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Introduction

Since the early months of 1966, under the auspices of Title I
of the Elementary and Secondary Education Act, Pittsburgh Public
Schools have been using federal funds to develop a variety of programs
addressed to the needs of socially and economically disadvantaged
students and the schools these students attend. More specifically, the
funds have been used for the following purposes: to introduce changes
in school organization; to augment the human and material resources
of the school; to provide new or improved services; tc devise or strength-
en instructional strategies and other educatiohal processes; to increase

the variety of educational activities; and to evaluate and adjust the plan-

ning, implementatio'n, and effectg of_ these cha.hges. The benefits of the
total effort are seen in the gradual rationalization of processes and pro-

grams toward the goal of quality education in the affected schools.

An ihtegral part of the overall change is the evaluation activity
which has guided and supported it. The bﬁjectives and criteria of
evaluation ’are'defined by- the Pitts buréh Evalqgtion Model. _Under i:his
model, educational pz;ocesses are viewed as emerging cybernetic
entities. Conéinuou.s feedback to program managers of evaluative infor-
mation, co'upled with ever more effective reséonses on their part, con-
tributes to the constant improvement of pians and operations in the

schools affected by Title I. -
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This publication, the second annual evaluation report, presents

information about Title I activities conducted during the 1966-1967

school year. The emphasis of the overall effort on the development of

processes is evidenced in the nature of the reporting. Thus, much of

the information presented to managers in this early phase of evaluation
is related to program conceptualization and program operation. As time
progresses, proportionately more information about program effects n

will be gathered and disseminated.

The reports are presented in two volumes. They have been kept

as concise as possible, and, to avoid repetition, the procedures and
methods defifxed by the evaluation model have not been explained or
described within the individual reports. For information about these,
the reader is refer'red to the first section of Volume I which contains an
explanation of the Pittsburgh Evaluation Model.

The 17 reports in Volume I reflect the objectives and procedures | 3

established by the evaluation model. Volume II is composed of those 10
evaluation r'eports which were not.held to the model, although they .may
have conformed to it in part, if not completely. The unusual content and |
format of the Volume I reports merit some additional explanation. Parts

of these reports, such as program definitions and Stage I panel findings,

have been issued at intermediate stages of the year's evaluatién as

separate documents. To conserve editing time and resources, these




sections were incorporated into the reports without the modification
necessary to make them consistent with the conventional format;

Any effort of this type depends on the contributions of many in-
dividuals and groups. We wish to thank the personnel in the schools
who have given their time to fill out questionnaires and answer inter-
views and have cheerfully suffered the interruption of their classes for
observations. | The cooperation and understanding.of prdject managers
has also been an esséhﬁal condition of this wc;rk. These managers, who
must ultimately bear the reSponéibility for the success or failﬁre of
their programs, have b'e'.en forced to take risks with us which were not
always within their understahding or, in their opinions, prudenﬁal;

To them, also, we extend our thanks.

‘Malcolm Provus
Director of Research
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1. ADAPTED PHYSICAL EDUCATION PROGRAM

Introduction

History of the Program

In compliance with a directive of the Superintendent of Public
Instruction of the Commonwealth of Pennsyl' nia, the Pittsburgh Public
Schools began a pilot program in adapted physical education at
Westinghouse High School in September of 1965. This project was to
be expanded under ESEA support on March 31, 1966 to include 20
qualifying schools employing 10 trained teachers. However, only five
teachers were found to fill these positions. They received six weeks of
specialized t’raininé in adapted physical education at the University of
Pittsburgh. 6n completion of the' course @hey were assigned to five
schools in which they were to implement the program.

The 1966 evaluation was conducted after the program had been in

operation for only three months. The report issued by the Office of
Research highlighted the lack of cooperation among the county, private,
and school phyeicia;\s--a condition which greatly restricted th;e remedial
component of the program. Consequently the 1965-1966 program consis.-
ted mainly of modified, rather than' remediai. physical education. The
report also suggested the development of clear and uniform criteria for

admission into the program and a systematic method of recording the




reason for induction, beginning capabilities, progress, and transfer of
students to the regular physical education program.

