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This paper is the culminsiion bf_mﬂpy years <.f enasiment azd
analysis of the ﬁank Street srDroacih. fome seckimm= a. + adagted
from earlier efforts tq articuiiate oe DGint of wirsw and to
expreés our concerns. In this Lyoc2ssy, the members of the
Follow Through staff hé&e madslimpsrﬁa:t contributisps.  The
contribution of each is immeasurahlm; The contrikuiicns of all
are interdependent and complrwenzi.y .

I cannot let this mome..' ~ass §;thout,a woxd ‘laove Blivabeth
Gilkesnn. As the first Directin .f Bank Street Feires: Thueugh,

she set in place a climate of xinguity and commitment 29ca has

sustained us through many stressfﬁéléwﬁiﬁiticnsw ﬁ§'éﬁés el
moment, she continues to ask hard questions, to hold o Feu
quaiity , and to generate new approaches. By her example . we are
never soothed-but forever confirmed énd challenged.

As a field-based experiment, Follow Through owes its essential

quality to the ﬁotential for growth and.change at the community

level. The children, parents, staff and administrators become

our partners, our critics and our advocates. The relationships
enjoyed in the communities in which we serve are among the most
valued rewards of the sponsorship role. We lookqurward to another

decade. .
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FOLLOW THRCUGH: ILILUSICN AND PRRADOX IN EDUCATIONAL EXPERIMENTATICN

I. INTRODUCTION : -

A. THE SIGNIFICANCE OF FOLLOW THROUGH

Follew Thrcugh represents a chapter of enormous importance‘in.
history of soéial policy. For those: practitioners who have lived
this prog;am day by day, it has bgen an arduous buﬁ rewarding decade;
As we enter upon é period of reflection and assessment, it is im=-
pcrﬁant to exaﬁine theﬁpast critically in order to be able to méke
valid judgments as tc the impact of this program, the meaniﬁg and

consequences of its assumpticns in re;ation to what was originally

referred to as "“compensatory education" and the contribution of

3 _ spopsors to this twelve year social ekperiment.

PREDICTION OF Among the guestions we must continuélto address are the followinqi
FAILURE VS. : ' ’ S - : '
EFFECTIVE vhat is the impact on each individual person of poverty, racism and

INTERVENT 10N : ‘ E - .
: cultaral differences? What is the role of schooling in response to

P

these formative forces? What are the best kinds of settings for

®

child learning? In a field of inquiry in which much passion has
been devoted to these questicns, we find that there is more evidern

\ for what factors are predictive of failure than there is reliable

\
\
\

\ . . . .
‘evidence fior what -interventions are supportive, compensatory or

corrective in relation to humanistic goals for public education.

)
»

. o y
-+ Thi knowlzdge gained in Follow Through addresses these woncerns:
- our updarsts ding of the psychological processes of i-arning and

N

N,

Q
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the support reéuired for sehool development have been deeéeﬂed

by our work with diverse pcpulations. Follow Through speaks to
~the enhancement and nurturance of tﬁe intellectual life of all
individuals énd'the conditions under which both adults ‘and childrgn
can be helped to thrive in tke schools of cur country.

THREAT TO ) This paper is presented at a junctufe in the'history of
CONTINUITY : ) - .

S Follow Through in which the future scope and structure of the
prograi is uncertain, if indeed there is a future, It is irgnic,
that 5ponsors_and stakeholders in the participating sites can look
upon this program with a sense of achievement at tﬁé very moment
efforts are undexrway to dismantle it. |

There is some paradox in this turn of events: even as_tﬁé
- program continues to stabilize, evenlés it gains the approval of

parents, school administiato;s aﬁd superintendgnt?, it is in
danggr of being terminated. Moreover, this discrepancy between
local endorsement and~federal support is but the final ekpreésion of
a similar disc?epancy between local indices of prograh success and
the outcomés of tﬁe nétional evaluation .

The continuous climate of uncertainﬁy aﬂd the threat to con-
tinuity hﬁecipitaééd by wavering leadership and dissonance in
evaluation findings have worked against.pfogram goals which stress
long-range syétematic_study ahd;interventioh. The education of
ali younglchildren, bﬁf particuiarly of the cconomical?v disadvan-
+aged young children served by'Béhk Street Follow Through, regiires
a hiéh.deé:ee of Stafﬁ 6£gén@zation, continuous training and

approp;iate interaction with parenéi. . A good developmental program

& _— | o LT
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DEVELOBMENT
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for children is one which alloﬁs for adult development (of-- Co-
parents and teachers), and for school development (of oregrams

and processes). Such developmental changes are hot_nurtured in

an atmcsphere of crisis.

3. ‘ DISCREPANCIES IN FERCEPTIONS OF VALUE AND IMPRCT OF
FOLLOW THROUGﬁ

Let us begin with the most troubliing guestions: How is it that a
succeésful program treasured by its consumers-énd widely defended
by its practi#ioners is always under threat frcm'the legislativé
body and parent agencies whowshould be 1its strongest advocates?

Why is it that a progrém whdse value and impact are a matter of
record at the local lével ié not acknowledged for these same merits
at the national level?

It is the thesis ofAthis praper that those of us who came -
together to develop and implement‘this prograQ ﬁere handicapped
from the outsef.by a number of illusions pertaining to the miésidn
of phe program and the evaluation thereof that were operant ag the
fime of _its inception. As the program evolved, i@e sponscrs, the
school p=uple, the parents, all those engaged in the day-by-dayness
of mak;ng it work, moved further away, in practice, from thes-
initial illusions. All subseguent dialogue about-ﬁhe rmeaning
and impact of the program can be understood with reference to

*

which of these two divergenﬁ systems of thought and experience is

regarded as the primary reality. Since there was not a commensurate

evolution in concept and expectations at the national level that _ .

could adapt to the actual character of thé\program'as it was lived
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out, the national evaluation was conceived and executed and,
prediccabiy, vielded resulits that were not svntonic with the
true character of the progzam.either as it was intended by the

-

by the Conéress ana as it was perceived by its -client group or by a
majority of its sponsdrs.

C. THREE ILLUSIONS

ILet us define the term "illusion." "Illusion: 1. Deception by
false appearanées}.; 2. An unreal or misle;ding image presentéd to
th%Pvision; a deceptive appearance; false shoy; apparition. 3, Stéée
or fact of being deceive@; faiée impression; misconception; as,
illusions of youéh. "k

In the present context, an illusion is a statement of a wished
for condition. It is an operative assumptioh which defines and

interprets experience. In this section we examine a . .aber of

illusions that dominated p. ' . .ainking about education and its role

" in our society at the time that Fcllow Through was lzunched.

1. The First Illusion

Education was conceived of as a number of freestandi;g,
disﬁincﬁ, often competing education models, the implementation of
whiéh_could yield distinct outcomes {the Sponsor Modelsy.)
2. The Second Illusion B
The program recipients were conceivea as a stablé population
with knowr characteristics (Disadvaqted children) who Weré to be
found in settings with invarfiant charateristics (the‘qulic Schdbls,)

3. rthe Third Illusion.

The implementation and evaluation of these freestanding,

coherent models was expected to yield information as to "what works

-

best" for &isadﬁantaged children. Tﬁatais, evaluation data would

* Webster's Unabridge Digtioné:y{(;979)\J,
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" vield "evidence of nmodel effectiveness.™ This data was to be

collected, anzlyzed and interpreted by impartial evaluation

specialists (the Researchers.)
These propositions present a picture of educational ideas

and enactments that could be managed rationally, Fmplemented

‘systematically and evaluated scientifically. To say the least,

these expectatibns dia ngﬁ sufiiéieﬂtiy_;cccunt for the durability
and resistaﬁce,to change of thg tﬁiﬁu;e éf'the public sichool.

Thi; is noﬁ a Fritiéﬁe'of the Follow Through evaluation, nor
a dissertation on‘probléms related to model implementaticn.
Colleagués f:cm the FolléW'Through cammunity and in the reseérch
bommunity at large have debated these topics for years.

The literature is extensive and inevitably contradictory. . Walter

. Haney’s histqry-of’fﬁé Follow Through evaluation stands as a most

thouéhtful and cqmprehensive attemﬁt to grasp ihis history {( 18 )-
The main lines of the debate can be traced in articles presented in
the Harvard ﬁducation Review (Spring 1978).. In rereading these
discussions from the present perépéctive, ngare struck bf the
tenacity of each position - a confirmation of the‘thesis of fhis
paper that éducational.inquiry is fueled by values aad beliefs not ~
easily subject to proof. All writers agree on some aspects of the
House critique,lyet all include other evidence, reach differing
conclusions ané& claim equal v;liaity, All these positions can be
carried forward forever. | |

D. THREE PARADOXES

In order to reconcile the powexr of the illué;pns cited above

and the widened undefstanding derived from twelve years of experience




and analysis of the process of educaticn, I will present a

number of interrelated paradoxes. =ut first, a definitioh: - o
* Paradox: 1. A tenet or pfoposition contrary to received orinion;

;lso, an a;sertion_or sentirsnt seemingly contradictpry, or oppo#éd

to .:ormon sense, but that yet néy be true in fact... 3. Any phenamenon

or action with seemingly contradictory gqualities or phases.™*

Paradox 1 - Everyone has a mode /There are not 22
. ——

educational models.

In the history of ideas, two educational wisions, given the

namenclature - "humanism” ana "behaviorism," are set in permanent

-

relationship to one another. These are_the two fundamental visions -

of human nature that have cast the search for meanirg since the

dawn 6f consciousness. All gumép enterprise, gé it-philosophy, art

or sciencé, is governed bf thé eterh&l struggle to reconcile the.
.-powerful strivings of the affective instinctual aspects of our being

with the yearning for knowledge and the need for a rational basis

for the conduct of human affairs. The dialectic between these

forces is eternal.

An 1nc151ve discussion of these. dlfferlng concephual systems VieiS

been presented by W.E. Doll (;1). I quote:

~ As Piaget states, if the behaviorist view of
cognitive functioning is accepted then the methodo-
logy carried out in most school curricula is per-
fectly acceptable. According to this view...knowledge
is "given" from one mind to another. - Curriculum then,
in terms of ends, coals, plans, purposes, is removed
from the classrcom with its interaction among students
and between students and teachers and placed in the .
hand of a special agency or group of curriculum specialists.
...However, if one accepts Dew¢y's dictum that "no thought,
no idea, can possibly be convyed as an idea from one
person to another,” because ideas are’constructed, not glven,
. then one the basis of this different epistemological Y}ew,

* Webster's Unabridged Dictionary (1979) . _f
Q 1
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Belief systems are characteristic of the adaptive resilience of

a totally diffevent pedagocy is reguired. Piaget
sums this up well when he says "The problem of
intelligence, and with the central problem of the
pedagogy <f teaching, -has thus emerged as a link

. with the fundamental epistemolcgical problem of the
nature of knowledge; does the latter constitute_a‘
copy of reality or, on the contrary, an assimilatica
of reality into a structure of transformations?™® v

Piaget answers this question by saving:"...intelli-
gence, at all levels, is an assimilation of the datum
into structures of transformation, and these struc-
- turations consist in an organization of reality,

whether in_act or thought, and not in simply making
a copy of it." Thus, as the epistemological view .
changes so will the pedagogy to fit that epistemology
change; and the view that knowledge is constructed,
not copied, will necessarily bring forth a "radically
different" pedagogy.

In this evolutionary process, the human ego continues to forge
belief systehs:which allow us to reflect upon own own experience/ffwf”” -
to weave human knowledge and human need in goal-directed behaviors.

These belief systems embody the”opérating asSumptions'which govern

all human enterprise, all social intercourse. Belief systems
are a natural, necessary, healthy aspect of human thought. Belief

systems are modifiable, continually shapiﬁ% events and, in tq;n,

being modified by the historical context in which they are expressed.

Belief systems are the means wheieby human beings have ’ : 4?

always maintained a sense of meaning, of cognitive control, of

activity in the face of randam events, impulse-ricdden human

!

behavior.ana the incalcuable forces of the natural world.

the human - ego. They give value to experience and cause us to




‘make choices in the light of our values. Thay are Ffounded on

- -

an ever~growing scientific knowledge base. They are also

founded on experience, tradition and perceptions shared by a . sy
. . . = .

community. 'The power.of belief systems to govern the choices

made as to scientific analysis and metheods of proof is exem~ v

plified by Follow Through.

.

