childhood education f1nd a supportive public. It is equally un-
surprising that the findings of those who question the need or efficacy--
or the "scientific" basis--of early childhood education are received
with less than enthusiasm by a public whose ¢conomic and psychblogical

interests are well served by such programs.

"

Even if increasing the emphasis on the compensatory education of

-

adolescent cﬁildren did not reduce the economic resources available to
programs for younger childrgn, it would tend to undermine certain of
__the present social justifications for the latter. This is both unfor-
tunate and,unﬁéuessary If out-of-the-home child care is required in
order fo enable women ‘to move into the work force, we shouid confront
this demand direct1y, In the past, a day carc program that mercly made
it more convenient for dcﬁgnstfdbly?poor women to accept low-paid
employment did not attract‘b;her kinds of women. Now the women's
movement has gained sufficieét confidence to base its demand for child
care on the presumed bcnofits-én the mothers themselves and to the
society in gencral. \\
[ \\

Education Professionals and the Teacher Surplus

In 1964 the nation's birth rate wa slowxng down after the pOstwar

boom but most observers predicted a stdbﬁgludtlon at an average of '

just over two children per couple, and the kﬁhools had adjusted to the
changes in student population. By 1974 the b\gth rate has fallen dra-
matically to somewhat under the .zero growth ratbv This unanticipated

demographic shift has had far-recaching consequence for the public
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school-syétcm, and for the education professions. The declining birth
rate has resulted in empty elementary school classrooms all over the
United States. This ia turn poses am increasingly severe budgetary
problem for most school districts, since funds afe made available from

the state on the basis of enrollment (average daily attendance).

At the center of this crisis is the dilemma posed by relatively
“rinflexible staffing patterns in the schools. Many unions demand that
icertified teachers be granted tenure following their first full year'
"of employment by a school district. Once such tenure is granted, most
teachers become permanent financial responsibilities of the district.
Thus most districts cannot meet the financial pressures of declining
enrollments by reducing the professional staff directly, but instead
must rely on the slow and unreliable practice of stopping all new
hiring and waiting until resignations and.retirements bring the staff

to manageable proportions,

Meanwhile, schodl districts seek alternative uses for both expen-
sive teachers and cxpensive fatilit{cs. Oné obvious move is to broaden
the school's clientele into the preschgol population. Thg preschool
population is preferable to most other options because it}requiresﬂ
practically no re-training of staff. The substantial differences in
the“t:aining of elementary and secondary school Lcaéhefs make it ex-
trcmeixldifﬁigglt to shift surplus teachers into the intermediate or
secondary grades. Another obvious way to use surplus elementary
“teachers is to reduce student/teacher ratios infthe’primary grades or
to introduce special programs financed by state or federal categorical
funds which can SOp up excess pcachef payréll without aiienatiné local

taxpayers. Thus teachers whose jobs 4re threatened form another power-

/

ful and highly vocal conﬁtituency' or nonadolescent compensatory pro-

grams, paradoxically as the'resu}t of declining numbers of young

. . : /
children in our socicety.
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‘the Rescarch Commnunity

The intercsf§ of the research community are also highly invested,
at present, in carly childhood studies. During the early 1960s, re-
search into early childhood intclligence development had been heavily
funded, and was beginning to show some tangible findings at about the
time that compensatory education programs were first suggzstcd at the
federal level. With the passage of Head Start and Title 1, large amounts
of Mmoney became available for both applied and basic research into early
childhood intelligence. Such money came through the federal'governmenti
the large private foundations such as Ford and Carncgie, and, in smaller
amounts, from universities and from state and local educational agencics.
Thus the professional reputations of many researchers are pow tied to a
continued interest, and belief in early childhood as a critixal period.
This sizeable and inf}uehtial constituency can be expected to continue
to press for the support and rccoénition that comes with federgl pro~ ¢

grammatic emphasis.
/
The research community is intrinsically more flexible, however,

than the téuchihg profession, for two reasons. First, the skills of
cducation researchers arc presumed to be applicable to a broad range
of subjects. Second, the research community is in many ways much more
directly responsive to policy initiatives. Providing their work is
funded, they are willing to investigate almost anything.

’ !

Concepts of Equal Educuational Opportunity

"Equal educational opportunity' is defined differently for the pri-
mary and the secondary grades. Fraditionaliy, équal educational oppor-
tunity has becen measured in terms of school inputs--the levels of annual
per pupil expenditures, access to instructional faciliti¢s and materials,

and so on.

One of the central justifications for the passage of ESEA was that
low income students usually attend schools with levels of effective per
pupil expenditures lower than{thc national average. We may argue about
wiether this assertion can be stutistical1§'cstablishcd, but the fact

- E
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remains that the assumption was important in passing the bill. ESEA was
intended to help equalize available financial resources for these‘schéojs

" and these students.

However, another central concern of compensatory education is that
such programs, through an adjustment of iﬁ;uts, will result in more
equalized cducational outputs. Greater success in school for poor chil-
dren is supposed to lead to a mure equal competitive chance in the job
market, and hence to life outcomes more nearly like those of the major-
ity of Americans. This theme leads toward a second definition of equal
educational opportunity, based on some output measures. This is a goal
to which many in.the educational community and in the broader society

aspire, but it has proven very difficult to implement.
4

In the abstract, ?ither definition could be applied to compensatory
cducat%on at any age/lével. Educational inputs could, theoretically,
be equalized at every. level. Many feel that the best way to begin oqudl-:
izing educational outputs is by equalizing achievement rates in the
lower grﬁdes, assuming that this will load_gutématically to-more equal

’ .

achievement in the upper grades.

In practice, however, a dichotomy develops. Input definitions are

applied to primary grades .ad output definitions-«are applied to second-

]

ary grades. Secondary schools have far more complicated cost and input
structurés than do elementary schools, resulting from their commitment
to offer a wide rariety of language science, mathematical, and voca-
tional courses, Such courses use vastly different amounts of labor and- .. .’
capital, and are of differential value to various'types of students.
Thus no one knows quite how to dé%ermine.when and whether ingqts have
in fact been equalized in secondafy schooi. o
gy contrast, .the far simpler and fairly standardized eleLentary
school curriculum varies 1%;&10 either within or across schools. This
makes the approach to equafization relatively simple. Thus, the wei%ht
of our commitment to an input measure of equal cducation opportunity,
plus the difficulty of implementing an output measure without adequate
research tools, have led us away from special expenditures during %He
adolescent years. '
“ 83 .
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Qutput Measures and Job Sclection

Closely related to the nbovo is the point that when attention is
focused on the secondary schools, discrepantices in output (in terms of
either agtainment or of achievement) become much more pronounced and \
; obvious. An increased commitment to compensatory education for adoles-
cents must deal directly with what might happen if certain equalities K

in school outputs were achieved. ~ |

[t has been suggested, fo; example, thdt any substantial narrowing- j
of the differential distribution of academic skills at the high school
level (presumably by raising the disadvantaged) would raise emp1§§§2n;
criteria to ever higher levels. This has typically been the Americaﬁ
pattern recently; jobs that 15 years ago required only a high school/‘
diploma now require a LOllCéC diploma. If the trend continues, the/job
chances of currently disadvantaged youth would not be appreciably 41—
tered by the equalizing of high school achievement . /

b Another suggested conscquence of cqualizing outpufs 1s based/on
"the principle that employers make hiring decisions not onlty--or even
mainly--on the basis of school achievement, but rather rely heavily on '
their judgments about candidates' behavior, attitudes, and dress. That
is, they judgg‘the degree to which-un individual has internalized and

displays the norms of the industrial society.