During July and August of 1966, seven additional teachers and a
supervisor, newly hired for the program, were given specialized
training at the University of Pittsburgh's summer workshop. This
training prepared them to formulate and conduct an adapted curriculum.
In September these teachers and three members cf the original staff
were placed in schools, thus allowing a considerable expansion of the

program over the previous year,

Description of the Prﬁogram

A meeting fo formulate a program definition for the Adapted
Physical Education Program was held on Marc-h 21, 1967. At this*
meeting, the program supervisor, all adapted physical education
teachers, and a principal from a school in which the program was
operating addressed themselves to a séries of questions drawn up by
the Office of Research to elicit specific information abouf the program
(see Appendix A). The progra-m definition which resulted from this

meeting is presented in the following pages.
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Adapted Physical Education Program Definition

GENERAL

I. Overall Statement of Objectives and Rationale for the Program

The Adapted Physical Educatior. Program is designed to provide
pupils who cannot participate in or benefit from a regular physical
education program with an opportunity to exercise within their own
limitations. The activities of the program are either modified or
remedial.

A.

Description of Scope

Number of Schools Involved

The program is implemented in 13 of the Pittsburgh Public
Schools. Five of these are junior high schools, seven are
elementary schools, and two are vocational schools.

Grades or Ages of Participaats

Participants represent grades one through twelve, with a
number of special education students.

Total Number of f’upils Involved

The number of participants. tot.a.ls 1, 054,

General Description of Staff |

The staff consisi:é of the Associate Director for Instruction,

Physical and Health Education; the Supervisor; and 11 Adapted
Physical Education teachers. =~

1-3




QUTCOMES

I.

Major Objectives--changes cxpected to occur in program partici-
pants as a result of the program. There are two types of major
objectives.

A. Terminal Objectives--behaviors exhibited by participants at
the end of the program which demonstrate successful comple-
tion of the program. To terminate his participation in the
Adapted Physical Education Program, the student should
demonstrate a level of performance that will permit him to
rejoin regular physical education classes.

There are separate terminal objectives for each of the two
parts of the program:

1. As a result of the Remedial Program, the student should
demonstrate an improved physical condition.

2. As a result of the Modified Program, the student should
be able to perform limited excrcises.

B. Ultimate Objectives--the long-range goals of the program.,
These are objectives to which the program hopefully contri-
butes, but for which it does not have sole responsibility.

As a result of the Adapted Physical Education Program, the
student should demonstrate improved morale.

Enabling Objectives--the skills, attitudes, and information which
students must acquire during the program to ensure the accomplish-
ment of the major objectives |

No enabling objectives were specified for the Adapted Physical
Education Program. '

Other Benefits--benefits expected to accrue to other than program
participants as a result of the program '

No benefits of this type were specified for the Adapted Physical
Education Program. ) | ,




IV, Criteria for Successful Completion of or Removal from the Program

No such criteria were specified for the Adapted Physical Educa-
tion Program.

ANTECEDENTS

I. Participants

A. Selection Characteristics--the criteria that are used to deter-
mine who shall participate in the program

Students who are unable to fully participate in the regular
physical education program because of a temporary or per-
manent disability are selected for the Adapted Physical
Education Program.

Selection is mainly carried out by the regular and adapted
physical education teachers, school or private physicians,
and the school nurses. Guidance counselors, classroom
teachers, and principals may also participate in the selec-
tion process.

B. Entering Behaviors--characteristics of participants (other
than selection characteristics) which are related to perform-
ance in the program

The physically disabled participants of the Adapted Physical
Education Program may also exhibit emotional disability.

. The success or failure of the participant to benefit from the
program depends on his willingness to overcome his limitation
and his cooperation in program activities.