7'EDUCATION AS A In all known human societies, -education has been an 4
'BELIEF SYSTEM - ‘ T : <. ;
' important modality for the expression of the dialectic between
humanism and behaviorism.

o ' ‘ . Within each of these two positions are embedded assumptions

about the:role of the ohild,:the'role_of'the teacher, the scope

57

of instruction, the function of schooling ih society. These

assumptlons are fueled by overarchlng beL&Ff systems, that 1s, . T
values that are ﬂeeply hehibut oftengenerally tacit and unstated. -~ ... -

|

In each{of thL current Follow T&rough models and any poss1ble sub-

e e | ‘
I

sequentlmoaels, arecexpresslons of an 1dea system, which assumes

S B a web—offlnterrelated stated or tacit theoretlcal assumptlons and:
s Co . . ’ e i : .

values. Each model artlculates a'partlcular proflle;whlch reflects :;{

the historical deVelopment.of,its theories and_of?the_indiyiduals
who are its current proponents._ The modél, as'oonceived in the.

earllest llterature of Follow Through, is but lipitedeabstrection;'_

a mean of packaglnq“assumptloﬁsj“beliefS“curreﬁtlyfknowﬁ“and e

'lﬁ. : ‘ ‘ valued methods of educatlon for dellvery to new cllent groups.

Examples of model proflles lllustrate this phenomenon..

-o
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In 1974~75 Nero and Associates undertook a comprehensive

catelogue of model descriptions and a materials review. . It is

"noteworthy that each model was presented in terms of its "Basic Values-

and Beliefs" as well as its key features .and other implementgtion
requisites. ( see Appendix B. )
Frequently, these beliefs, values or theories, were presented as

polarities. Such was the case in Follow Through. The sponsor models

were often conceived in terxrms of positions taken. 'For example:

the child's autonomy vs. the authority role of adults '
- the child's need for active investigations ‘vs. the
necessity for didactic instruction .

- the perception of schooling as a life experience vs. the

‘wish to limit the' responsibility of schooling to strictly /”/»’?
e .

W

~ instructional functions ’ T

—

-t

- the assertion of child development aims vs. the demand - for

achievement P

e

- thgkemphegis-cn linguistic processing vs. the necessity

- to move to 1nstruction in encoding and coding.

Peradox 2 - Every model wotks/No model can ever be fully impleﬁent
No model couid, in fact, -.exist with the purity ;eqﬁired for its ‘
description in all our annual applications. What we believe we
shculd enact, what we ectuelly canrenact,‘and the consonance'between
out_theoretical structures and their actual enactment are‘ail
v - . v
realities that form-an existential whole that is far removed from
th_e_ ideologj'and rhetoric of the' publi'c discoxiz;'ee in which we were

purportedly conducting "controlled.experiments" thet would vield

rdata" about "what works best". We know now that nothing and

'eterythiné works - ‘depending on the interplay -of divergent forces

and the capacity’for collaboration and cooperation between the

many shareholders. The featpree'defining the concepts of




SCHOOLING REFLECTS
A VALUE SYSTEM

A MODEL IS NOT A
FINAL STATEMENT

O
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_iﬁ~termé of the perxceived needs of the children;”_whereas humanists

system, an oppo:tunityktopstructureband‘investigate‘a pqrticular

-10-

implementation implied in the. term wii depends" are presented in
the extensive literature that has grown up to examine and explain

organizational development and the introduction of processes of

. change in existing systems.

An educational model is based upon a conception of society's
responsibilities to its children and its definition of the role
of the school in the development of the person. Schooling

reflects our basic views abcut human nature, it expresses our

values as to class, race, sexuality, responsibility, citizenhood

and power.

;

/ Each model attempts to present a desirable mode' of education
- . . /

-emphasize séciai development and bfoadly definedkpsycholsgical’

cap;cities, b;haviorigts emphasized'mére séquential, discrete

linear objectives. Buttﬁése are nof necessarily incbmpatible positions.
The concepts of education we hold today are but varigtioﬁs of

the fundamental questions-tha£ have Been befo;e us ;ince the 6rigins

of consciousness; Socrates understood éducation as "discourse", |

a guidepost in the search fof wisdom. He valued-inquiry and o

intuition. In contrast, Plato conceived of the State as the

s

repository of wisdom and the overseer-of all human affairs,

including education. He was the first. manager. As so has it

-always evolved: Dionysian or Apollonian, romanticism or

‘classicism, humanism or behaviorism. All such concepts: are

aSﬁects of oné another.’ They)contfiﬁuté to evolutionéxy balance.
They allow for alternative resolutions‘tb-the same diléﬁhas and
they foster evolutionary chapge; :Thﬁs, alﬁodel is not a-fi%éd
reality immobilized in time. - It‘is, as desc;iﬁéd above, 5 Qeliéf“

e
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modality, to be infldencedvbé it ‘and to ch;nge it By entering

into its methods. The Bank Street model does not éxist as a
c@ild—cgﬂtered, humanistiq, expg;igntialiy—b;sed approach standing
clearly in opposition to teacher-centered, behaviorist modalities.
These polarities éerve more to define the perceived problem than theyﬂ‘

do to describe themselves.

PUBLIC EDUCATION: " Each of the Follow Through models presents a discrete profile.
THE MODEL ALREADY ‘ .
IN PLACE But each also is drawn from a larger matrix which accepts the

boundarie§iof our society's concepts about public eaucation. Inv
this, the fundamental 20th Century Amefican model, children are
assembled in groups, generally from.ages 5 or 6 oﬁ. They are
inétrﬁcted by a teacher for fixed periods of.t;me. Tpéy attend
school 5 days weekly. Thé.teachers are placea in a hieraichy irn
wﬁf&h a host df admihistratérs, supervisors and'specialists can 
impact their daily opgrations. -A community detérmines’if Jts!
schools are sucéessful by testing its children‘using étandardized
measuiés of’achiévement and so fo;th. ﬁach «of these statements
is an aspeqt 6f the given model of pgbliq education into which
thé=sponsor models were introduced. WNone of fhe.givens weré ” T

challenged. The sponsor models were to be eValuated with very

.~~JH little attention paid to a description of'these givens. Thus,

:it is impqrtant'to recognize that‘the'burdeh of model impleméhtation
was éuperiﬁpogéa on a model already in pléqe.
fhe earliest ﬁandate for EolloQ Thrdugh‘did not reqﬁire aéﬁerence"
on the part of the reéeiving sites to‘aﬂy pa;ticula: educational.modél}
The perceived needs of the‘poor children and;tﬁe ethos of Head Start-as” .

our society's response to these needs were sufficient to launch

e
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the =ffort. Only as the Vietnam War was escalated and the fﬁﬁding
1 o shrank was the piogram reease as a Research and Development'
enterprise. It was at this moment that the illusions cited
above were applied to the operational design. _Sponsorships
. and the conceamitant responsibility.for model implementation
were added to a program alreadg in place and sufficiently
.burdened by the'i@edlogical'and operational demands of the
original guidelines. The sponsor model was, in effect, to'be
grafied onto the national, Follow Through model, which was in

LA turn to be delivered to the LEA's. Let us note that in all

cases the local sites were already functioning in terms of Eheir;

L

own taeit or explicit models. . -
‘Each spensor, reasonably enough,.was askeg4to specify

'shé parameters of tﬁeir given model;.'For pufposes of clarity

and in oréer to facilitate the evaluation tas#, these became
codified and invmose cases, vastly oversimplified statements of
each"epproach. Not all apprbachesVEddressed the same issﬁes,
sei;ed ehe same:client fepﬁlation or)”inwfacsglsﬁreve for the'sehe.
outcomes. There(gere, to be sufe, overall generalizetions shared
by all = the language currently favored states'tﬁat'all intended
: to "increase thé life chances of.the poorlchildren."' Some_sppnsbr
medelsvrelied oh inferdisciplinary teams end'adequate comprehensive

. services as.well as classroom changes (Bank Straet Cellege.)

Others sought to influence”parehts primarily (Ira Gordon.).

Some addressed particular child populatidns'(Bilingualchild;eﬁf:"

Others extended thewwork of ipdividual educators (Marie_Hughes,

o
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(. en Nimnick,  Lawrence Godkin .,

’

THE NEED FOR The question, arises: if indeed there are no pure educational
ALTERNATIVES L ' :
‘ models, of what value is the generation of any at all? We would

argue that the articulation of a model is a ﬁeans for clarifying
values, specifying objectives and planning procedures. In this
sense, every educator has an implicit model and every educator
needs to cohfront this model uné make it explicit.“ Thus,balthough
"planned variation" couldn't be as rigorous as: it was purported to

. be, it was and continues"to be a very desirable approach to the

-

maintainance of quality control in our schools. Adherence to a

shared model creates unity of purpose and facilitates a disciplined
. ' . : S
enactment. The existence cf many models-is%consiStent with the
. : : ’ . N N ‘ :
traditional zmerican respect for pluralism an I our present need

for valid alternatives.

\

There was a ferment if ideas and much e7 usiasm for the
. | - A .
attempt to generate this much research and service in the schoolsJ

But very few Sponsors assumed they would learn "what works'best;"

. - . v B
Of interest to most SpOnsors. were questlons such ass. why were -

pnroaches they: had known to be successful in soqe settlngs so;”i

HEficult to melant 1n others? what adaptatlons of the partlcular'r”

s

apmrsach were needed as each community was stu&;es? ThlS process Co
: \.

~.

L oatAnuous adaptation,was of more than historrcal interest.

e

It is easy enough to construct theoretical models;§ But it may

be helpful in future programs not to take these abstract statements

; D, S - ‘ /
. too serlously. As stated above, there were not 22 full—fledged
JO— e I I

educational models aVailable in 1968,‘nor are there today. *There
are an infinite number of possible variations and approaches as

we continue to search for the ideal accomodatﬁon between ego and _ -
. \ e s R
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e - id, between experience and instructilon, between individual~and“M””“mA’

~ "

society.: o i e T

~In the tumultuous decade in which Follow Through flourished,
one polarized and fundamentally erroneous concept continued to

daunt us. At the inception of sponsoféhip, the (theny‘office of

o

Education proposed the placement of pokential sponsor models within

a purported continuum from the "cognitive" to the “affective."
- 7 e

: - : ’ B AN
There is no such continuum. All educational models, in fact, N ‘

claim both cognitive and affective dimensions. Presenting these AN

‘as polarized choices contributed to many later muddles as to

cognitive and affective outcomes. Despite this invincible

bignorance, it ié commonly understood amohg students of hum;n
development that phenomena;suchlaé_;hought; feeling,\mptivation
and experience;are interrelaﬁed'and interacting forces, all of
which play abfole in the child's performance. 'ﬁhat ié.of intefest -
is how these modalities are'expréssed. -Wﬁat'doeé gaéh approaeh-

“want the child, the teacher, the sponsor, the administrator,

the researcher, to enact?

AMERICAN ' American education is characterized, as are all other insti-
PRAGMATISM ! : o ‘

) . . : ‘l,u PR
tutions in our. culture, by a quality of pragmatism. In the case .

of Follow Through, the Disadvantaged child in the public School

did not hold still to fulfi;l theif designated rbles'as,suﬁjec;s.

all these.pefsons in these-setfings were‘;ontinual}y evolving.

* ) - Thus, as we madeﬂdonﬁact and_began to move f?rward,'thérevwaé a
igrowing distancejbetween oﬁtc9m?s:that we.and our ciient group
cpuld~vefify a;d theAreported.child cu#comes that the national
e?aluatibn was ablé tozverify: Atlthe local leVei,~obserVati6né
related t6 child development, cre@ibiliﬁy of serviéeAandfthe;sha;ed ‘

'féséon§ibility'for énactmehtfwe?e the”features that begéme thef‘ﬁ.‘ 

1 19 '
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benchmarks for an identified series of program effects.

\ . i
‘

THE ' PERSISTENCE . We note that the persistence of the original problem is not
OF SCHOOL FAILURE ‘ ' B

AMONG POCR . an indication of failure. The "disadvantaged child" is still with
CHILDRIN - : '

us. Perhaps it is time to re;examlne the perceived need ahd the‘
stated problem} We have always objected tc, deficit theoraies
which identify the victim in an ideological system which then does.
not a;low for sufficient service. BSut if the child isn’t—deficient,
then what? Do we help the parents, the school, thei;arger.society?
If we displace the probiem of school failure, if we, in ract, give |
the problem away as often suggested, should we then give up our
"1llu 1on"lthat schoollng‘can make an impact? . What level of proof
o is requ:red to Justlfy adequate nutrltlon and preventlve compre=

" hensive health services? What debate can there be before we agree»

as a scociety that a welcoming‘school-climate and a c"'14's sense -

( of . we1l~be1ng are worthy of ‘cur contlnued Cc»mdLm9n“9

Paradox 3 - Evervbody belleves in research/ The stare of

the art is lJmlted I

< f

Follow Through demonstréted that muchbcan be studied but not: T

much can be proven. The great majorlty of Follow Throuah models
are authentlc rn that they were artlculated out of genulne exoerlencc VEQ

of success. They were known to "workﬂ'because their originators

and clients had verified their value. But at no timé were these
models analyzed as to which factors contributed to the overall

sense of success that motlvated the w1despread optlmlsm at’ the

lnceptlon of theprogram. In any case, even if ‘such an,analysis had

—;Rh . 4 i . . - SR .