Parsons (1959), Dreeben (1962), and other sociologists of the
— funut1ona115t perspective assert that the acquisition of these norms is
//closely enmeshed in the process of school achievement. ‘Thus we might

’ // anticipate that a narrowed (and prcsumably raised) dlstr1but1on of

/// “ach ~evement would be matuhcd bv a similar homogenolt) in the wcceptance -
of adu;t norms. While thls would make the task of d13t1ngu1sh1ng ‘be-
tween %pplicants more difficult, the difficulty would p csumably be
balanced by the lowered risk to the employer, since mo%i candidates
could be presumea to bring approximatcly equal sets of both skills and

~attitudes to the‘joh. ’ /-
\ .
‘ . Even 11 more cqualized educational outputs would improve the cco-

nomic¢ and i ~ld1 opportunitics of many students, particularly those
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who are currently in low income and low achievement categories, it would
also incvitably result in restricting thesc. opportunities for the high

income, high ability students who are now at the top of the heap,

Spady has raised an interesting variation, however. He suggests
(1972) that the methods at hand which are most effective 5; homogenizing
students' achievement at relatively high levels (i.e., various forms of
mastery learning) will almost necessarily have the second2ry effect of
altering thefbehavior and valueLnog?s currently supporting school achieve-
ment. He suggests that the norms o?_COOperation and particularism that
are implicit in such mastery approaches.may socialize students toward
less acceptance of the competition upon which much of the industrial and
busingés struciure is baseq. The resulting .disjunction béﬁyeé; education
and the economy is one with potent{ally serious consequentes. This is a

very long-term view, however, and such effects would-probably occur with

ther societal trends toward less competition. .-

It would be firfetched to suggest that social, economic, and aca-
demic minds are in collusion tormainpéin the current system in high
schools, which so clearly differentiates between the winners and the
losers. On the other hand, it is only a statementlgf the obvious that
the social, cconomic, and educational structures aré at present highly N
congruent, and that they tend to be mutually reinforcing. Effective
compensatory education programs for adolescents, with their implied re-
jection of this pattern, could have broad social consequences which
thom5c}vé§-deserve evaluation. B

.. +
i T e . -
b . .. .
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VII CONCLUSICNS AND RECOMMENbAT{ONS o

Disadvantaged adolescents need basic reading anh math_skills,

‘better thinking skills, new ways of learni g content matter,:personal

and social skills, and useful career orientlations. They alsolﬂeed»to
acquire these skills in a coordinated, mutually reinforcing, and non-
stigmatizing way. Until now, our strategy n compensatory education

has done little or nothing to meet these needs and has been p1ecemea1

"in the extreme. We have concentrated principally on infants and primary .

grade children, leaving students over the ag of 12 to fend for them- f
selves, and too often to fail. When an effont is made to help them, it{
is too often sporadic--a few weeks of movies bn careers, assignment to J~
a vocational track, or a brief and fragmented |attempt "to teach reading |-
skills by using methods developed for 7-year o ds--and in general are %
far too simplisti¢ to provide for the Lomplex ognitive and personal
needs of the adolescent. Our present strategy, if 1t can be called

such, has failed to make major inroads on the e ucational problems of

disadvantaged adolescents, and a new plan is urgently required.,

The habit of ignoring the educational needs|of adolescents has
been accentuated by preoccupation with early childhood research and by
our sc-ial stereotypes of adolescents. Very young children have been

seen as eager, Lompliant mallcable; therefore we|have sought to change

‘their basxc 1nte111gence and learning styles to fit a middle class

image. Adolescents are seen as rcbe111ous, unple sant, and unable to

persggal\and cognx--
tive qualities that can assist in solving learning| and adjustment prob-

learn. We have therefore overlooked many of thei

lems. A new look at existing research suggests that for cognitive,

psychological and social reasons, early adolescenc¢ may be an extremely

41 3

o
{
!

87

-




A

-
’ ; ‘\
. . , !

fruitfui time for academlt learning. It is thé time when the' child,

’

approaches full development of his 1ntelleetual capacity, and in addi-
tion becomes capable of making 1ndependent and reasoned decisions on 4
the basis of his own needs and potentials. He can bring to his learning
and his developmental tasks a great potent1al based on his 1ncreased
_cognitive sophistication, his ‘new relat1onsh1p to h1mse1f“apd his en—
vironment, 4nd his growing concern for his own survival in the adult
world. ‘ . : //' ‘\ff\
The—abilities of adolescents and preédolescents are c'éérly dif-
ferent %rom'the abilities of young children; older chil n are suited |
fo‘learhing different things, and to learning "in diff nt ways, These
'potentia{s ~an be put to use in developing sound cgfipensatory education

’

programs.

e

General Strategy .

©

TKe review of -evidence from state PSEA Title I reports, presented
eartier, does not support the assertign that students past the age of
}0 are beyond spme critical point i the development of their intellec-
" tual capac1ty and can no-Ionger be ef;t from compensaéory education.
Neither does this study support phe not1on that programs dur1ng the”
early grades are more effective than programs during 1n&ermed1ate or’
secondary grades. On the contrary, it would appear that present pro-
grams at all grade levels are about’equally effeLtlve on the measure
used. It is also clear that the need for such Lompensatory programs
does not stop. after the 3rd, or S5th or 6th gra@e, but continues through-

out the school career of a disadvantagcd studerit.

The structure of junior and senior high schoors makes organizin
compensatory programs particularly difficult, a situation' aggravated by
the apathy or even hostility of many district and state level off1C1als
toward such efforts. sThus programs must often,operate on "stolen" .
.time, with inappropriate materials and inadequate staff, and under the
constant threat of dissolution. They exist on marginal and tcnuous

budgets and in the shadow of the early childhood mystique. That

~




inFenmediate or secondary programs should have been success ful --even

océasionally--under these circumstances would have been surprising.
That they have as good a record of success as programs in the primary

" grades is amazing.

3 On a national scale, the need for compensatory help for dlsadvan-
taged adolescents has yet to be combined with the personal and program— Y
matic potent1al to provide this attention. Our study\p01nts to the 7
*-\\\\fact that compensatory education is a cont1nu1ng requirement for dis-
advantaged ch11dten, and that continuous or at least recurring part1C1—
pation in Spec1ally designed programs throughout all grades is eSSentlal

L ' if the educat10nal outcomes of this target group are to be improved.