Il. Staff--qualifications with respect to specific positions

Staff Member | Professional Qualifications | Personal Qualifications
Associate . A Master's degree in No specific personal
Director of adapted physical qualifications were
Instruction, ~education indicated for pro-
Physical and | | gram staff,

Health

Education
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IStatf Memberl Profcssional Qualifications

Personal Qualifications

Supervisor A Master's degree in
adapted physical
education

Adapted l. A Bachelor's degree

Physical in physical education

Education 2. Special training in

Teacher adapted physical
education

III. Support

A. Administrative Support--administrative personnel who cooper-
ate in carrying out the program

In the implementation of the Adapted Physical Education Pro-
gram, the school principal provides space for a special gym
and arranges pupils' schedules.

B. Human Resources--non-administrative and non-staff personnel
whose contributions and cooperation are necessary to the opera-
tion of the program

The cooperation of the following persons is required for the
success of the Adapted Physical Education Program:

1. Private and school physicians

2. School nurses

3. Guidance counselors

4, Classroom teachers

5. Parents

C. Media--the materials, supplies, and equipment required for
program activities :

Equipment used to carry out the activities in the Adapted
Physical Education Program includes the following items:
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l. Weights
2. Pulleys
3. Stallbars

4, Exercycles

5. Mats
6. Postural mirrors
D. Facilities

No facilities were identified for the Adapted Physical Educa-
tion Program.

IV. Time Constraints

The following time constraints exist in the Adapted Physical
Education Program:

A. The length of time spent in the program varies with the
individual. '

B. Classes meet two or three times a week.

PROCESS

I. Participé.nt Activitieg-~-the day-to-day program activities that
will ultimately lead to the achievement of objectives

The activities of the Adapted Physical Education Program depend’
to a large extent on the nature of the physical disabilities of the
participants. The following is a general description of these
activities: ‘ |

A. Class time is generally' divided into two types of activity:

1. General exercises done by the entire group

2. Specific exercises administered and supervised on an
individual basis by the instructor




n.

B. Specific excercises are performed at home by the participants.

Staff Functions and Activities

A. Staff Functions and Duties with Respect to Specific Positions

Staff Members

Functions

Duties l

Associate Is responsgible Plans the pro-
Director of for entire gram with the
Instruction, program program
Physical and supervisor
Health
Education
Program l. Organizes pro- a. Provides
Supervisor gram ‘ teachers with
2. Supervises the necessary
activities and materials and
progress of equipment
teachers b. Participates
in workshops
c. Makes frequent
visits to parti-
cipating
schools
Adapted a. Helps sclect
Physical participants
Education for the
Teacher program
b. Specifies and
administers
exercises and
games to
participants
c. Kceps records

on each parti-
cipant includ-
ing information
on the nature of
the limitation V-
and the nature
and duration
of treatment
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Staff Members _ Functions I Duties (

Adapted d. Evaluates pro-
Physical gress of parti-
Education cipants and
Teacher : determines
(contd. ) readiness for
change to
regular
program

e. Informs par-
ents of needs
of child and
exercises to

 be done at
_home under

their
supervision

B. Intra-staff Communication and Coorc_lination

No information was specified on intra-staff communication
and coordination. '

C. Communication Between Program Staff and Others

No information was specified on communication between
program staff and others.




Statement of the Problem

As the program is still in its early stages, this year's evaluation
was mainly descriptive. An attempt was made to describe the entering | !
behaviors and characteristics of participants and to determine how many
of them were returned to the regular physical education program.
Attention was also given to certain operational aspects of the program,

such as improving the recording system. wty

Method . .

The evaluator initiated evaluation with three discussion meetings

held in late November and early December of 1966 with the Associate

Director of Instruction, Physical and Health Education and with the ]

program sﬁpervisor. The purpose of these meetings was to familiarize

the evaluator with the program. These meetings were followed by a 1
field visit to six schools in January to observe the implement;tion of ' j 1
the program and to interview a number of teachers,

Also in January, the evaluator attended a workshop on 4adapted
physical education at Frick School ahd distributed data collection sheets :

to the teachers present. The data were returned to the Office of Research

by the end of February,

The evaluator, who was also a consultant to the program, worked

informally with the program staff on the development of forms for

recording and evaluating student progress. -
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Results

Table 1 presents the number of participants from each school, as
well as the percentage of the school's total enrollment participating in
the Adapted Physical Education Program,