[ERJ!:1;> S T T e e
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been made, it is douhtful that the dynamics of their enactment

F)

would have lent themselves to the narrow gauged measures of the

SRI/Bbt data.

To use our own model as an example, we advocate a core curriculum

" - in which the'tools of the social scientist are instilled from the

'

earliest grs:ies onward.

As Gilkeson and Bowman write, " Bank Street's approach .to

learning is predicated on the theofy that school can be stimulating, .

-satisfying, sensible and perceived by each child as an impbrtant

part of his life. School is a place where children will ‘approach

any new experience with wonder, with‘queStioning, with experimentation.

It is a setting in which growing persons can exchange ideas and

-learn ways to express themselves and communicate with others who

share in common ‘enterprises--others whose ideas and desires may be .

different or like their own. Essentially, the classroom is a place

'

where  the child can construct--if tentatively and crudely at firét-;'f

-an age-appropriate, interactive world of work, creaﬁivity and

social'interactiéﬁ?""iidjw"

We knew then as we know now that this approach to schooling
vields many rich rewards. The children are more engéged‘in their

own. learning. .They become more interactive, more self-initiating,

moreicompetent’iinguistically ahd intellectually.




\ e
. \
- f N \\‘l
\\
PRIOR We hdd had subsﬁantive,expé:ience.with this approach in
EXPERIENCE AS - B . L :
VALIDATION - our laboratory settings, in our teacher education programs and

in our fielq-basgd training programs. We knew that school settings
could become mére responsive When they received‘support and .
 stim;1ati0n. .Parents and teacheré were gratified by these changeé
and Qere\increasingly more willing to cooéerate in supporting the
many adaptafions‘in procedure required to provide the: childr=n w?th
such rich experience. Siriltaneously, we were beccming incfeasipgly
analytic about the more narrchy_defined éspeéts of schooiing
éoﬁmonly called "the academics." Our theory ana our experience =
gave us ‘confidence in our knowiedge/belief th_ét’ direct .experiericé
and léhguagé'stimulation should #ake priotity over‘p:emath:e
didactic instruction in decoding. With tiﬁé, we wére akle to réfiné"
our‘médel to eﬁsu:é'continuéus diagnostié evﬁiuaﬁion in:the éontekt'

of the richness of experience we. deem so vital to the nurturance

of _human_capacities. Thus, the "academics" were to be taught

"with specificity £or-eaéh child and with differingvfoci for

subgroups of children as identified by our diagnostic tools. (See
Appendix A.)
We and our client groups continued to believe.that our model

"worked" becduse we shared a common experience as to its power

' once we were able together to‘énact_some of its key features.

At no time did we assume this model was fully implemented. It is
- " characteristic of our way of thinkihg and- working that we were

‘constantly adapting and negotiating in ordgr to.resolve the myriad

Aruitoxt provided by Eic:



interpersonal and institutional conflicts that impeded model
implementation. But we saw this as a natural'developmental
process. We recognized our need to be more communicative and

more helpful, We wexe often frustrated at the slow pace of change,

-

but we had not shared the criginal illusion tﬁat it could be any.
other way,

This is all stated subjectively in order to illustrate ﬁhe
ogiginal>point tﬁat the majority of Follow Through modelslwere
known ;o have worked béfore the national evaluation was set in
place "to find out what works." .It is clear from the descfiétion

of our approach and its processes that we were opposed to the
national evaluation in terms of its assumptions and instruments

and not because we oppose evaluétion; either at tlat time or in

e the present, but because there was so little match between our methods

and theories énd the SRI test battery.

a

INFORMATION ‘ v We would have welcomed a study of the characteristics of

NEEDED AT : _ .
INCEPTION the incoming children that would have-told us more about their

language level, motivation and maturational needs. We would have

welcamed an assessment of mathematical and reading competencies .

in which growth over time could be understood in terms of this

initial information;"We'would'have cooperatéd with all efforts to
A . .' - . b . - . o S

collect information as to program impact from the prospective

. . ! s ] . o

parents, teachers &nd other participants. At many meetings and in

many memoranda, the'Bank Street Director and Bank Street Follow

i

o .o : Through'fesearch stéff’atgempted to influence the direction of this .

'pfocéss to no avail. e
ERIC ..~ :
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We argued for cauticn in the use cof standardized tests
as measures‘of program effects for models such as ours. We
hope, once again, through the decisions taken by NIE that
these eoncerns will be honored.. ) ) <

The primary reliance on standardized, paber»and;peqcil
achievement tests ip the national loengitudinal evaluation of
Follow Through was more appropriate for some models than othegs."(
Children enrolled in Fo{low'Through ﬁodels that are chiid-
‘centered, individualized and interactive are at a(disadvantage
in reséonding te staﬁdardized achievement- tests, because they
are not accustomed to rigbt/wrong regponse formats or te working
independently for.a. long peried of time in a large,vsileht{group

' situation. Children in Bank Street classrooms work érimarily'in
small groups where seif-pacing and'peer communieation are
encouraged. The xigid structure and time limits impdsed in

testing situations are unfamiliar to then and may therefore be

peréeived as'intimidating and restrictive on perfeormance.
Furthermore, standardized.achievedent‘tests are not only inadequate

for ‘assessing even the academic skills of mqst young children in |
kindergarteh, first, and-second grades. A Bank Street. program
emphasizes the development of productlve language (oral and wrltten),"

and skllls in discourse and 1nqu1ry. To dlvert tlme and attentlon 'fw

R _ to tralnlng in test—taklng skills" would have necess1tated a shlft‘ o

in currlculum. :The‘results of achievement tests administered to
third graders who are integrating many skiils may be‘ef some -,
value, but such tests “would probably be more approprlately

admlnlstered to upper grade elementary grades.

24
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MEASUREMENT . It is small comfort now to réad‘the'many critiques of the, .
AS AN END o : . .
IN TTSELF measures sclected and to obserye, with reference to the affective

measures in partieular, that its proponents continug‘to aséerﬁ that
:"the evaluator faces a‘difficult choice,- either not to measure
° ? ' their outcomes at éll or to measure them with less than perfect
instfuments.‘ In Follow Through we believe the better course to.
measure, albeit imperfectly; was féllowed.“ («-.) In this
assertibn is revealed the imponderable tenacify of the belief in
the validity and necessity of measuremenﬁ per'se. 'In oﬁr.view, it
Qas doomedtto succeed. If an agéncy chooses to‘measﬁre such A
de;icate‘constructs és self—estgem,"albéit imperféctl&“ it.fqlloWs;
“ _thét measurements will of cG e'ﬁﬁen be available thét‘can be .
endowed with ihebmagica% aura c c?éntific ﬁruth.‘
A furthér iyxony is thatbsuch a Aéciéion'onéé taken affects
the field as a whole since it creates a "dafa bank“‘whose very ‘

»

volume is seen as further evidence - of'something. Thus, these

o .____authors_go_on to_say that "several other panels" recommended_the -

‘ o same two idstrumehts "three instrument-selection panels (for evaluation
of ESEB, Title I regular program, and the prdqram for neglected:” }fﬁg
. . ‘ ~

<

or delinguent ybuth) recommended the Coopersmith. Two of the
'panels also considered locus of control, and they reccmmended the'IARAQ"T>f

- ' ‘'This is an excellent example of the perpetuation of error baséa on the: .

wish to measure rather than thé availééil@ty of suitab;e ﬁéasureﬁent#.
House et al, criticige’the Sponsors é;&ing‘“;nispiée of dissaiisé-

faction wiﬁh Ehe'evéluation, they continued to cooperate and o

receive~l;rge ‘sums. of money." They do’not say that the gréatést~

. .proportion of these laxge sums'yaé for direct service to the sites,

iﬁxfégzgingf .

O
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-

a varigty of program analys1s andlassessment tools ‘that would'

more appropriately identify program impact for models cuch as ours.
Even as our sites were being hombarded with evaluaticn feed
back implying their worthlessness, we were developing{instrcments ffi_f

,

whaich identified significant differencus between Follow Throuch_f '

-

aixd non-rollow Through children in relation to cognitive functions

-

not revealed by the MAT. (See Appendix A, . - o o f;

These two worlds of discourse have evo!ved s1de.by 51de. It
) o

v

would be helpful 1ndeed if the knowledge galned frcm this experlence?Q

N

- g ‘ would lead to some diminuation in the power ascrlbod to‘standardlzedi

. ’ [

%

-

testing in the future. For this writer, this seems“more,a;wish -

- L. ) . : ; e g o
‘ , Lo : S - S i - ‘ :
than an,expectatlon. oo e

IT. _WHAT WE HAVE LEARNEb* R 5

. — . In that- unlque and extraordlnary event in the hlstorv of

-
v,

American public education which is called Folloszhroubh,ptherek

3

have been many shocklng confrontatlons w1th reallty for all eager

-
AT

1nnovators, many maddenlng frustratlons, but also many r1ch and

1ncred1ble rewards and fulflllments.r A decade of conce:ted JJ ‘fA

‘effort and study has altered the consciousness of all who were

“touched b the progzam.

: . . 9 B B SRR
What' have we learned? We, at Bank Street, have not‘changedif

s

our theoretical approaches. We have,’in fact, a renewed raith o

~ in our concepts of what schooling can mean for children. However,

.

-

. : we have learned what it takesftc_educate‘within!the cultﬁre‘of
the.publiC»school, éerwlng such diverse child populations. kwe}havef

- " .

.learned the important balance between the how “and the why. . We have -

-

i learned.what kind of,education‘is truly ccmpensatory‘and at”thel -

»

same t1me universal. - : q\// o ‘ . L

* This section was wrltten by E. Gllkeson, G. Bowman and L. Smlthb‘
BE:T m AV”ME An dbbrev1ated vers1ons appears at the conclus:.on of Bank ’Street'

ERIC™ L
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To explicate these learnings, we present below both those

insights that have been confirmed and deeperned by the experience

and those new insights that axe specific to rFollow Through. These

insights, old_and new, are organized under what we have learned
about children, about adults, about school systems and about
sponsorship. ’

A. WHAT WE HAVE LEARNED ARQUT CHILDREN -~

0ld Concepts Reaffirmed: We have reneged faith in the

primacy of the developﬁental process and the urgency of studying
early influences on a child’s Iearning. We'have a’déeper~reali-

= o

zation of the enormcus range of life- experlences, capabllltles *and

limitaticns that'make up the;portrait of the ‘entering child. we

recognize more than ever that a supportive transition process

from home to the new schooﬂ culturehmay affect the child's style

I

and quallty of learnlnq througncut the years. Our belief has been'

4 -
reaffirmed that although each child learns in a dlfterent way, al1

}
;

will respond to 0pportun1t1?s for engagemen. nurturance, redlrectlonl

. i
s . . o
and appropriate stimulation. = In this sense our model is relevant
. 4
’ Ut . . <
for children in many differpnt cultures and c1rcumstances.
é ‘
who are engaged in. what is called

New Insights: We
v i
eon51der the questlon, "Who are the
T ‘L : . :
children we® serve’"» In any;glven school popula.ron there are

’/"at-—u‘ o 1 : ) ‘e d

cHildren W1th diverse: needs. $Atﬂone endoof the range there are

“w % . - ,l/’ s ¢
. = .

-0

always well functlonlng,,selfnlntegrated 1nd1v1dual.!J chlldren who

“ Al

come to school w1th an understandlng of the1r world and théii

/" o

place in it, with a serviceableé means oﬁ communlcatlon andva

ERI!
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phys1cal, psychologlcal or llngulstlc

<

'readinesszto°meet.the'challenges prdVided by the school setting.