For tH1s reason our1ﬁ1rst and most fundamental recommendation is

that the most effective skrategy at the federal level for achieving the
range of objectives of compensatory education would be a coordinated

se;ies of interventions at successive age levels.

— ° ;o .

At the intermediate and secondary levels, such interventions
should combine attention to specific cognitive skill development and to

,other academic,.personal, and vocational skills.

We recommend that those individuals who are responsible for direct-
ing federal education policy rethink the ﬁresent pattern of expenditures

and’ create a more comprehensive and hence more effective strategy of age-

\ appropriate education. \

To support and guide the development and implémentation of a new

strategy, a new approach to research must also be created.

L
o J

Research ‘ ' /
/

During the past 15 years, federal Sponeorshxi of research has been

focused on issues of early childhood development nd cognition. Outside

the realm of direct government suppoi't, however, m ch has also been dis-

covered about learning and motivation during the adolescent years. From

the present bases of research and program exper1ence, a sharply focused

plan of add1t1onal Tesearch could be designed now that would pay high
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dividends in usable knowledge in a relatively short period of time.

Our second and strong recommendation is that the Education Division de-

vote-a major effort to investigating the issues underlying adolescent -
learning and compensatory education.
t \ w

Studying Successful Programs

The research effort that we feel to be most pertinent is to locate

ﬂaﬁd analyze those projects throughout the United States that have dealt

‘successﬁully with the specific challenges of .the adolescent and pre-

adolescent 'years. * ~

-

When compensatory education programs for young children were in-
stituted on a large scale, we had no backlog of experience with operat-
ing projects from which to learn and the process of developing workable
models has been a painful and expensive one. We are in a far more .
fortunate position no;. There are already many successful, enduring,
and cost-effective programs for adolescents from which we can learn
immediately. ~Locating and studying tggm is 2 task that we feel de-

serves the highest priority. e
N
In Section IV we suggested a few tentative observations regarding

common characteristics of some successful programs. ‘Additional success-
ful programs should be’identified and then a comprehensive analysis of
cause-effect relationships made that would link specific psychological
processes and learning outcomes to program characteristics. Special
attentionfshould be paid to analyzing tecﬁniques for the direct teaching
of thinking skills, cognitive strategies and problem solving techniques,
and methods for the wide adoption of these techniques in compensatory

programs.

Goals and Measures

There is growing recognition that we have backed ourselves into a
I
. . . . /
corner by our singleminded reliance on the standardized test as a mea-
sure of prograﬁ and project evaluation. The inadequacy of standardized

tests and the inadvisability of our dependence upon them is especially
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pronounced when dealing with compensatory projects in the intermediate

and secondary grades.

The central pfoblem is that we have not defined what long-term
goals mean operationally, nor have we developed any broadly valid
measurements against which the progress of students and schools toward

such goals can be evaluated.

—

* first step would be the definition of a range of mid-range goals
that are both relevant to long-term goals and suitable to specific age
levels. The definition of such mid-range goals, both in process and
product, is well within the reach of our present research knowledge of

teaching and learning, if they receive the political priority needed
¥ o : 7

for developmenf; </
* 'Many states have taken steps to define mid-range objectives in the
specific area of determin;ng minimum competences and content knowledge
expected of high school graduates. Sometimes these efforts have met
§§ with enthusiastic public support; equally often the issues which are
thus raised about the accountability of teachers and schools have
aroused fierce opposition. Nevertheless, these efforts show that it is
possible to think in detail about the academic, personal, and vocational

skills that are the foundation for productive participation in adult

life,

When relevant objectives have been clarified, we will be in a
position to apply our sizable existing research tecﬁnology to the
prompt development of more varied and more sensible evaluation tools.
TZchniques such as criterion-referenced tests and fine-tuned classroom
ogservations are available now, and in use in .selected projects; others

#re easily within present technology if incentives are provided for
|

their development.
|
; The development of better measurement tools could in turn, provide

;the kind of 9ata useful in making practical decisions about cost
-;effectiVenessT or about the suitability of a specific project to a
|

!

comprehensive compensatory strategy.

I’ N 91 99
| ‘

|
f
!

s




/

The effort required to reconsider goals and measures must-be under-
taken jointly by policymakers and by the research community. For the
Education Division this would require estab11sh1ng a work1ng partnership
between USOE, ASE, Jnd NIE focused on these topics.

)

Cbst Effectiveness

This study has been able to address issues of cost effectiveness
only tangentially. Cost information from projectsﬂin California indi-~
cate that the average cost of the highly successful junior high school
programs 'is well within the range of averagé expenditures for compen-
satory projects at other grade levels. A care%ul cost-effectiveness

study is needed to sharpen such observations for policymaking.

Such a study would examine a number of issues. For example, we
would like to know more about the total cost of effective compensatory
education at various grade levels. Variations in the structure, sched-
uling, and purpose of elementary, junior high, and senior high schools
are certain to result in different cost structures for compensatory
programs at these levels. Much more needs to be kndwn, however, about
these cost structures, and how they affect program implementation. A
single standard of cost effectiveness is unlikely to be appropriate to
the variety of structureé\and objectives needed for a comprehensive
strategy for compensatory education that extends over all age levels.
The development of sound measures and estimates of cost effectiveness
would enable administrators at the federal, state, and local levels to

choose the most effective tactics.

Longitudinal Studies

Policy apalysis suffers from the lack of longitudinal studies that’
céuld shed light on the long-term consequences of compensatory inter-
ventions at various age levels. Some studies have béen done on the
retention of reading gains from early cﬁildhood programs, but most //
repdrt that reading gains were not retained after leaving the special

programs. Our preliminary investigations suggest that this .phenomenon
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also occurs when participation is stopped'after-thE"primary—grades, but
no studies have yet detailed the process. Most existing studies have
been forced to rely on cross-sectional data ratherithan on the sch061
and test records of specific students over time. Nor do we know of any
thorough studies of the long-term effects of compensatory interventions

during early adolescence and the secondary grades.

A retrospective stﬁdy of program effects over time would now seem
especially useful in"the formation of a new federal strategy. If it is
undertaken, we would stress the importance of examining a broad range
of consequences--including the retention of specific’subject matter,
attitudes toward education and society, and the application of academic
knowledge and life skills, Such a study should have two goals: to
discover the range of consequences of interventions at various ages,

and to relate these to a well defined set of policy objectives.

The need for longitudinal studies must not delay the developmént
of a newJStrategy for compensatbry education for three, fiv;, or eight
years while researchers compile volumes about a special experimental
group. Sufficient records now exist at the state, distffzz; and local
level to allow us to determine the general outlines of what we need to
know. Given the urgency of the present situation, an analysis that
- needed a brand new data base would inévitably come 'too late and do too
little, However, a vatrospéctive study that used existing records _
would be of considerable assiétance in the policy tasks at hand, and
would provide a necessary complement to the other research tasks out-

lined above.