TABLE 1

Number of Participants from Each School and Percentage
of School's Total Enrollment Participating in Program

School Total Program Percentage of
Enrollment| Enrollment Total Enrollment
' Participating in

. Program
@

Arsenal Vocational 269 86 31.97
Conroy E’ mentary 426 77 18.17
Overbrook Elementary 727 92 12. 65
Manchester Elementary 858 105 12.23
Frick Elementary 852 102 11,97
Connelley Vocational 4717 56 11,74
McNaugher Elementary 929 - 87 9.36
Philip Murray |

Elementary 670 1 = 61 9.10
Holmes Elementary 475 ., 4l 8.63
Northview Heights 4 .

Elementary . . 1, 087 - 83 7.63
Oliver High School | 1,414 : 90 6. 36
Westinghouse 2,957 157 5.30
Columbus Elementary 686 20 2.91

~As Table 1 indicates, the sizé of the program varied in different

schools from 31,97 percent of total enrollment to 2. 91 percent of the total

enrollment. The greatest numbers of progfam participants came from
Westinghouse, Manchester, and Frick Schools. . The schools with the

greatest percentage of their total enrollment participating in the Adapted
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Physical Education Program were Arsenal, Conroy, Qverbrook, and
Manchester.

This year the number of participants ir.1 the Adapted Physical
Education Program was almost four times the number in the 1965-1966
program, while the number of teachers only doubled, The participants
represented all 12 gradesb as well as special educatic.m .classes, as is
shown in Table 2.

TABLE 2

Participants in Adapted Physical Education Program
Distributed by Grade

___Grade l ___Number of Students Percentage
1 35 3.31
2 39 3.68
3 42 : 3.97
4 126 11,92
5 109 - 10,31
6 - 92 8.70
7 143 , 13,52
8 108 10.21
9 : | 70 _ 6.62"
10 o 86 | | 8.13
11 - , 80 - 7.56
12 : 76 7.19
Special Education . 51 4,82
Total - 1,057 99. 94

As the table indicates, the greatest percentages of students were

in gradeé 7, 4, 5, ‘and 8; the smallest percentage were first-graders.
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Table 3 shows the distribution of participants in each school

according to sex and race.
TABLE 3

Participants in Adapted Physical Education Program at Each School
Classified by Sex and Race

School | Program Number | Number | Number| Number
Enroll- Male Female White |Non-whita
ment
Arsenal Vocational 86 86 0 85 1
Columbus Elementary 20 20 0 9 11
Connclley Vocational 56 56 0 54 2
Conroy Elementary 77 77 0 13 . 64
Frick Elementary 102 47 55 23 79
Holmes Elementary 4] 0 41 22 19
McNaugher Elementary 87 87 0 80. 7
Manchester Elementary 105 105 0 4 101
Philip Murray

Elementary 61 61 0 27 34
Northview. Heights '

Elementary 83 "~ 83 0 60 23
Oliver High School 90 90 0 74 16
Overbrook Elementary 92 92 0 90 2
Westinghouse 157 83 74 3 154

Total 1,057 887 170 544 513
Percentage of
Total Group 83.91 16,09 51,46 48,54

As Table 3 indicates, 84 percent of the participantis were male, while
only 16 percent v'v.eré female. The small percentage of girls in the program
was due to the reluctance of male teachers to.instruct girls when no female
aides were present., The three schools with girls participating in the
program had two female teachers.- Table 3 also revéals that 51 percent

of the students in the program were white; 49 percent, non-white.
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Table 4 presents the percentage of Negroes in the program com-

pared to the percentage of Negroes in each school.

TABLE 4

Percentage of Negroes in Program Compared to
Percentage of Negroes in School

School Percentage of Negroes | Percentage of Negroesl
. in the School in the Program
Arsenal Vocational 57.7 0.2
Columbus Elementary 87.1 55.0
Connelley Vocational 10.0 72.5
Conroy Elementary 76.2 83.2
Frick Elementary 65.5 77.5
Holmes Elementary 54,90 46.4
McNaugher Elementary 17. 7 8.1
Manchester Elementary 88.5 96. 2
Philip Murray Elementary 62.4 55.8°
Northview Heights Elementary 36.6 27.8
Oliver High School 42.0 17.8
[Overbrook Elementary 1.6 2,2
Westinghouse 99.2 98.1

. Table 4 shows that in five of the 13 schools the percentage of Negro

participants was greater than the percentage of Negroes in the entire school.