At the other extreme are chlldren who present a varlety of severe

dlcaps.

gSuch chlldren :-
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wil. be able to use the school-enviromment only with careful o L.
support and a maximum of technical assisténce in the mediation of
theixr e#periences. Then there are the children in between these
extremes -- ﬁhat'group of childrén.who do not do well for what
are typic;lly vague‘rea50n§: children with low éxbectétions of
themselves, poor motiwvation, a iéck of personéi investment in
their own learnirg, a sense of distrust of the school and fhe
teaching. These are the children who typically do.not "achievef;

'~ who are ébelow grade", not for lack of‘ability but for lack of
feadiness. These’children are ofteh cognitively.f:ustrated,
emotionally insecure. For them the school world is ﬁeaningless! :.‘ | -

- capricious, threateniﬁg! uﬁreliable. We have found such children“

in all social, economic ;na racialAgrqﬁpings. Most-iﬁpértaﬁtly
we have learned that these cﬁildren do not need to be typed as

. "non;learneré";ﬁthat all children are naturally learners if ther

- séhool is adaptive to .their neéds and receptiﬁe to thei? unique
potential == in short; if school is an ego;building environmént
where children can learn to coge with difficﬁlt aﬁd destructive.
social influences. : ‘ -

The basic developmenfal needs of children cannot be super-

< /

seded.” Intervention must comprise motivation,'positive«self-'
perception, object relatedness, and intellectual vigor. For these
qualities to thrive the school as a life force must be adaptive.

Children are easily lost when bureaucratic necessities cause :

- e e - - ’

adults to lose sight of the need for intimacy. and responsiveness

in which hpman-beings best learn.
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B. WHAT WE HAVE LEARNED ABOUT'ADULTS

0ld Concepts Reaffirmed: We have been strengthened in
our belief that adults can learn and change, but that they need

time,ﬁpsyéhological support, éirect concretization-ofvidéas,
inspifa;ion and good models fof imitation. Our iﬁaéé of the

- effectivé teacher has been clarified. We believe that the teacﬁer
should be one of the most ;ualified professionals invsoéiety, com;
bining the insights ahd relationship skills of the helping pro-
fessional with séholarly knowledge of academic. disciplines and
the inventiveness to design appropriate curricula and learning . o —

environments. -These challenges call for ccmpassion, intelligence;

organizational skills and stamina for a job that is never done.

Néw Insights: The aspect of change Eﬁat is-most
difficult for teachers is that leaﬁniﬁg the Bank Street model
requires a plunge into the doing of it. Enactment caﬁnot'be' o
leafﬁed in advance and applied automatically. Hencé} teachers
are anxious lest they will npt succee§ immeaiately. Théy tend -
to feel overwhelﬁed'at first by the réspé;sibility thatbhas been
piaced upbn them. Hence, the conéinuiné sﬁpporp of staff
develgpers is imperative -- staff developers who carry a relétively
small case load. We have founa that it is not childreh aloﬁe who
need individualized attention and guid;nce.

-"We~havé foupd_thétfthe.same ﬁ:ipciple -- namely that under- -  .'u '_”;f

" standing the Bank Street model is achieved'primarily as one

in processes -- applies to paraprofessionals -and .

participates SR

parents as well. We realize that although our model is stable

insofar as it represents a consistent set of interwoven theoretical

o . . L - 29
E MC 3 e e .;A,;,,;;;;.:;.L‘; P Lo ‘ ’
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tenets, it is forever fluid insofar as its ehactment depends

upon highly personalized processes of internalization. Thais

is a slow process. We have learned not to expect miracles

overnight, but we have also seen evidence that adulté as well

as-children can learn by direct'experiencekin a supportive and v

challenging atmosphefe. ,
In Follow Through these direct experiences created many néw

- constellations in the ;ifg of the teacher -- working in,teém with

paraprofessiogals, listening. to és well askinterpreting to the

parents,-interacting with ancillary staff and séonsor represen-—

‘tatives — all of which‘required a great deal of integration and B

—

mutuality of effort. We;founé that thg’suppoftive quality 6f1
the interactive'process was one of the mést undéyeloped and‘
eiusive aspects of teacher's behaviors as they entered the prog:am.\‘A' - 
| Another pfim#ry lack —'; pre-requisite to Sensifivg integactiog 4”Qas -

that of qbsérvatignai skillsﬂ We found that moét teachers needed more
backgrouhd, moré sophisticafion, not only in relation to the
conventional tools of-t}leir trade ,vbut also in rvelé.tion to
model-specific competencie; such &s how to stﬁdy”indiviQual

;hildren and how‘to analyze one's éyn impaét uboﬁ children'S‘léarninQ,
' However, we learned fhgt our emphasis upéﬁ an analyti¢ approach to
.teaéﬁing haa‘to be baianééd by the spontaneity, tempermental dif-

ferences and naturalness of adult/child, child/dhild and adult/adult

relationships. Team interaction is a specific, .learnable skill, =

Its impact upon children extendé beyond the craft of téaéﬁing on

L : th;'ééri of any single individual. It undergirds and'enhances - '

[ERJ!:‘ . S e e T T
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the shifting pgrsonnel at all levels, for the séated
purpose of organization, with absolutely no concern for theA
clients - children;'their families or the teachers.

-=- the develgpment of procggﬁres without reference to the

child ahdffamily needs.

— the lack of flexibility of the system to provide time
and pérsonnel for in-service and continuous staff aevelopment.

-- The lack of expectation that the principal's role includés

- 3 pe———

responsibility for educational leadership.

——- the myth -that with a few courses educational compétence

< . -~
can be learned. ; . : =

;

In view of this deteriorating climate, we often hear the

uestion: "Should we give up on our schools?" Bank Street's
q - ‘ P »

answer is a resounding "No." We have sean that nurtdrance during -
.school =- thirty hours of each child's week -- can nourish the

ego strength thaf enables the child to cope‘with destructive

societal influences. Often,;too, we have seen a dedicated principal,

a group of eager teachers or an effective parent groug_able-fb sexrve

as a pervasive force to change the total school life.

) . t .
Although the power of a bureaucracy to deflect and defegﬁ;growth

- S e,
[

and learning was beyond our imagination before we experienced it,
we still believe that it is possible for dedicatea'admiﬁéstrators,
working with staff and. parents, to encourage risk-ﬁaking,wto-suppo;tmwnww;_;

innovation and'tO'set'standardsmthatmschoolfpersonngl_agg;parents_ ;

can live by.

O

[ERJf:““  e '2~L,§ ;;ﬁ;~i'N-'
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We found that the professional training and personal expec-
taticn of the teaching corps were'largely unmatched to the
sophisticated :ole‘reQuired for the effectiveness of our model.
Thereﬁore,4there was need fof continuuing educafion, individual
challenge and high p?ofessional expectétion. VGrowth and development
for the majority of teach%rs was possible'and rewarding only when
there was endorsement from the educational hierarchy.

D. WHAT WE HAVE LEARNED ABOUT SPONSORSHIP

0ld Concepts Reaffirmed: Among the most positive,

in fact, pivotal,requirements is a sound working relationship
between the_séonsdr and the local decision—mékers, based sn a
clear understanding of respéctive roles ;hd fupctidns.‘ In the wide
world of enactment, educational deéisioné are rarely made'with
referénce to 2 consistent theofetiéal stancg.l It is the respon-
sibiiity-of the sponsor to.maintaih the integrity of the model.
i Hence, the role of.the sponsor -has to be clarified at the outset
and reclarified periodically, aé neeéed, in terms of the féllowing
. . ' o
—— assumptions.
i That the.m;jor ;ole of ﬁhe sponsor is to coiiaﬁprate with
school staff and pérents in the devglopment oﬁ a progfamvfhat-is
consistent with the theo;e;ical position to which ali areJcommitted.
.—= That éponsorship by an outsidé institution or organization
may be an importantwfactor in ;chieving changéjbecausé of&the 

inherent.di%figulty:ofmchange—from;wifhin a school or school system.

e B R R AR S T T R e - ‘

-- That éhild advocacy is the joint responsibility of the hdme,
the school, the health and social service agencies~énd_the total g
) B . . NS —/‘.. R - K . ..

[EIQ\L(:‘ 7~ | ",;,_. *:., EREE ;j‘.-_maﬂal:a{ 7;;;f;;f;-f ‘ , RN :Qf;if_,_;f:; :Lfﬁ5f~:_-1255¢>ﬁ':fﬁ f#!idf:k
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agreement had been achieved, there was still_a long way to go- -

before understanding and acceptance could be translated into ,

are maskslfor the resurgence of a new. educational impw

scahool community, with the sponsor serwving in acollegial

capacity.

-- That joint planning and goal setting are essential in
/

a spirit which preserves both tﬁe integrity of the model and
the autonomy of the community =-- that is to say, a spirit'of .

mutuality.

New Insights: We have found that éven when verbal

fundamentally different operating procedures. ’h -
Essentially, the chiefdeterrents to progress appear to

have been: (lz the prevalence»of a certain degree~of rigidity

about established procedures, (2) divergent‘and often conflicting

value systems among theilocal_implementers;’and (3) resistance ' i@

to change when the results .are not immediately observable. These

';,/
,...——-a-'-’

factors :d;aed not only from commuanity to community, but surfaced

“at diffeﬁent times - and around different issues.

v ’ R - e, P
3 L. : ‘
In ?ontrast, a positive phencmenon was observed. Once a
! ‘ - - ’
£ . .
few innovations had been instituted and a few members of the peer
,l R

N,
group of profeSSionals bad observed their 1mpact, a momentum was
(

\ .
created. From that p01nt on, one . change led to another. In a sense,

,

the hildren tﬁemselves became the primary change agents,

IiI. RECOMMEND IONS FOR THE FUTURE

\\ ~ ,

/
It\seems clear now. ‘that research and development in social:

6

settings requires broader definition, more realistic rules of evi-

dence, more adaptive rules for discourse and different rules for the

participation of the“very subject’under study.
Currently, code Words such as "back to baSics" and "accountability"_‘

fialism.
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. given up on liberal ideals we will now focus on narrowly targeted
goals, simply defined procedures and measpreable outcemes. Thus,
we carry forward all the earlier illusions in new disguises.

A, S_TUDY BELIEF SYSTEMS

THE VALUE As delineated above, all models embody both theoretlcal

OF BELIET -
PVDL Ms - scientific cons1deratloLs based on study, research, and actual N

experience, and belief systems which grow out of the education,
iife experiepce and tempermental preferences'of the individual
or groups who formulate the'particular model. These belief
systems must be acknowledged, valued and,incorporated as part.
of the generative’energy for'future educaticnal development.
éelief systems are a source of srrength for both sponsoxs and .
potential client groups. Rather than submerge suca powerrul -
motivatcrs it wculd be well to acknosledge rheir value ‘and
necessity. 1In such a climate, the dialegue—betWeen potential -
partners in educaticnal déveiopment shcuid be the first step;in -

_the creation on a-contract that would bind.the parties te future

creative, cooperative, educational interventions. In this discourse,

not only desirable outcomes but?rﬁe structures needed to foster ~
such outcames would. be articulatea. A true coﬁtract'wocli reveal
not only what the participants would like to have happen, but, why.
and hoﬁ and on what basis each partner.is willing to cooperate and !
lndeed, ccmprcmlse. | | |
As.an example, the Bank Street model stresses dlrect experlence

and generates discourse about these vital experiences betweex} adults

- and children. We found that the introduction of cqggigg¢;or;the_—;—-¥+ff;

-t ———————"""""""gxtension of curriculum to include trips, cxeated multiple problems

in some sites. The resistances were stated typically in terms of

management problems. But, in fact, further exploration led to the

conclusion, that the value of such experiences was not understood -
== _ s . , - -~

ERIC "
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TLLUSTRATE
PRACTICE

B, BUIID IN RESCURCES FOR DOCUMENTATZON AND DISSEMTNATICN
Across all models, for a~diversity of child pbpulati§ﬁs and
with reﬁerence»té distinct site condiﬁions, there is annurgent
need for instances of good practice which illustrates what is
meant by our various theories as cont@iped in a-modél description.

It seems critical that we require of all participants descriptions

of demonstrable processes of enactment. For Bank Street College this

is particularly necessa:y.‘ We found that most of the teachers and
most ©of the parents with whom we interacted had not themselves had
a life experience which gave them an inner sense of the meaning,

the enactment, the value, the tempo or the framework for our kind

of education. It was-as if we were speaking another language. It

" does not seem useful to exort people to different behavior if, in

fact, we cannot given them scme internal lived-out understanding
of the values of such new behaviors.
One of Follow Through's greatest contributions to public

education has, in fact, been in this“area. We, together, have

-generated much Vipal experience and many, many illustrations of

good enactment s By these means the continual bridge between theory
and practice has been built. To the degree to which we have tested

out our assumptions, our beliefs, our theoretical premises in the
lives of children, parents and teachers, to that degreé have thosgl

experiences reconfirmed some values and beliefs and caused us to

— ———reconsider dnd restate various aspects of buf_mbdel.