Immediate Steps "

Policy changes need not be postponed until research is completed:
this delay would be reasonable only if children stopped failing in the

meantime. Our third recommendation is that the Education Division be-

gin to take steps to ease the transition into a more balanced strategy
and to provide some- immediate compensatory assistamce to adolescents.

The following four areas deserve prompt attention.
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Bias Con

The organismic paradigm has distorted our thinking for a decade
and has led to thé neglect of adolescence accompanied by implicit and
" eXp11c1t federal’ b1as. This bias seeps into regulations and guidelines,
and into ‘the conversations of officials. It is reflected in the atti-
tudes and actions of officials at the state and local levels. We there-
fore recommend that the Education Division act to remove favoritism
toward programs in the primary grades, and undertake a thorough search
for and study of any instance éf official bias according to student's
. age 1n regulations, gu1de11neglﬂgnd pub11cat1ons for those programs
des:gnated to be for Elementary and Secondary students, partlcularly
in ESEA Title I.

Dissemination

Program administrators at the state and local levels are often un-
aware of the many fine projects now in operation. We recommend that a
two-step program be undertaken to publicize successfiil projects for

adolescents and to '"package" such projects for broad dissemination.

The Education 6ivision has shown admirable caution in certifying“
projétt§’5§‘"exemplary," and the procedures developed for controlling
this approval are commendable. Since only one or two projects at the
intermediate or secondary level have yet been singled out for packaging,
it will be some time béfqre a range of "exemplary" programs is ready
for dissemination. However, much can be\done to bring projects of high
potentiai to the attention of those who .design Title I programs and
those who allocate Title I funds without invoking the "exemplary"
stamp. Such publicatioﬁs as Amefican Education and other broad-based

information vehicles of the‘Educatioh Division are well suited for

such an effort.

e

Demonstration Projects

The most influential tool at the disposal of the federal govern-

_ment is the demonstration grant, It is particularly well suited to

94 .
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_ materials, and teachers must learn how to use them.

developing models that require special effort to integrate a new idea

into many aspects of the school, as in the case of models for adoles-

‘cent compensatory educatioh where remedial work in basic skills is
.integrated into content areas. A demonstration project is also a way

_of fostering innovative experiments by providing.added incentives to

the entire school or district for their cooperation and éupport. Thus
it would seem an obvious and potent tool for dealing with the present
need to nurture good adolescent programs, and to encourage state and
local officials to take what may appear to them to be substantial risks

in supporting compensatory efforts for the adolescent years.

We feel that on the basi; of what is already known,.a small but
highlxipublicized demonstration-grant program for compensatory education
at the junior and senior high levels would be worthwh11e particularly
if it is preceded by an effort to 1nform off1C1als of the potentials

.and need for such'programs. We recommend that the Education Division

undertake the sponsorship. of such a demonstration grant program at the

" varliest opportunity. .

Supportive Operations

In general, projects of compensatory education for adolescents
face sizable problems in finding the materials and staff required to
do the job well. If emphasizing the potential and need for adolescent
compensatory assistance is to be fruitful, steps must be taken to en-’
sure the adequate supply of staff and‘materials. Productive, innova-
tive teaching materials must be developed making special use of the
cognitive, personal, and social characteristics of adolescents, local

program designers‘must be made aware of and easily able to obtain such

-~

~

Special attention should be given to the training of teachers in

the specific skills ‘and orientations of doing remedial work with

. adolescents. Techniques developed for infants and young children are

not usually applicable to working with youth. Special provisions also

need to be made for the in-service retraining of secondary teachers in
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a variety of content areas so that greater coordination can occur be-
tween students' new and changing basic sk1lls and the rest of their

school experience.

; - The climate created by the att1tudes and interest of a school's
eritire professional staff is cruC1A1 to the success or failure of spe-
cial projects. A new effort in compensatory education for, adolescents
¢an be given a great boost toward success if the full USOE experience
can be turned to easing administrative barriers to implementation, and

H

to creating a supportive climate for new projects.

/ .
If junior and semior high schools are to be vital educational

institutions, they must change, and they must do so now. ~ An excellent
place to begin that change is in our treatment of and regard for the

-

potentials of disadvantaged youth.

=
=
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SUPPORTING DATA

These tables back up tables in the main text that have the same numbers.
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Table A=2

— '
UNWE IGHTED" MEAN GRADE-EQUIVALEN& ACHIEVEMENT RATES )
IN COMPENSATORY READING PROGRAMS, BY GRADE \
' 1970-71 .
t
Expanded
National Sample Quality Sample Quality Sample
Grade Level ™| Rate ber Rate Number Rate Number
B 1 1.0 11 ~1.0 6 1.0 6
2 0.9 17 1.0 7 1.0 7
3 1.0 22- 1.0 -7 1.0 7
7 = 1.3 16 1.4 5 1.4 )
8 1.3 14 1.4 5 1.4 5
9 1.4 12 1.5 4 1.5 5 7
|
’ \
Table A-3

UNWE IGHTED MEAN GRADE-EQUIVALENT ACHIEVEMENT RATES
IN COMPENSATORY READING PROGRAMS, %GRADE

1971-72
’ . Expanded '
‘ |__National Sample Quaiity Sample Quality Sample
Gralgég;g,evel Rate Number Rate Number Rate Number |-
- & 1 0.9 16 1.0 10 1.1 5
2 1.1 25 1.1 13 1.1 7
3 1.1 25 1.1 13 1.2 7
------- - - - - p _: - - - - - - - - 4 - - - - o : - - - E &% e = e
7 ¢ 1.2 23 1.3 14 1.3 7
8 1.1’/" 23 ‘ 1‘2 7'14 1.3 7 2
9 1.2 17 1.4 10 1.7 5

16
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Table A«4

UNWEIGHTED MEAN GRADE-EQUIVALENT ACHIEVEMENT RATES
IN COMPENSATORY READING PROGRAMS, BY GRADE

. 1972-73
\ ¢
. . ‘< .
— Expanded -
: National Sample | Quality Sample Quality Sample
jGrade Level Rate Number Rate Ntmb'?.r- Rate Numbett
1 1.0 | - 18 9 14 1.0 5
2 1.1 27 1.1 18 1.%7° 7
3 1.1 \ 28 | 1.1 19 1.2 7
L IC T TP B R B I TR T Y
7 1.2 28 12 || 19 1.4 7
8 1.2 27 | 1.2 17 1.4
9 1,2 19 7 1,2 \-14 1.6 4
X / ~N
I \\ :
5'
/ oL
\
\‘ |
\ o]
\ \ = \ ' i
\ f
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Table A-5