éEI{I(chﬁiimﬂfhﬁghlyf

The Cr05545ponso:'Task Forces, originally ‘funded by the Follow

Through national office, made a significant bedginning, organized o *

as they were to include all sponsors and representatives of all,

components of the project at thellocal le?elQ ‘They had already

begun to pool experienée,istudy resouisces and‘data.and make:

L
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recommendations for future programs. This was one of several

. 1. .
noteworthy efforts funded, begqun and, unaccountably aborted.

A SCURCEBCOK - Among the achievements of -the past decade we consider the
FOR EDUCATIONAL T ’
DEVELOPMENT - following as worthy of documentation and dissemination.

--:The‘donceptualization of a wide range of educational practices.

4

and long—texm-commitmeqp to'their enactment provided
‘continuity and a sense of purpose which_is supportive to
local programs in the face of contiﬁuous upheaval.. sponso;-
ship is a dynamic and stabilizing force fo: change.
== With héavy>emphasié on the importance of commgnity.ahd
parent invol&ement, sponsorship ‘offers an apprdécb that
community members.ﬁay choosevwi;h full. assuranée that their

concerns will be #ddressed within the framework of the

A

educational_philosﬁphy‘and practice of the chosen educa%ors.
-= Follow Through provides a unique oééortunity for a communiéy

lto combine thé often isolated environment of the school

Qiﬁh traditional community services. The demonétrated.

ability of this program to meld several tdq often separate

! services is one of its greatest'strengths. Follow Through

is.a particulzrly appropriate approach to client-centered
education. ' . : .

N -= Follow Through has an outstanding track record with regard

to citizen involvement.—The parents—collaborate-withithe

\\

local school s§sE§m in planning the use of federal fuhds

“to meet'cpmmunity goals. The foSteking of‘parent leader-
e ey ,;‘.’ . : \‘\ . . . . . . . ;

N e

' oS . ~ £ : ’ P
ship is worthy of further analysis. * ‘

. N

s : : \\ .

e BT
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— Follow Through requires the collaborative efforts of the
‘ academiz commuﬁity, the fedéfél agency, state education
departments, the local schpol persoﬁnel and the parehts.
This is a coalifion often visualized but.seldom enacted.
In this instance it was an acknowledged success. Higher
education iﬁstitutiqhs and -local school districts evolved
a medel of céllaboration that had a diréct;impact-on the
eduéational exgerience available to the~children. As a
model for delivery syétems it warrants further explication.
f-_Foiiow;Through, embodying the ethos of Headstart,'stands as
-_ a beacon of hope in the low-income coﬁmunifies. .The impact;
oflpovertf and its conséqﬁences continues to be'décumentea.
. - In the face of growing unemployment and other indicatiéns
of growihg social unease, the belief of low-inéqme parents A
in their schools and in,the merits of this pfogram is

.

" untarnished--witness the flood of letters whenever the

o

program was threafened ir. previous administraéions; Suck -
‘an alliance is of historical and social éignificance.
C. FOSTER INQUIRY AS TO PROCESSF
EVALUATION AS The importance of apéropriafe evaluation for future inter-
DEVELOPMENT ‘ : '

- . ' vention cannot be overestimated. The SRI/Abt report could not

take into account the extraordinary outcomes of the cqalitions'

created by the concept of SDONSOrship and encouragement of plarmed—

variation. The triangular relations among community, sponsor and -

federal government gave rise to many dynamiq‘developmenté;
We are concerned that the reductionist'spirit'of evaluations
such as that of SRI/abt will dampen’ future efforts to offer federal

f
.
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support to the poor children whose numbers and needs are increasing

daily. The claim of effectiveness for a few competing models

supported by a narrow spectrum of dara is not justified.* To
punctuate ten years of Follow T@rough with the flawed (tenuous)
cénclusions of the Abt repé}t,seemsvto us a serious error in
judgment..~It.is necessary to admit more evidence in such a”

manner that the Abt report is presented as one study among many---
a;l having greéter or lesser claims to vélidity—-all strﬁggling with
the pfoblems of sampling, test relevance, model variatiéns, attrition,
and so qn.r Why does the federal governmenf not take pride gn a

program that generafed so much.change in the education community?,

- Given the voluminous testimony to the many-limitations inherent

in the state of the art, it seems credible to present honestly

T )

// 3 . ) 3 3 -
““the fact that educational practice and educational evaluation are

permanent de&elopmental proéesses.~
It is clear from the outpourings of analysis, reanalyéis,
debate and dialogue as to the intent, the'findings, and the

general administration of thé Follow Throdgh evaluations ‘at the

national level, that research itself ﬁas been affected by the

extensive rethihking of all these issues. _in a new round of Follow
Thiough, in new settings, we Should have aniopportunity to re-

vitalize and legitimize a more appropriate role for evaluation.

This—isfnqw—the—primary—challenge—to—the—research—commﬁnity+_.Weﬁ_m._Mm

. require flexible, serviceable, useable methodology that allows

'fbr adaptability’the~situation and for-the generafion of meaningful

m:ianEmﬁEESDfM;W§“B§§§“EEQg;am;agalysisfangrxeseaxchgstructuresxthat;;_ﬁf;,5'¢

*The Stanford Research Institute data (Cohort 3, Spring '75) rests

on a sample of 256 children, not randomly derived, from a total

—
IMPACT ON THE
RESEARCH
COMMUNITY
]
1)
e b
; Q

ERIC -
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and’documentatién\activities_areAdynamic, ongoing and non-intrusive.

&

I3

create more active roles for all-parties ﬁo the contract, in terms
of setting research gocals, supporting resear;h and evaluation
processes at tﬁe site level and adapting services on the basis
of what has been learned in a fairly iapid and flexible manner.
Féétering a spirit of inquiry as an end in itself seems a more
meaningful pursuit than claiming to be able to prove outcomes.

D. ACKNCOWLEDGE THE LIMITATIONS OF EVALUATION

This recommendation is conceptually a corollary of the discussion
pfesented in C. above. It is time for us to find methods whereby
the ‘testimony of.the'consumer is valued as a priméry indicator of
validation. As an examéle, there may be no measure for a child's
love of schooling, but it is, in our view, a program effect that
is verifiable to ail. We need more ayreement thaf such "naive"”
indicators do reflect program efficacy; When} as another example,
pareats report tangible improvement in their evaluaticn of ‘a school

lunchroom, that then becomes, in our view, an indicator of the

“effectiveness of the school and its prdgrams.

T

The support for documentation~and evaluation depends on built-in
roles and meshing with ongoing programs. The federal office,'
sponsor and ‘site personnel must all contribute in a way which is

properly conceived, designed and funded so_that research, evaluation -

w

More attention must be given to the accomplishménts of Follow

Through, Phencmena like comprehensive services, parent support
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rimplementation - all deserve more exctensive study and reportage.
Clearly, the techhblogy of evaluvation lags behind the axt of |
education. Meanwhile, program planning and policy development

will .continue to rely on a broad spectrum of supportive information,
anelysis and documentation.

Even eA$97 million evaluation could not "preove ﬂpat wéfks:"
Neither the past not the future inte;ests of the federal goveén—
ment or the public can be well served if conclusions about'Folloﬁ

- Through and programs like it do not reflect the(breaQer scepe'
of the péegram-then simply the four measures emphasized %n the‘
"-earlier study. _tocal evalﬁatioh, sponsor evalﬁations, eite,
fdocumentation, non-0.E. evaluations = theee have 5een given too
yflittie atteneion. All are worthy‘of study. All contribute to

the promer image of Follow Through and its true history. o S

&

E. LEGITIMIZE THE SERVICE COMPONENT

SERVICE AND . ‘ The conceptualization of service and research
RESEARCH AS : . A o
INTERDEPENDENT ‘as opposing functions creates a false dichotomy. IB/faét, wherever

-site and sponsor rv.lationships haveifiif/igproﬁgzg;ely forged, ‘
- there has grown a unique ccnsfe};at on of capability in support
: of child development, Eareﬁg/development, teacher developmeht,

e : {schoolrdevelogmenfiand—research development. -In well functioning

-

»Sites,,eaéh-of #hase strands can be observed in a living context.

It is- these distinct and cample:: ecosystems-which are now often =

= ) k,»/”f | referred to collectively ard genericaily as educational laboratories."

T It seems wasteful to discard these accimulated services.. They Were,

generated in a climate of~6ptimism and’ funded in an era of abundance.




.NEED TO ‘CONSERVE
- RESOURCES
i

ERIC_
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Now, as the financial resources of the federal

government, the LEA, and the academic sector are becoming

more limited, we must think in terms of conservation and careful

- management. We may never again initiate programs with such

intellectual audacity and financial generosity. It does not
seem wise to discard subh;an important program, whose key

features may never again be reconstituted. $Still less indicated,

it would seem to us, is the re-design‘of a programhwhich eliminates

:thgse'aspects<having‘tq.do with gupport for family life and

. psycholdgical serv;ce'for children; We can never dispense with

ch basics. The disarray;-the lack of consistent care available

in the health service delivery systems in our-nation at this

P

time, is in and of itseif an argumeént for careful consideration

of the éontinuanée-of Follow Through and comprehensive progréms

s £

. {like Follow Through wh@bh,/in‘fa¢t/ harness the ccmmuhity's-

" of an educatiznal program cannot pe.underestimatédl'

‘capability to d%live; adequate services.along a broad -continuum

of need. :The relationship between those néeds and the effedtivenesé P

N

FAR

o

:iv FUTURE DESIGNS " h
.EAUAIiéy sf edﬁcétiﬁnal opéortunity‘ieﬁains ; sfatéd goalc_g"-r
'ioﬁ.pﬁrAsocietg. follow'Th¥ough hgs démgnstrétéd thét it éaﬁ piay
a vifél g;lé-in the-at£a;nﬁeht of tﬁis-goal.b :g‘-_' B |
It is ouf hope tha# Follow Thfoughlﬁi;l:be retooled and

v extended,’thaé*i; will be given permaﬁénée and-stability‘as.a,k

comprehensive, cohesive,:interdisciplinary7child Ad@ogacy:Proﬁram

_serving, low-income children. A new plan must allow for participatio

S

¢ - - .

n
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. allow for a deliberate planhing process.to be carried out. Such

is the orgaanlng unit. This approach is based‘on_the assumption

,ﬁeasible and ap9r0priate at'the school level. The propositions.

would wish to preserve in Follow Through ‘are also the elements
we belleve to have the greatest potentlal for lmpact cn the quallty

of public education. Among_these essentlal-components are:

of responsible government officials, legislators,. sponsors
and local site representatives in the evolution of a national
policy for the education of its poor children.

,Wz‘urge that all future designs include structures which

B

structures will assure the best use of our resources, as we bring

to bear the experiences of the past upon our planning for the

’

future. S o : . S

In the recommendations_which fgllow, the individual school

\ {

that communlty plannlng for a ccmprehens:.ve program is most

’represent a widespread consensus deveioped by participation

among” all shareholdexs.
_A. ESSENTIAL INTERACTIVE COMPONENTS |

As we begin to conceptualize the potehtial_for outreach in

current sites, we discover-that the salient featureSwwhich we

. V-—An.outreaEh‘Servige_frcﬁ.the‘school7to,families in the
immediate neighborhood in" order -to serve éhilareh frcm'birth through
the elementary grades,.typically to grade six. L - R o ”ﬁ_fi

——Early and.continuing assessment of individual.children;?their

.strengths as well as their needs, utilizing a variety.of diagnostic: ‘;”f,

instruments rather than relying on standardized tests alone.. .

- . r - . R

*_1}453 D
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“in decision-making.

~ which will enable them to provide differentiated learning experiences(-

—-Differentiated and carefully guided 1 earning experiences-
fS; children(which are‘planned tb maximize their strengths and
meet the needs revealedvby early and continuing assessment of
individual children.
» ——Active and meaningful involvement of parents in the'classroomsff

and in school and community activities as colleagues and partiCipants

--Joint planning byvschool"and community for the integration

of'educational, health and social services for the school population.‘

-

-Training of supportive staff for teachers- staff developers,

sometimes referred to as resources teachers, or master teachers.

]

~=Tn-service programs for teachers and paraprofessionals toward- .-

k!

the development of of a repertoire of skills and teaching strategies

for individual children.

-=Career development. for paraprofessionals who desire to

increase their competencies and contributions to-education. .

-~Team training, the principle objective being to develop

understanding and:acceptance of different perceptions of the

.

educative procéss and throughédiscussion (and sometimes through

negotiation) to seek mutualitv.as to.educational goals,for children.