"MEAN RATES OF GAIN IN COMPENSATORY

* READING PROGRAMS REPORTED BY INDIVIDUAL
STATES, COMBINED BY GRADE-GROUR'. ) -

1970-71 . - T e
Grade Group ) Comparison :
State No. 1-3 7-9 of Rat?s
3 - 93 1.33 A
5 .73 .97 + &
16 ST 1.2 S .
17 i 1.05 | - 1.23 \“+\
’ 25 T 9 o -
26 L ¥ L0 + ‘
' 34 SR T 2 IR Y -
35° CT vo.85, +
40 1.4 2.67 o
44 .7 *.75 +/
45 8 3.2 +
- 49 : 1.0 1.2 . +
5?0 ' D | 1.27 +
‘ # + » 10
! # - 2
#= 1,
\ Total 13
N \ \
. : : N
+Combined gain rates of grades 7-9 higher than that reported \*"
grades 1-3. . ‘
-Combined gain rates of grades.7—9 lower than that reportéd in
grades 1-3. _
=Combined gainvratés of grades 7-9 equal to that reported for
grades 1-3, n .
/
1Cs
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Table A-6

i

MEAN RATES OF GAIN IN COMPENSATORY
READING PROGRAMS REPORTED BY INDIVIDUAL

STATES, COMBINED BY GRADE-GROUP e
+ 197172
Grade Group . Comparison
State No, - 1-3 . 7-9 of Rates
1 k ‘ 1.15 1.3 +
o 13 Co.87 1.03 + [
L 1.13 . 1.4 . +
K 6 .95 195 B +
' 17 1.05 1.25 +
" 21 - : .93 .9 ' - ‘
/ 122 1.9 .75 -
/ i 2" 1.3 1.5 +.
| - 26 .87 1.03 +
28 ’ 1.1 1.13 +
3L .. .9 1.03 o+
34 .87 .93 —_—
35 \ .87 .87 =
40 1.3 < 1.83, +
41 .8 .83 + ;
42 1.17 1.07 -
44 1.05 1.1 +
45 1.23 1.37 +
49 1.0 1.17 T+
50 1,17 1.7 \ +
8 51 ' .93 1.57 . +
i+ . 33
# - 9
= 3
Total 47

+Combinéd gain rates of grades 7—9 higher than that reported in

grades 1-3. . .
~Combined gain rates of grades 7-9 lower than that reported 1n

grades 1-3. "‘\\\\ .
.=Combined gain rates of grades 7-9 equal to that reportéd for

grades 1-3.° .
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: ( ’ Table A-7
. A .

MEAN RATES OF GAIN IN COMPENSATORY
READING PROGRAMS .-REPORTED BY INDIVIDUAL
. STATES, COMBINED BY GRADE-GROUP

- 1972-Y3
, .
Grade %toup : Comparison
State wo,° 1-3 7-9 of Rates

1 1.1 1.35 +

3 . 1.0 1.0 =

5 1.07 71,33 o+

10 .9, 77 -

11 ;L5 .7 -

) 12 /.81 . <93 +
13 . 1.23 '1.43 +

Y - 16 Y .95 1.15 +
17 : 1.3 1.35 +

18 1.23 1.23 =

22 1.07 - " 1.65 +

23 1.23 1.37 +

26 1.0 1.23 +

28 C.97 1.13 +

35 ‘ .9 1.07 +

39 951 1.17 +

40 1.17 1.87 +

41 .9 .77 -

42 .93 .87 " -

44 .85 | 1.0 V4
45 1.23 1.53 L+
6 | . 137 .85 -

47 .95 1.05 +

49 1.23 105 -

50 . 1.43 1.53 - +

51 1.0 1.47 +

~

4+Combined gain rates of grades 7-9 higher t:7b that reported in

grades 1-3,
~Combined gain rates of grades 7-9 lower th/n that reported in
1-3. o
“gradgg P
=Combined gain rates of grades 7-9 equal to that reported for
grades 1-3.
K - . 110
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Table A-8

SUMMARY OF COMPARISON OF
GAIN RATES IN PRIMARY AND INTERMEDIATE GRADES

\ . 1970-1973
\ -
| ‘
Status of Gdin Ratés N
7-9 greater than 1-3 44
7-9 less than 1-3 12
7-9 equal to 1-3 4
\
Total 60
|
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Table A-9

UNWEIGHTED MEAN GRADE-EQUIVALENT GAIN IN READING SCORES

ASCRIB%D TO COMPENSATORY EDUCATION PROGRAM EFFECTS BY SAMPLE SIZE I
1970-71
National Pfe-iest , 12-State Sample
Expected , Gain Expected Gain
Yearly | Actual | Ascribed / |l Yearly | Actual| Ascribed
Grade Gain Gain | to Program|{ N Gain Gain | to Programi N
1 1.12 .98 -.13 6 1.18 .99 -.19 5
2 .80 .98 18 |10l .76 .94 .18 |8
3 .74 1.09 .35 12 .71 1.00 .29 9
- / '
7 69 | 1,22 .55 | 10f .67 | 1.18 S10 |7
8 .68 1.21 .54 8 .68 1.20 .52 6 N
9 .66 ‘ 1.28 .61 8 .65 1.29 .64 6 1
_ | — - o
uality Pretest ’ - Expanded Quality Pretest |
Expected . Gain . Expected . \ Gain . | \
Yearly | Actual _Ascribed Yearly | Actual Ascribed i
Grade Gain Gain | to Program| N Gain Gain | to Program| N h
1 1.15 | 1.00 -15 |2 115 | 1.15 0 2
.73 . .93 _ .20 3 . 13 .97 24 3 .
3 .68 .95 ©21 )3 .68 | 1.03 35 |3
/
- ) ) . . 4
.71 1.53. .82 3 . 71 1.80 1.09 2 f
1| 157 .86 |3 v .71 | 1.90 119 |2 !
72 | 1.53 81 |3 | .72 | 1.80 1.08 |2 / =
\‘\\ ;
A
. L / B
B & /
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Table A-10

UNWEIGHTED MEAN GRADE-EQUIVALENT GAIN 'IN READING SCORES
ASCRIBED TO COMPENSATORY EDUCATION PROGRAM EFFECTS BY SAMPLE SIZE

| 1971-72
f 4
f National Pre-Test 12~State Sample
/ Expected  Gain Expected Gain
f Yearly |Actual | Ascribed Yearly | Actual| Ascribed
/ Grade Gain Gain |to Program | N Gain Gain | to Program| N
i 1 1.13 -81 -.32 9“ 1-14 081 -033
| 2 .74 1.05 .31 15 .73 1.03 .30 11
/ 3 .72 | 1.05 34 |15 72 | 1.07 35 |1
| .67 | 1.20 .53 |13 .66 [ 1,15 .49 11
| 8 66 | 1.11 45 [13) .65 | 1.12 W47
| 9 65 | 1.24 .59 of . .64 | 1.26 .62
| :
| -
f -~ - i
| Quality Pretest Expanded Quality Pretest
/ ' Expected Gain Expected Gain
f . Yearly | Actual | Ascribed Yearly | Actual] Ascribed
} Grade Gain Gain |to Program( N Gain Gain | to Program| N
{
1 1.13 .93 -.20 3 1.12 © .90 -.22 6
2 .70" 1.10 .40 4 .77 1.11 .34 8
/ 3 .63 1.25 .57 4 .73 1.14 .41 8
7 .64 1.25 .61 4 .68 1.28 .60
A 8 .64 1.30 .66 .69 1.18 .49
"5 .66 1.73 1.07 3 .70 1.60 .90
113 :
/
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Table A-11

UNWEIGHTED MEAN GRADE-EQUIVALENT GAIN IN READING SCORES

ASCRIBED TO COMPENSATORY EDUCATION PROGRAM EFFECTS BY SAMPLE SIZE

Braam
e

1972-73
»
National Pre-Test “ 12-State Sample
Expected Gain Expected Gain -
Yearly |Actual | Ascribed Yearly | Actual | Ascribed
Grade Gain Gain |to Program |N I Gain Gain | to Program| N
1 .95 .85 -.10 Bl 1.00 .79 -.21 7
2 .74 1.09, .36 13 .75 1.15 .fo 10
3. .70 | 1.09 .40 13 .70 1.15 /45 10
\
7 .66 1.19 .53 13 .66 1,25 .59 10+
.67 | 1.23 .56 12 .68 1.32 .64
9 .51 1.31 .70 8 .60 .33 .73
. A
‘Quality Pretest " Expanded Quality Pretest A=1
Expected ' Gain Expected Gain
Yearly |Actual | Ascribed Yearly | Actual | Ascribed
Grade Gain Gain |'to Program | N Gain Gain | to Program| N
1 1.10 .73 -.37 3 1.07 .80 -.27 6
2 .75 1.18 .43 4 ) .76 1.11 .35 8
3 .68 1.25 .57 4 .71 1.18 47 8
7 65 | 1.38 73 |4 66 | 1.28 62 | 8
.63 1.43 .80 .66 1.31 .65
9 .64 1.60 .96 3 .64 1.47 .83
'i;
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Introduction

. Title I reports analyzed for t

Appendix B

~

DESCRIPTION OF DATA BASE AND PROCEDURES

-

\

\

This appendix is primarifxpdevoted to the data in the 147 state
his study. The appendix begins with a
general discussion of what a stite Title I report is and what. kind of

information it contains, followed by a discussion of which data we

could include in our study and &hich data we could not use. This is
followed by a more detailed display of the actual data used in this
report. The last sections of the appendix deal with other possible ways
we could have looked at the staté data, including a reweighting of the

sample means, and a description of various types of new samples.

For readers who are unfamiliar with state Title I reports, we wil{
: ; o
describe them briefly and discuss their reporting procedures at greater -

length than we did in Section IV. The achievement data for individual

!

states will be presented in a subsequent report.

/
/

" Description of Title I Reports |

!

N .
The federal Office of Education has required in the past that each
state submit an annual report of the state's Title I activities. The

state education agencies (SEAs), in turn, request this information from

‘their local education agencies (LEAs), usually a local school district.

Just as our study is based on the highly variable state reports, those
state reports are based in turn on highly variable inféwmation submitted
by the LEAs. In a few states fairly uniform evaluation\procedures have
been requested of the LEAs by the state agenéies, but inimany states no
uniformity is attempted. Once they have collected all the data, the
SEAs sift and compile the information into their annual evaluation re-

ports. A typical state report includes sections on:
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= ! ~

107 ' ’ N




(1) Participation and financial information and activ-
ities of the SEA

\ (2) An assessment of student needs and the local ohjéc-

tives to emerge from this assessment

(3) Evalyation methods and program effect on educational

achievement
(4) Dissemination activities "
(5) Coordinatibn with other federal programs
(6) Parent involvement and advisory councils

(7) ‘In-service training.

¢

Summer school information and nonpublic school participation, expendi-
tures, and achievement data are sometimes integrated into the above

sections and sometimes reported separately.

'

The, :ect1on on evaluation of’ ach1evement usually included some (not

'necessar11y all) of the following 1nfbrmat1on which standardized tests

were used,”what methods were used to calculate and report gains, methods
of evaluation other than standardized tests, pretest-posttest intervals,
problems encountered.both by the SEA and LEAs .in the evaluation; and,

occasionally, prior average yearly gains, IQ scores of Title.l students, -

and factors affecting achievement, Most evaluation sections also in-

cluded achievement data from standardized tests.

1

The need for evaluation of educational ach1evement has grown faster
than the number of educators trained in evaluation techniques, and the
Title I reports reflect this gap. Some state evaluations have been
d1rected\and compiled by highly skilled eValua¢ors others reflect a
more limited knowledge of evaluation, and still others are put together
by small, overwérked SEA staffs who barely have the time and resources
to fulfill| the minimum requirements of the legislation. Skill in ‘evalu-
ation techniques is not the only limiting factor. Many states would

like to conduct othér kinds of evaluations, but find themselves with .

/
'too little money and too few staff to carry them out. Although SEA 7nd

| 116 | ’/
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LEA reporting procedures improved over the period covered by our study,

substantial improvement is still needed.

Section IV briefly touches on the kinds of data presented in the
state reports. Qur study dividea‘the reports into two categories:
(1) those that include standardized. achievement test data in grade
equivalents by grade level,* and (2) states that report data in other
than grade equivalents or report little or no test data. Data from

Categqry 2 reports were not used.

State Reports Used in This Study

-

The data that we did use can again be’but in two groups: (1) re-

' ports that present achievement gains in average monthly gains and (2)

reports that present/what we termed "proéram gains," Average monthly
gains are derived by subtracting the pvetest from the posttest and di- -
g;d1ng this difference by the length of the test interval. For example,
if a third-grade class average pretest was 2,3 and average posttest was
3.1 and the interval between testée&as 7 nionths, the average monthly
gain would be i 1 (3.1 -2.3=20, 8"& 7 = 1.1). Program gains are de-
rived by simply subtracting the Pretest from the posttest; in the. exam-
ple above the program gain would be 0.8. To make the data comparable
for the state-to-state aggregptlons used in this study, we converted
program gains (where given) te average monthly gains. (In some cases
the test interval was given in the state report; in others we talked
with the SEA Title I evaluators to determ1ne the 1nterva1;§

In addition to the above distinction, the states reported gains in

the following ways:

(1) The state aggregated test data across districts and
across tests, and presented a statewide mean gain by

grade level.

* y ' 3 s * 4
Two states reported gains only for their most effective projects; these

117

data were omitted from all analyses.
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(2) The state aggregated across districts and presented v /
mean gains by grade level by test.

(3)  The state aggregated across tests and presented gains

by grade level and by district.

{(4) The state aggregated data in any of the above three
ways (usually the first) and presented data by ranges
of gain (gain reported in number or percentage of
students achieving varying Hegrees of gains. A typical
selection of ranges of gain would be: 0-0,7, 0.71-1.00,
1.01-1.50,;1.51 and above).

r

A number of states did not present statewide means. In several

states, we aggregated the data across school districts. In other §tates,

we had to aggregate across different tests; while in some states we had
to aggregate over both district and type of test. ‘Ten state reports
presented their results in ranges of rate of gain, e.g., a state would
report how many students had a rate "of gain of lgss than 0.7 month in
reading ‘achievement for each month in the progra&,'how many students
had a rate between 0.71 and 1.00, between 1,01 and 1.50, and over 1.51.