N
——Continuing education of all adults involved in children s

education and development, both separately and together, including

\

parents, instructional staff,_anCillary personnel and administrators

gin‘order to make childbadvocacy a'reality.

e

\
-—Cooperation between staff of- the school and an outs1de sponsor

. N o /f . e -~
in conjunction with a local instit/tion of higher learning in both

ERIC-—
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in-service education and on-going evaluation.

e e cnzgoing_formation;analysis,to'foster the_cycle of analysis,
feedback,_fndividualizing learning zxperiences andwreassessment.

—-- Assessment of progress  through an integratediresearch
design using'rarious diagnostic_instruments and through multdplef
.perceptions.“

B. DEMO&STRATICM-DiSSEMINATIdN FUNCTiONS

¢

A If Follow Through 1s strengthewed and perpetuated as a dynamlc

child development-program with a broadﬂnatlonal const1tuenCy,

each site should be conceived as a demonstration/dissenination

center - a signifdcant’source of‘strength and continuity - ufthdn
. a program whose. overall mission is'as an educatlonal resource.

. We urge that‘resource centers be establlshed in sites in whlch
there is .already a. _commitment to the sp1r1t of the Follow Through
program and the goals of the partlcular model chosen by -the
community. These successful 51tes could then facilitate the ,: o.

creation of new centers and new'approaches to training. -

'
1

We conCeive;of these centers as study-learning centers respon—'

e

sive to developlng géals of educators and parents--not "llghthouse""

casting beams on the- darkness. Thls added capablllty for

\

demonstration would then’pe developed.in reference to.an‘on-going o

‘well-implemented"educational~approach. 'The'centers would*serVe as

'the necessary brldge from present qualltatlve educatlonal settlngs

iz,

to new communltles and const1tuenc1es seeklng to reach their. poor-

-children and families more_effectiVely,

The demonstration~dissemination component should be'planned‘to

‘ensure adequate (additionaL)gstaff,'facilities and accessdbilfty;‘

Aruitoxt provided by Eic:
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The addéd goals of regional tfaininé; dissemination and edudaéional : //
research.sﬁoulq be'cgnsidered qﬁly.ﬁith,refefence to .the primar§ ‘ )//
criteria offon-going'qualf;aég;e experiehces and servicés.for i ﬁg/
the children and famii}gé now served. . .. = - E  )/("**““__“_
C. EXPANSION TO NEW SITES o . ////
N ! Ve

Before estimating the cost of a new Follow Through prbéram»

in a given community it would be necessary to review existing

resources. Certain components such as parent coordinators,
psychological and social service staff and in-service, trainers -are:

essential to the continving vitality of Follow Through,‘°Howéver,

the per pupil cost would oVary greatly in tenws of the extent to

i

~ which needed services are already in.place. The entire array of

needed services will not add substantially to the per pupil cost
in communities that alread& offer these services, érqvided that

such functions can be redefined and integrated in ‘relation to the

goals of. the choéen.model. The principle additional cost wouid

then be the initial and on-going t:aining of personnel to perform

. the services in accordance with the model goals and practices.

Training.should: begin beforé“;he program is actually operation-

alized and be.streéséducontinually thereafter. Werkshops for

_parents and local staff would enable the'ccmmhnity to make an.

educated choice and ensure commitment to full enactment by the

shareholders. Ih'such workshops sharéd'goals are defined and

necessary practices- agreed upon.
Among the strategies and'procedurés to be built in as.new

'sites become eligible we recommend the fdllqwing:

4= A coalition between sponsor, community and local colleges

and other centers where teachers receive pre-service and in-service '

iy
M

PR



training, éxchange faculty, and develop joint projects for study and
demonstration. - C . ‘ : .
e T T . . IE

-~' The structuring of a period of initiation involving the ;ﬂ

s " assessment of educational needs of children, services already

available, shared values ~sponsors, parents.

I v .

. : { . : . R . .
social - perhaps. priority should be cdnsidezed for those communities

working toward desegregation.

-

w— The design of schooling as comgrehensiVe with“continuing
. . , o - . T e
‘health, guidénce.gnd-psy holdgicai séryicgs.
‘--:The ;edefinition £ tﬁe role q£>the pfingipalréﬁho woﬁ1d

share'responsibility for model iﬁpleméntatioﬁ; - . o ". ﬂ;

| r--The négdtiatidn with uniog$';hd{ LEA  -to,ensure'staff:3, 
B  flexibility. o

-~ 'ji.e renegotiation o :ioad‘to permit‘availability of

Eeachgfs to work with parentr, partibipate.i#xstaff:éeQélopment,
child assessment and staff sblectiéﬁf | '

o 4 . - . ' Lo . .
~ == The definition of a jpermanent_role for paraprofessionals--

selection, staff deveidpment and career laddérntc be built iQ'Withi
'thé reqqiremeht that parapfdfessionals'be parents of children in

the p’fcgra.u:_x.; .-—w\r\ -\ .\:_\ . ) . : .’_. ;

-- The gstablishqént of a paraprofessional role as home-

NI e

school iiaisop-éseléctiqn, staff development: and career ladder'. 

-to be established. - S
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== The building in of staff development programs to

facilitate objectivity, feedback and an emphasié on self-analysis.
- The bui;ding in 6f feedback from formative research and

program analysis to influence the course of the program while it -
is in"the process of development. - . '_ -
. . . . ‘ 1 : : :
-- The funding of sites at varying rates depending on initial

assessment of local resources, training needs and other factors , _

infldencing.overall'implementation potential,

~ ¢

V. CONCLUSION .- - . ~ - o : -
Public eduqationuwill_nevér be the same. Follow Through

created a model for ‘growth and change which.toughed'the lives

-

of thousands of children, teachers, parents
. i . r

—

and administrators.
{ N B

' It became a movement by.virtue'of'itsfpower to generate hope,
commitment and a sense of purposeful growth in public-educatidn. -

The design for the National Fqllow'Through Program is a model

> -
f "

overarching all the very real‘diffgrenceé resdlting from
: ‘ B oot - ¢ .
planned variation. National Follow Through insists upon coalition
. N . ] . st ° '. .
of the local school, sponsors and thé federal sector. This -

coalition, in our view, remains our best hope for the future.
' . . [ -

', The care of«young'children, the protection of their intellectual -
. ST . - : o . B v -
promise and the support for the natural settings -- the home

and the school -- in which to enact these responsibilities remain

R - - “the unfinished tasks d£ the iwentiéth"céntuty.
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: Program Analysis Materials
: Used in the Implementation of the Bank Street Model

-~

Since the beginning of Follow Through, Bank Street has been
devvloping a Program Analysis system which is designed to meet the
- need for. ongoing formative and summative evaluation data appropriate
to ouwr model, : ‘

(S

‘AI.Rationale

The Bank Street program -has been referred to as a Vdevelopmental-intets
action" approach io education. . e

"Developmental refers to the emphasis on 1denti*iable patterns of
growth and ‘wode of perceiving and responding which are charactezized
by increasing differentiations and progregsive intcgzations as. a’
function of" chronological age. Interaction refers, first, to the
" emphasis on.the child's interaction with the environment--adults,.‘_
other children, and the ‘material vorld--and second, to the interactio
between cognitive and affective spheres of development. The. develop
mental-interaction formulation.stiessed the nature of the- envizonmen
-as much as it does the pnttezh- of the responding child. "1™ -

The educaticnel program*whlch rests on this theoretical fbundation io
characterized by individualizatiom and various degrnes of flexibility in
curriculum development and sequence. This approach 15 in sharp contrast to!
\QE: type of progzan charac..:rize. Ly & predetermined and inalterable e
curriculum semi¢ince, In the latter program, pcrfbrmarce criteria reflect
expectations which are established as a consequence’ ol the 1nteraction
between curriculum sequence and rate of. progress.

\ o ' Wi.hin the Bank Street Approach program evaluation, to Le effective,

must yleld information about the'characteristics of performance which, in

L turn, can be used formatively as a basis for program development. - In the
Com : ~ . _ other type c¢f program, performance - characteristics are predeternined by

- \\ the nature of the instructional m.tcrlals.‘_._ ; :

—

e Kbhlberg and Mayer have discussed the basic dilemma which! is introduce
into programs similar to Bank Street when achievement tests are used to
measure 'educational objectives.

_ \:From the ethical or philosophic point of view, the’ use of achievement
tests to measure -educatioral objectives rests on a ccmpounding of one
type of relativism or another. . The items composing «n. achievement

2 test do not derive from any episterologiceal principles of - adequate
. pat*'rns of thought and knowledge, but rather- represent. samples of -
: items taught in the schools...There is no internal,logical or ..
epistemlogice.‘l. annlysis - of these items to justify their worth... ,2~

e .
*E. Shapiro and B, Biber. "The Education of Young Children. A Developmental
Interaction Approach in Teachers College Record Vol. 7h Fo.l, Septenber, 19

2L. Kbhlberg and . R. Mayer. QDevelopment as the Aim of Education," in Harvard
Educational Review. Vol." h2, No.k, November, 1972 S v




instruments developed by Bank Street College is to provide e
information aboiutthe characteristics of performance which, in turn, will

e purpose of the program analysis tasks and cbservation A

E allow for logicel and epistemological analysis as a basis for. establishing
' goals for program development within the individualized framework. As a S
result of epplication of the tasks to many children, teaching teams will collect
their own "data banks" about specific aspects of children's performance, With.
- this information, teaching teams with their colleagues can articulate their cwn

g~
-

expectations for increasingly differentiated "
both developmental and interactional gools.  This is a significant aspect of

./ the staff development process.

child behavior -- in terms of

17. Aspects of Child Behavior _ . : T

1.

R —l

s

[ ’
<

" . Following are selected aspects of child behavior which are of central
corcern for programkdevélopment within the framework of the Bank Street program.

 differentiated and integrated quality of the child's‘thqﬁght{p;ocess.jw,i
For example, in the Social Studies area of the curriculum, are the’childre

" the availability of the commodities?  Vhat are the conditions Woodland: -

'1life styles of. the people?). S )

_can the'child'represgnt»concepts simultanebus1y'through the mudes? -

e persomalized. quality of the child's krowledge. How available are -

_Vpxtending-his:undg;étandingfbeyond the personal level. = -

. fhe-child's ability to maske inferences and hypotheses based on his

' problem and consideration of the constralnts inherent —7 275 Fo=——- ..
n the dramatic play encouraged

“is to integrate all the aspects of the culture which have been studied -

. of the child'é-understanding‘of the culture.- Foruthis age range

The sffuctural‘drgénization of’the'chiid's,khqﬁledge;ﬁwThis refers to.the.

-

gble to specify the complex relationships’ which underlie,the'oxganizaﬁidhf

of a society? (e.g. Vhat are the steps between growing food ‘and’ buying it
at the local store and how- does that affect the price charged as;well: as

Indians lived under and what were the' effects of these conditions on the
The modes of tepfésentation that are available for expressién of-kncﬁiédke
Haow articulately can a child communicate using three-dimensional, two-

dimensicnal pictorial and formal symbolic modes? - More ‘importantly, how

personal. experiences which the ‘child can use to identify with a situation
and reason through the ramificatjons of the situetion? ' For example, in

the interview tentering on soclal studies ticenes which will be described,.an
{mportant dimension of the-enslysis is the extent to which children s "
associate their personal experiences with:the picture. - In terms of the
spatial and temporal limitations of children’s thought at this age range
which has been:deéscribed by Piaget, this is an index of the child's =
ability tovstructure}his.thbugh%‘proceSSes by ‘associating and prejecting

personalized time-space patterns.on a situation and, subsequently,

4 B

Eggerstandihg- through identification-with: ersonal experience) of:a
lem and:consideration.ofuthe'constraints;inherent in. .the problem, -

‘Oqe'illustratiqn~of‘this\1s‘often.found i rac _
in Bank Street classrooms. For example, if a group is studying about .

ah Americen Indien-cuiture, they might@put_together‘a'play‘about;éfphh;e
of life-within”thnt»éulturalzcontext."'The educational goal of the play:

4nto a dramatic-illustration. The degree of jauthenticity is the ?easurgx;
ange (6 to 8);




5.

(Language ability of'children. This includes thc children ] ability to use.
language in a specific manner to differentiate and elaborate these ideas
-and feelings as well as a measure of the.range of ‘vocabulary available.

with, . : , , .

the play ia the equivalent of the presentation of a "sociological _study.

The simultaneous use of bodily gestures, three-dimensional replicas

of culture artifacts (which have been made by the children), two-
imenzional pictorial representations :and language to summarize and ;
communicate is an example of the construction of an.elaborated and differen- g

tiated time-spece pattern around the study of a culture which has never been .
experienced first<hand. It is thé transitional stage between learning from -

‘a personal life experience bounded by temporal and spatial constraints

to learning through vicarious participation.