We were able to calculate a stateW1de mean by the following procedure:

est1mate the mean of each range by calculating the range's m1dp01nt.
(The m1dp01nt, 0.85, of the range 0.71 to 1.00 was used as the estimate
of the range's mean. 0.35 was Lsed as the midpoint--the mean--of the
range of scores below 0.7 and 1.75 was used as the midpoint--the mean--
of the range above 1.5. }ero was always used as the endpoint of the
lowest range and 2.0* was used as the endpoint of the highest range.)
The estimated'mean was then multiplied by the percentage or number of
students in that range. An average of these weighted means was then
calculated.” This average became the statewide mean'at each grade level
used for that state. Several states reported means for a grade as well

as the number or percentage of students in each range. In these states

Wisconsin was an exception to this rule since they actually reported
ranges much more extensively than other states.
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we were able to verify the procedure by calculating a statewide mean
from the ranges and comparing this mean to the reported statewide mean.
These comparisons showed little or no difference between the mean re-

ported by the state and the mean calculated from the ranges.

The,reporting method for each of the 33 states which were used in

this sfudy can be seen in Table B-1.

State Reports Not Used in This Study

State reports that did not report the results of standardized
achievement tesfs in grade equivalents were not used in this study. A
number of these omitted reports were well done--numbers of children
tested were high, they were cbmpetently written, and their authors were
aware of evaluation problems- and methods. We regretted being unable to

use their data. ‘ #

Some of these omitted reports contained no data from standardized
tests. These reports often presented ''systematic measures," meaning
students' achievement was usually reported in terms of varying levels
of success--e.g., 'very successful," "somewhat successful," "not éﬁc—
cessful." The measures used to determine these levels of success varied,
but often included teacher-made tests, teacher observations, and crite-
rion-referenced tests, and were sometimes used in'qombination with
standardized test data (although the data were not .presented) to deter-

mine success levels.

13

Othet omitted state reports contained ﬁrimarily narrative Enforma—
tion or case studies, usually on a county-by-county bqsis. Some of them
. had a sprinkling of data but the Ns reported were extrehelyﬁsmall--
usually by classroom. Table B-2 lists these kinds of information, none

of it used in this study.

Some of the omitted reports did cbntaﬁn data on the results of
.standardized testing. However, theseldaté were not usable because -
either they were not reported in grade equivalents (e.g., results were
reported in stanines only), they were aggregated across several grades
or the data were only from the state's most successful projects. These

states are also listed in Table B-2,: 119
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Table B-1

REPORTING METHODS OF STATE REPORTS INCLUDED IN THIS STUDY

Average Monthly Cains

Program Gains

State
Statewide R‘“?“s By By Statewide Ran%es By By
Mean n:in Test | District Hean Ggin Test District
Alabama n 7t 12,731
Arizona 12,713 71
California 72} 731 71,72,73
Delaware ] 723
Flprida 73
Hawatl 732 7
Idaho 71
Towa ' 72,73 71
Kansas 72} 731 72,713 2 71
Kentucky 7
‘Maine 721 72
Maryland 73! n? | n,72,73
Massachusetts 71} 72} 73l 71,72,73 {72,713
Hichigan4 n,72,13 -
Minnesota ’ 72,13
Misaissippi "
Missourd . n! | 20
Nebraska n! 2l 1Y a2,03 | 02,73
New Jersey 72
No. Carolina 71,72
No. Dakota 72 731 73 71
Pennsylvania n,72,13
Rhode Island n,72,13
So. Carolina 72,713 713
So. Dakota 13 72
Texas® : 722 732 7,712,713 ®
Utah 73t 72,73 1
Virginfa 73
W. Virginia 71,72,73
Wisconsin 71 72} 73 72
Wyoning 72!v // -1,72,13 "
Notes: '

1. Data for one year were presented in two (ot more) ways; (e.g.,

gain and by test).

2. Data were presented in a combination of two categories; (e.g., Hawaii 73 presented data in a format
where maan gains for districts were reported Yy categories of gain).

4
3. Data were from one district and oné test,

4, Michigan reported by "type of component" (component meaning an instruction method), e.g., small group

.

instruction, tutorial; we aggregated across types of components.

5. 1In‘all three years, Texas grouped data by size of district (i.e., over 35,000 average daily attendance,

and under 35,000 ADA). In 1973 Texas also reported by method of instruction (combined with ranges of

gain and district size).
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Table B-2

KINDS OF INFORMATION IRCLUDED IN STATE REPORTS NOT USED IN THIS STUDY

Stindard{zed Testing S:an:;;;i: or Yo £
- - ed Testing _. =
State Other’ Grades SHC!:::;ful Systematic’ garrative or
than GEs Comb ined Projects | . Measures ?33 ﬁg“d‘es
Allaska ' 71,72,73
Arkansas 73 71,72
Colorado 71,72,73 . —e
Connecticut 71,72,73 " . ' \ L ,
Delaware - n,n B . .
Florida 71,72
Georgla toe 1,72 72,73 73
’ . Hawaii ) 72 7 )
' I1linois n n 72,73
M Indfana’ i ' 72 N n* (
Kentucky5 i ) S | ) 71&
: Louisian56 72,73 * ' N
Haine7 73
N Minnesota8 “
Mississippi 12 73 73
Montana . 71,712,713 .
Nevada : 71 n 72,73 \
‘New Hampshire 71 71,73 ZZA \\
New Jersey3 i 1 \
- New Mexico 71,722,713 - i . oD N
New York> . 72 oo, , L
No. Carolina 736 ~.
Ohio 71,72,73 ,
Oklahowa \ 7 2 - 73 *
Oregon K 72,73 71,72,73 71,72,73 :
. So. Dakota 71 n 3
4 9 :
Tennessee
Vermont 714
Virginia 71,72 71,72
\\ Washington 71,73 72
Notes:

» i
1. Percentile categories (usually the shift from one decile, gquartile, etc. to another), stanines,
raw acores, significant differences between pre- and post-test, and the like. @

2. Systematic measures: ususlly reported in terms of percentage or numbers of students achieving

varying levels of Success; e.g., 'very succeasful," "somwewhat) successful,” and usually measured

' by teacher-made tests, teacher observation, criterion referericed tests, and sometimes combined
with standardized tests. - - . i [

.

3. 1973 report not available. | -

4. Primar{ly narrative and by county with some grade equivalent data on extremely small Ns sprinkled
throughout. .

:S.-1972 report not available. '

6. Louisiana in 1971 presents GE data by grade level in categories of gain; howevar, one category
_apanned two, grade points (1.1-2.9) so we did not fnclude these data.
' % v,

7. Maine, in their 1971 report, presents GE data by grade level. However, the pretest was adainistered
{n September 1969 and post-test in May 1971, thus it covers two school years, 1969-70 and 1970-71.
We, did not include it for this reason. ,

8. Minnesota in 1971 reported in GEa by grade level in categories of gain; however, the categories
were too broad (less than O, 0-1.0, 1.0 and above) to include {n this study.