General information children have about the purposes and processes
related to the functions of persons and objects in his world.

This refers to the range of evident knowledge which reflects children's.
awareness of the multiple roles a single person might play in the
normal course of life (e.g. mother, wife, doctor, teacher, housekeeper)
as well as the competencies for each ro1e and the tools which enable‘
the enactment of the role, :

Additionally, it refers to a more general knowledge about the functions
of objects such as machines (e.g. trucks, busses, automobiles, etc,) and
the relationships of these fuactions to meeting ‘human needs within an:
elaborated social organization, = . 1y 2 .

’f"k

to children to describe and label obJects thch ‘they have had e/peraence
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III. GOALS AND OBJECTIVES
1y
;l. The Overall Goal

The ultimate goal of the development &nd use of program’ analysis mnterials is
to enhance the learning-teaching process,
¢
2. Goal-Rclated Objectives

! \

f/ a) To interpret the educational progrem in terms of individual S
:/ children ' ) B
/ b) To observe and assess child. performance
"c) To deepen the insights of teaching teams about individual children
and the dynamics of behavior. : .
{ . d) To create a more obJective and useful methcdology for record-
N keeping and reporting about each child's learning and growth
‘ '~ e) To help teaching teams master more effect ive teaching strategies .
K which match their increased understanding of chiloren. o
‘ f) To create new modalities for building mutual understanding and
\ positive interaction between and among teachers paraprofessionals,

ancillary staff ‘and parents ‘ L
lV. BRIEF DESCRIPTION OF CONTENT AND PROCESS FOR USE OF- PBOGRAM.ANALXSIS TOOLS;,

Diagnostic tools Have been developed by Bank: Strcet or selected from other“

- /s ces, In the latter case, instruments have frequently .been modified or ‘A'~
|/ expanded in terms of the Modcl's objectives. Some of these instruments ‘can b=
/{used for either summative research (evaluation) or formetive research (feed-back
H'for staff development). Their use for purpcoses of evaluation i3 described belcw’
N id the section on Program Analysis. There follows a .description of the diagnos-
’ - tic tools aasisting in child develorpment and adult education _

b

f/ : 1.: The Child as Learner

o | % ) :
/ The following instruments are all administered to individual children
/ xcept ACE and DCB/which can be used with either one child or a group

a) The Roster Profile

Content: A. grid to provide an overview of all the individualf%
children ia a-given class, with respect to. their :
strengths, ‘observable needs, end’ motivation for - :
learning,salong & dimension which defines the' areani

~of Social Skills, Learning Styles and’ Interests, <.

'Proce53° The form should be used several -times durihg the -,

' year to- reveal individual growth and group changes

>
L
®




o _ Analysis of the results by teaching teams and staff
_— . ' . - developers form the basis for group and individual--
ized plenning. The implications. for individual
= planning and program development stem from analysis
----- g - -——-————0f-the-29-variasbles-which" differentiate-the-major —
. : o categories.- Group planning may result from the
-~ ) : . identification of similer interests and/or needs
. . for several children. ,

b) Individual Child AsseSSment Form ‘ . .

— , Content: A more elaborated form to meke & closer look at -
: ' . particular children, based upon observation of their . .
-~ ) actions in class and at home conversation and/or
- " pley, interviews with families, and conversation
. : witk other children. The form suggests what to
- , Yook at closely with respect to: what each child
o : e ' does, how he sllots his time, what kinds of support
- - ' he -seems to need, and priorities for treatment.
’ ‘ Process: Teaching teams and staff developers méy wish to use
. . this form to lodk more closely at a child who seems
- - to need special support or to snarpen and deepen .
N A : perceptions as recorded in the Roster Profile. This
oo - ' - - ‘more eleborated form is perticularly valuable for N
) individualized curriculum planning.

c) Anecdotal Records and Report Form

- o Content A 1ist of possible dﬂmensions to be described in
: anecdotal records covering: fvlf. Style, Working-
, : ) learning Style, Interests, Social Interactions. -
o L . - The . sub-headings under each cf these’ major tetegories
S : . fsuggest specific areas of corcern with examplec of.
- - vhat to look for in each area. The summery report 5
' : . guide known as "The Child in Sckeal" provides guide~
~ lines for informal dey to day observation and record-
keeping as well as the'format for a more extensive
: - finel summary.
- Process: It is recommended that running anecdotal records be
; : kept on at least three children in each class, with
= T Co particular emphasis:upon observable changes, which
o) ' may indicate progress or the reverse. Discussion
, . of these changes ghould focus upoa the possible
et e e e e L —......causal factors and treatment. The assistance of =
e T T T e 111aYy personnel . in*this“analysis‘will‘be T———
S o i S particularly important”“_"“*“‘ T - s

R

"_te‘n- BN [ d) Reading Assessment Form

'Content Three instruments- (l) a grid for a Group Assessment
to check various elements ‘of” language for each dhild
with respect to Language Comprehension, Physical
Development Related to Reading Skills, Encoding- and .,
. fDecoding, (2) a Check List for Assessing Individual ’

L



Develonment with specific examples of what to look for
grouped under Beginnings, Initiation to Reading, !Middle
Reading, and Later ‘Reading, and (3) & Key to explein
the categories in the Group Assessment Form, and to
' relate these categories to the itews in the Checklist:.
Process: Curriculum plans mey be made for both groups and
individuals based on the Group Form and the Checklist.

. Discovery of weak pleces in a child's growth in reading

. arnd language does not necessarily indicate the need for
immediate or intensive drill.in the areas of weekness.
The child may have & learning style vhich is incompat-
ible with the inanner in which he has encountered the
skill or he may be developmentelly unpreparcd. The
teacher should strive to provide experiences in the

— child*s-areas-of—interest—and-competency-to -build reed-
ing on strengths rather than to d:'1l1l on weaknesses
Drill on week spots usually provides little be51des
more failing experiences in an area in which the child
‘has already experienced feilure, If, houever testing
shows weakness of the whole group in specific areas,
the teacher should be sure the children are develop-

. mentally ready for each aresa and then provide
opportunities for the children to experience these.
areas in a variety of ways, Tedching teems will wanpt
to review and discuss the forms with staff developers
who will clarify and assist in planning.

" e) Differentiated Child Behavior Form (DCB}

Content: A grid for systematic observation of children in a
learning situation, recording the frequency of child
behevior under the following mejor categories: Giving
Ivformation, Asking Questions, Eypressing, Behaving
Aggressively, Autonomy, and Communication via Symbolic
Play &nd Representation. There are sub-categeries under

- major categorles to identify specific behaviors, Tre
form can be used for groups of children or individual
children. It provides quentitative and qualitative
data regerding children's verbal and non-verbal communi-
catior in classrcoms.: The nature of the interaction
is coded: child-to-child or to.adult; adult-elicited

. ~or non-adult elicited; individuel or choral. responses.’
‘ The referent child's sex is indicated 'in each instance.

Ay

-period of training. It does not lend\itaelf to use by
teachers or to immediate feedback. The' form 1is
essentially suitable. for snmmative research ‘but the

. results of the analysis of aggregate scores gerve as
valuable feedback for staff developmént and program '
development, when interpreted by.competent persona :

f) SPACHE Diegnostic Readigg | : ' . /

' Content° A diagnostic reading test whi ch“yields information as ~

Procesa: . The .form car be used live efter a rigorous. _and prolonged



Q-

Process:

" for that child,

-—Trelated-{o-comprehension:

to the child's overaell reading performance. It is
scored as to Instructionel Level, Independent Level
end Potential .Level, Tt identifies not only the
child's decoding skills mit also the critical skills

This test is administered to all second and third greade
children who have progressed beyond the initiation
stage of reading., It is administered early in each -
school year to each child individualiy by the teacher
or: assistant,. The resultant Reading Test Record is
then the basis for the individualized reading plan -

g) STAR (Screening Test of Academic Readiness)

Content:

Process:
2HeC88

A test which yields information about the child’s
language development, his ability to identify like-
nesses and differences end therefore his capacity to
differentiate his environment. It also gives indi-
cations s to visual motor development. It includes.
Picture Vocabulary, Letters > Pleture Completion,
Copying, Picture Jeseription, Draw a Human Figure
and Relationships, A ' : ] . '
The test is administered to all incoming kindergarten

‘children by the teaching teem in Septcmber or early

October. It is administered to nor more than five.

- children at a time and provision is made for those

children who may need & one-to-one setting.- Each

" child's test is reviewed by the teaching teams with

B) Parent Report

*he staff developer. It serves as the basis for plen
7ing individualized experience. In addition, this

vest provides impertant clues which alert the staff

to the need for additional diagnostic or remedial
support, - . ' .

Form

Content:

A comprehensive periodic survey of the child’s growing

' interests, skills and competencies. It consists of a

©  Process:

teacher's guide which Suggests areas to be covered and
8n outliné form on which the teacher writes, Areas to
be reported upon 1gelude: Interests and Concerns,

Social Studies, Language and. Reading, Mathematics,

The report form is filled in 4n writing by thé'féééhing
team, with the participation of the staff developer,

It is sent home to paréntslh times yearly. There is

space for the parent to comment.in writing, In _
addition, the social work staff assist teachers in -
planning follow-up parent conferenceés. at least twice

. Yearly, As the form of the report is cumulative,

space is provided for consecutive entries at each
marking period, ) T o

.-5;7r.



1) Individual Folders -

Content The items described above plus the results of the
. battery of selected achievement tests administered by
each community will be kept in each child's folder,
plus records of parent conferences, nome visits,
reports (if any) from ancillery staff, end the indi-
- - vidual data required by the locel school system. Each
' *  teacher mey have special ways of looking at children
vhich will be high-lighted in the collection.

Process: The folders will serve as the basis for analysis of and
planning for" individual children by teaching teams and.
supportive personnel, They will also provide material
for personalized records to parents.

2. . The Adult as Enabler

a) Portions of the Self Study

Content: ‘A series of questions on vhich teeching teams are asked
A ' to rate themselves. The portions which are appliceble

to the adult as enabler are related to Children's
Learning: Vihat and How, Classroom Climate, Parent
Involvement, Patterns of Interaction: Adult- to-Chiid.

Process: The form can be used either as a completely confidential

: method of self analysis or as a basis for team work or-
‘Tor discusscion with the staff developer, leading to -
identification of areas where help is needed and uanted

b) Teacher Assessment Form

. Content: A series of scales to assess Room Arrangement Classroom
Management Opportunities in the Classroom for Learn~
ing, Teaching Strategies, Interpersonal Relationships,
Attitudes toward the Model, and Professional Develop-

o ment.

Process: This form may be helpful at .the point of Selection but
it is intended primarily as a basis for continuing
dialogue betveen the evaluator and the teacher in order
to -support the change process on which the teecher must
embark in order to move toward effective implementation .

- of the Model.

i - ¢ )—PoTERE :..Inter_vieﬁ e

. " Content: An interview schedule designed to explore and reinforce

- o o S Home-School Relationships, Parent Participation in the -

: , ‘ _Classroom ard in the PAC, Compatibility of Home-School. . -
_ . - Concepts of Educational’ Principles and” Practices. o Loy

. Process: The involveément of parents as interviewers ‘of other

. parents served as a atimulus to those who did the

- - interviewing to learn more about the ilodel and to”

participate more actively in the planning and the -

enactment of the program.




APPENDIX B

A St Bycerpt--from-Materials Review . , —
’ Nero and Associates, 1975

OVERVIEW OF THE MODEL

~-Basic Va]ueé and Beliefs

‘The -Bank Street model is a developmental-interaction approach

concerned with: ~

1. The growth process of individual children through

varlous stages of deveIOpment

2. The quality of thelr interaction with pe0p1e and w1th
mater1als which foster such deveIOpment

Building a .total env;ronment--soc1a1 and physica]--in-which
children can déve]op and interact productiVe]y'}eQuires a highly
competent staff, skilled in using ﬁateria]s and establishiné pfo-
cesses. Hence an'initial thrust and a continuing concern of the

model is staff déve]opment:

Essential is thevIntetpretatfon'of-Goals for Chi]dren

The essent1a] 1ngrcd1ent of Bank Street's staff development

program is . 1nterpretat10n of its goa]s for ch11dren, wh1ch ‘may" be
descrlbed in- terms of the klnd of people the chvsdren could become:
conf1dent, inventive, construct1ve c0p1ng ‘human beings. _Thus, -

they need not only basic skills ‘but also a high level of cqggﬁtive
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.development (not merely simple recall or recognition of facts),
a good self-image, a probing, exp]oratory attitude toward learning,
B . the ab111ty to solve prob]ems, hea]thy emotional development, the

dwab111ty4to—¥uh:t1on autonomous]y, and sens1t1V1ty to the r1ghts

and feeTings of others. Educational Goals for the Bank Street

Approach to Follow Through (1) outlines more fulix these desired

_outoomes for children and goals for the staff deVe]ooment 5rocessr
This growth and deve]opment on the part of the child is believed

_to occur in cAdassrooms in wh1ch careful pTann1ng ‘and structur1ng

by the teachers and paraprofessiona]s are combined withvself-selection
and self-determination by the ohilqreh, within the‘context of the

choices available. - ;

Many ‘Mechanisms for Children to Structure Their Choice f

Bank Street hes developed many mechanisms which make it poss%ble;
for ch11dren to structure their cho1ces,‘such as p1ann1ng charts/on
thCh children record their 1ndIV1dua1 and group work act1V1t1es.

Thjs knowledge of the child's activities and progress enables the

teacher to k2'n the child rake choices which extend his Tearnihg.

_Key Cancepts and Perceptions

A set of key concepts and percept1ons appears to, give d1rec-
tions to much that Bank Street does. (2)(3) “Among these concepts
and perceptions_are-the-following:

%_,mm%-”Qi.ﬁvfr~ 1. The principles of educetihg all children, i.e., Follow

Through and non-Follow Through, are the .same.
: 2. Each ch11d must be cons1dered 1nd1V1dua11y, not s1mp1y

for rate of growth and_learn1ng, but also for sty]e and RS
. . t ‘ . ) . . !
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which the classroom is organized, and the home-school ” ’ i
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individual interests. This means that, in essence, .
each child has his own curriculum built by the chiid andb‘

the teacher around the chi1ld's special interests,

strengths end needs. This curriculum shifts and changes

as the chi]d_deve]ops and as new opportunities and chal-
1enges occur.

The 1earningrenvironment is built around normal work and

" play activities, which are indicators of out-of-school

interests, concerns and experiences. - This concept influ-

ences the selection of learning matgrié1s, the manner 1in

interaction that is planned.
The child can become a self-directed .learner. He can

enjoy learning and knowing how to select and develop his

own learring resources.

A child needs opportunities and guidance for working
effectively in gr:ups; He can learn to like.working with
other people; he needs skills whjCh’enable him to work

cobperative]y; he needs to understand the impoftahce of

. working with others. 2 _ , : o

The processes which enable the child to learn and develop

atvschoo] are based upon years of study and experimenta-

o

tion by .the sponsor-. Developing understanding and use of

these’procésses by staff, parents and children is -the most :

important task of the sponsor.
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Classrooms Have Standard Materials

Bank Street classrooms contain certain standard kinds of mate-
rials: a wide range of-trade books, Bank Street Readers,'languaée
stimulation materials and Cuiéenaire rods are among tne naterials
commonTy'found in their classrooms. Mosttimportantiy; the class-

room is chara'ter1zed by a wealth of natural mater1als 1nc]ud1ng

p]ants and animals indigenous to the reg1on and materlals and

'tools for exper1mentat1on, construction and express1on--many of

L]

them teacher-made.

Bank Street classrooms are busy'niaces nut do. not give an
impreSsion-et chaos. Typically, each child is: engaged in some
read11y identifiable Tearning act1v1ty, either 1nd1v1dua11y or. 1n
a group. Usua]]y.the groups are sma]l, two or three to give
children at the most. Seldom is-the entire class working on the
same thing at the same time. The adults work with individuals
or'émall groups, but'they a]sohkeep in close toucn with other‘
children in the rpnn'and are available to supportiand eva]uate

independent activities.

A Commitment to Self-Evaluation

-An 0verview; Bank Street Approach to Follow-Through:

1

Position Paper, 1973, describes the sppnsor‘s positions and L )

general imp]ementation procedures for staff deve]opment, parent
1nv01vement, school community re]at1ons and program ana]ys1s (4)
Bank Street assumes that when a schoo] system selects the1r
approach th1s school system is mak1ng a comm1tment to se]‘- '

evaluation and : Jnange Bank Street s thrust in this cha;ge

T

.
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~process is to include in its training the staff of the entire

sthOOI--upper grade teachers, the principal; and other school

administrators--as"well as Follow Through staff.

Rationale for Deve]opment and Use of Mater1a1;

‘of sponsor staff a]so review and se]ect what they feel to be

Consistent with its emphas1s on staff development, most of
the materials pnqduced are either for inservice training on
intended as “teaching tools. These materia]s“dnclude elides,
f11rstr1ps, films and video tapes.(5) A 11st1ng of mater1als ”

available for d1str1but1on has been comp1]ed by sponsor staff.(6)

~ These materia]s are used in Bank.Street, on-site and regional

-

werkshops.
Project sites are provided lists of recommended instructional

materials(7);'e.g., unit buﬁ]ding blocks "and accessories. Teams

qua11ty read1ng mater1als Cata]ogues of recommended books in the
Bank Street Collete of Education Bookstore are made available to

the Tocal districts on a’regular basis.(8)

~  CLASSROOM INSTRUCTION . / |

/

}Curricu]um Qeve]oﬁed.from,CIassroom Activity . ' ///

"and read1ng, recommendat1ons are made as to what books and mater1als '

The focus of the Bank Street classroom is to develop curriculum

" on the basis of the experienceés of the children. The teaching role
- is critical in the learning process a]though net“alyayS»that of

‘“ipstructor.” In the areas of soc1a1 “studies, mathemat1cs, science

t

would be helpful, but’ mueh_of,the_curr1cu]um-bu1]d1ng occurs through

1 (;;3;.
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other activities. A key paper from Qur Children and Qur Schools,

"L earning Through Play and'Exberiénce in the'Heré-and-Now World,"

describes this curriculum-building process.

Each Child Has His Own Reading Program

_Language and reading pervade every activity in a Bank Street.
" classroom. Children Tearn to read through the recdrding of their

own experiences, as described in The Initiation to Reading.{10)
Throughout the reading program, comprehension or reading for mean-
~ing is the major goa].'.Toward this end, silent readinghis empha;‘
Qized earﬁy in the program,_ An essential component of thfs apprqaCh"
is ear]y and continuods diagnosis of each chi]d‘s‘potentiai strengths -
as a reader~defermined by a‘standardized'diégnostic test chosen

By the mod§1 and administered by the téa@her. Guidelines have

been written to asﬁist the téaghef,in the deve]opment.of each

child's own reading.projram, drawing upon a variety of methods and
materials. A detailed paper describes the classroom program which
-supports an ihdividﬁalized,feading approach*. Certain reading

and reference books a.e suggested bytéank Street, which also has

developed a bibliiography with an accent on Afro-Americans.(11)(12)

Bank Street Classrooms Seen as Worksheps

Essential to the¥Bank Street approach is a classroom arrangéa
ment - that allows children to choose their activitiés, to work
individually or infgroupé, and to have access to a variety'of'mafe-

" rials. There must also be understandable rules and well-defined

*Ayéi]ab]e.in‘fa]] 1973..
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.structu}e so that children can regulate and organize themselves.
Bank Street clasérooms are seen as workshops'wifh_various'interest
areas separated from each other by shelves or dividers. Children -

can move from one area to another according to their needs. There

“are sections for blocks (13)(14), games ard counting materials;
easels for painting; §nd qﬁigt areas with rugs and comfortéble
chairs for readiﬁg or other individual wgrk} Desks_and chairs are

~movable. B |

In'additién, a Bank Street classroom provides materials and
facilities for an art area, science area,"wooaworking area, mathe--
matics area, cooking area and an area for indoor play. ‘Printed_

"materials have been written to provide a guide to the teaching

staff for working iﬁ each area.* One such example is a four-page
paper describing how 1ahguage and mathemétics experienceé,-dramgtic
play, and social studies and science questiohs can evb]ve from
cooking-éctiVities in the c]assroom.(15) In addition, the Bank

Street social studies‘program views the coﬁmunity as an extension

of the C]assroom.(]G)(17)~'

STAFF DEVELOPMENT

" Teamwork Emphasized

Bank Street College has worked out a model for staff develop-

ment. A recent position paper describes the various training roles.(4)

o Central*tO“the’Baﬁk:StféEt*apprﬁﬁfﬁzﬂfxfﬁéfﬁﬁﬁfébt of teamwork.

- *See Appendix A for selected '‘printed materials.
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‘Each of the classroom teaching teams plays an important role in

the education of children.- The fo]]o~1ng obJect1ves are empha-
sized in staff development:

1. To differentiate children's motivations, needs and ways
of learning

2. To become knowledgeable in current theor1es of cogn1t1ve
development.

3. To communicate with families in order to respond to the
goals, ideals and values held by parents and the community.

4. To estab11sh a climate in school that will foster the
growth of a positive se]f—1mage for the ch1]dren.

5. To foster individual learning for each child through
imaginative use of .varied materials and techniques.
In addition to its'emphasis on classroom teaching teams, -the Bank

Street approach emphasizes the auxiliary teamwork of psychoiogist,

nurse, social worker, etc., working with the teaching teams.(18)

The responsibility for intensive training of the.eight to ten

teachers in a teaching- team is carried out by a local staff deve]oper

‘experienced in both guidanoe and instruction. This person has

special training at Bank Street and continuous interaction with

sponsor field staff on site. The Field Representative is'an'inte-

.gral-part of the support system and a vital Tink between sponsor

and commun1ty

WOrkshops.and conferences both on-site and at Bank Street;‘ '

preydq S

and=contﬂn”005'1oca1 serv1Cé‘tYa1n1ng are the components of staff

deve]opment The sponsor has been responsible 1or the deve10pment

" of new training classroom studies, film clips and newsletters.(5)

(19)(20)(21) Appendix B contains an annotated list of films and




o

can participate in extension courses.

' cruc1a1 ‘to the mode] One of the maJor emphases 1s to help parents’wm”mwmmm
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film strips_considered especially important for staff development;

brochures and crder forms are available from the sponsor. (22)

Self-Study to Determine Team Progress
’ A self-study tool has been developed by sponsor staff as a g;

means for teaching teams to pinpoint their own skill deve]opment

in imp]ementing the model. The self-evaluation guide'is directe | ";/
toward understanding children, the physical env1ronment classroom ' // '
climate, classroom management, patterns of 1nteract10n and paren+ , //

| involvement. (23) ’” - o | , : //

The regional staff development institutes enable interaction
among the,staff_of several projects and more contact with the Bank
Street staff. Undergraduate credit for inservioe training at Bank
Street is often arranged on an exchange basis or in a joint:train-
ing program with-local community col1e§es for paraprofessionals. -

Graduate credit is available from Bank Street'for those staff wh

PARENT EDUCATION/INVOLVEMENT . )/// ﬂ
. / | :
Although the exact manner of parent 1nvo]vement var1es from

school to school, all of the schoo1s using the Bank Street approach

to Follow Through have a parent education program which is seen as

. become valued oart1c1pants 1n the planning and deve]opment of

s¢hool andncommun1ty programs through more understand1ng of the

learning-teathing process. This involves more parent-participation

in the classroom, more effective organization of the Po]icyrAdvfsory




~‘deve]oped and are being used to assist in monitoring and 1mprov1ng

'the 1mp1ementat1on of this approach The Ana11s1s of Commun1cat1on

B L Bank Street-11"

Commi ttee and more two-way commun1cat1on between parents and
teaching teams regard1ng children's 1earn1ng and deve]opn#nt

A Parent Interview Form provides a means for=two-way communication

between teachers and parents concerning the child. Bank Street
staff view institutes and irtervisitation as essentiai to
strengthening parent invdfvemeht. A majority of therdrdjects'
have:their}oWn:newsfétzzrs written by and for the parents. These
newsletters are exchéﬁgea acress projects and are on file at the

college.
EVALUATION SYSTEM

Instruments Developed to Improve Approach

Criteria for eva]uat1ng the implementation of Bank Street's
Follow Through model (25) parallel criteria for Bank Street Early
Childhood Education programs in general.(26) As_Bank Street
began uorking with more communities -and more classrooms in»each
project, the need became apparent for a more sophisticated evalua-

tion and;moﬁitoring system. A number of instruments have been

in Education (ACE) is a c]assroom process 1nstrument used to study

‘the adu]t/ch11d and ‘the ch11d/ch11d interaction by ana]yz1ng the

~ideas and fee11ngs, etc ), and the f]ow'(who speaks to whom) f

mode (such as’ expre551ng one's self vo]untar11y, ask1ng,and,re4

sponding, etc. ), the substance (such as’ 1nformat1on, thoughts,

communication. (27) Th1s 1nstrument has ‘been used in the past t

RIS KO N T ]
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