9. The policy in Tennussee {8 to rerurn rhe child to the regular classroom (from the Title I clasa) as
soon as his reading skills will allow i{t, so a majority of the students do not apend a full year {n
Title I.- Pre- and post-testing then is usually not on the same child; thus we have not included
their achievement data. >

r 13 121 . |
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Sample Sizes : ‘

State Vepo?ting procedures are improving in one final area as
well: the perééntage of Title I rcading participants for whom scores
are reported. We ‘have alrgady noted that an increasing number of state
reports include reading achievement results in grade equivalents by
grade level. Of these states, the percentage reporting on over 50% of ?
the children participating in reading programs has increased yearly

’
from 1971 to 1973. The following tabulation illustrates this trend:

School Year ;
&\\‘\\° : 1971 1972 1973

States reporting reading achievement 22 27 28

Tesults by grade level

States reporting on over 50% of ‘ 7 14 19

reading participants . “
i

Percentage - 32 52 68

~

Thus, in school year 1972-73, over two-thirds of all states reporting
achievement results by grade level reported results for more than 50%
of thei; readihg population. Of course, the 50% criterion is only an
arbitrafy standard, and by itself does not ensure that the scores re-
ported by a state will' be representative of that state's Title I reading
population. Nevertheless, data for large (nonrandom) samples-ére gener-
allymore reliable than data for‘Small (nonrandom) samples; in this con-
- text, we consider the 50% criterionsyo be a uceful benchmark against
which the state reports can be meas&red.
A

**~ When we consider all Title I reports, including those with achieve-.

ment data averaged over grades, this improvement is)equally apparent. .
From 1971 'to 1973, 24 states increased the sample size (percentage of
‘participants) for whom scores were reported, four states reported on '
either a random sample or on all their children in all three years, and
only six states decreased the size of their sample during this period.

Of this last group of six states, in one case the decline was attributed

»
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to installation of a new data-processing system; in another case, even-——- —

" With the decline, the 1973 report included data for 52% of the Title I

reading population. : " ,

We:§tated earlier that the general quality of the State Title I
reports was not high. Despite this overall assessment, the trend in
state reporting procedures is an encouraging one; dramatic improvements
have been made in the last three years, and we are now close to -the
point where w‘icanfSpeak with confidence about the effectiveness of

' Title T reading programs, N

Sample Weightinés =

The analyses are based on the sample means from individual State’
Title I reports. These sample means may be considered either as being
obtained from a national school population, or as being obtained from
a population consisting of 50 state school populations. This report
has treated the state sample means a%,if they were obtained from a
stratified sam e, where each state,represented a unique stratum. Our
rationale for /this decision was based on the results of the Friedman
analysis of variance of ranks. However, it can be argued that the ESEA
Title I progiam is a national program, and that our data should be con-

cidered as samples from a natjonal school population.

If repeated samples, without replacement, are drawn from a single
population, the population mean is estimated by an unweighted average
of the sample data, i.e., by a sample mean. When we con51der\the means
in the State Title I reports as being means of, repeated samples without
replacement taken from a single population, then they should be weighted
according to their sample size. (When more than one sample is drawn,

- without replacement, from a single population, the sample mean may be
calculatedlby taking a weighted average of the sample means, basing

the weighting upon the samples' sizes.)

If samples are drawn from each stratrum of a stratified population,
the population mean is estimated by a weighted average of the means,

where each sample mean is weighted by the population of the . stratum

o
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-————————from-which-the sample was drawn. When we consider the means in the
State Title I reports as being means of a stratified population, then

these means should be weighted on the basis of their statq populations.

Tae results of thé two possible weightings of the state sample
means, by year, are shown in Table B-3. In 18 of the 36 comparisons ' =
the_ results are identical, and in 16 of the comparisons the result#
differ by only .0.1. Thus, only in two of the comparisons do the results
of the weighting d1ffer by more than 0.1, and in each of these cases,

the sample means are based on a very small number of states. -

Other Samples

The qual1fy of the data in the State/;1tle I reports .is not high.
Other ways of looking at the data might give different results or m1ght
show different trends. We therefore decided that the data should be
examined in as many wayy as possible. One alternative approach to the
data was to form additional samples. The national sample reported in
Tables 2 through 4 (and A-2 ‘through A-4) used only data from states that
reported reading achievement gains by grade level. This sample repre-
sented a reasonable compromise Letween size and quality. Obviously it
would ' be possible to construct larger samples by using lower quality

data, or smaller samples by using higher quality data.
/
~ i/
The next sample reported in Tables 2 through 4 (and A-2 through
A-4) includes only those states that reported data from a repreSentaf%ve
random sample, or data from at least 50% of their Title I participants.
The number of states meetingytheSe criteria was seven states in 1971,

fourteen states in 1972, and nineteen istates in 1973.

’ The final sample reported in Tables 2 through 4 (and A-2 thépﬁgh
A-4) includes only states that met these same criteria in each of the

three years covered by this report. There were seven such states.

Tables 5 through 7 (and A-5 through A-7) detail the national sam-

ple described at the beginning of this section.
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Other data samples were created for later portions of the analysis
_in Section IV, and are used in Table: 9 through 11 (and A-9 through
AA-II). The first sample is referred to as the National Pretest. It
ipcludes only those states reporting both program géin and pretest by

grade in any given year. Thus the sample size varied from year to year.

The next sample used ir Tablec 9 through 11 (and A-9 through A-11)
includes only those states that administered and reported pretests in
" at least two of the threc years under study. There were twelve such -

states. T

The third sample comprises states that reperted gains in all three
atudy years, reported pretests in at least two of these three years,

and used a random or 50% testing sample in each of the three years.

ine final sample used in Tables 9 through 11 (and A-9 through A-11)
is again a '"variable" sample, indic;tiﬁg that the number of states to
be included varies from year to year. States included in this sample
were those reporting a pfetest and using a random or 50% testing.sample

in the stated reporting year.

This proliferation of samples may be confusing at first, but we
believe that the procedure of creating samples of increasing qual1ty
-has allowed us to cross check our results in some sensible way ghch of
the samples is constructed to meet particular statistical criterfa

appropriate for the particular section of analysis in which it is used.

The results of the six small samples are essentially the same as
the results of the two larger samples. A conf1dence\band with a width
of 0.2 month, centered about the results of the National Sample, in-,
cludes 120 out of the 144 ie¢suits obtained from the small samplc analy-
ses. Thus, 120 of the 144 results differ from the results of our .
National Sample by no more than 0.1 month. Of the 24 results that do
differ by more than 0.1, 22 of the results are based on our smallest

samples (either six o» seven states).
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