In Table 5 the number of students in the school and in the program

are compared according to the type of class attended ('regular‘ or special

education),
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TABLE 5
Total School Enrollment Compared to Program Enrollment
by Type of Class Attended (Regular or Special Education)
School Total School Enrollment | Program Enrollment
Regular Special Regular | Special
Classes Education Class Education
Arsenal Vocational 269 0 86 0
Columbus Elementary 656 30 20 0
Connelley Vocational . 477 0 50 6
Conroy Elementary 389 37 68 9
Frick Elementary | 835 17 98 4
Holmes Elementary 450 25 40 1
McNaugher Elementary 911 18 84 3
Manchester Elementary 818 40 84 21
Philip Murray Elementary 637 33 51 ‘10
Oliver High School 1,355 59 90 0
N Overbrook Elementary 696 31 73 19
‘ Northview Heights
Elementary 1,055 32 79 4
Westinghouse - 2,171 . 180 145 12
Total 11,325 502 968 89
Percent;ge of
Total Group 8.54 17.72
‘ Table 5 shows that only 9 percent of the students enrolled in regular

 classes participated in the program compared to 18 percent of the sbecial
education pupils. Most of these studgnts were in the modified program
which deals principally with chronic handicapping conditions.
Table 6 cla.ssi.fies the participants in the Adapted Physical Educé.tion
S Program at each school according to the aspect of the program in which

[ g! | they pafticipate'cl.

o ey
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TABLE 6

Distribution of Participants at Each School by

Aspect of Program

School . Total Remedial Modified
Program Class Class
Enrollment
Arsenal Vocational 86 79 7
Columbus Elementary 20 20 0
Connelley Vocational 56 56 0
Conroy Elementary 77 77 0
Frick Elementary 102 100 2
Holmes Elementary 41 - 40 1
MclNaugher Elementary 87 16 71
Manchester Elementary 105 105 0
Northview Heights Elementary 83 12 71
Oliver High School 90 85 5
Overbrook Elementary 92 89 3
Philip Murray Elementary "61 60 1
Westinghouse 157 45 112
Total 1,057 784 273
Percentage 100% 74.17% 25.82%

The table shows that the remedial classes were attended by 74

percent of the participants while 26 percent were enrolled in the modi-

fied classes.* This distribution'repres‘ents an almost complete reversal

from last year's program, which was largely modified. The reversal

is mainly. due to the added experience of program teachers, the nature

of the facilities and equipment available this yea.r., and the greater

cooperation’among the pfogram staff, school physicians, and nurses,

* In only three schools (Westinghouse, McNaugher, and Northview)
were more students enrolled in the modified classes than in the remedial
classes, reflecting the special interests of the teachers in these schools.
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Table 7 presents the distribution of participants according to their

limiting conditions.

TABLE 7
% Distribution of Participants According to
Their Limiting Conditions

Limiting Condition Number of Cases | Percentage P
Postural defects 593 37.96
Low physical fitness | 376 - 24.07
Overweight 298 19. 07
Underweight 96 6.14
Social maladjustment 69 4.41
Chronic diseases and i
physical defects 66 4,22
Poor coordination and
skills 42 2.68
Postoperative cases 22 y 1.40
Total 1,562 99.95

As Table 7 reveals, the most common limiting conditions of the

participants were postural'defects (38 percent), low physical fitness

(24 per;ce nt), and ovgrweight (19 percent). Postoperative cases and
chronic diseéses and physical ciefects, which acéount for most of the
referrals to the modified class.es, wére the limiting t:o'r;ditions of only
6 percent of all participants.

In reviewing teachers'’ records in 'Jﬁne, it was found that 24
percent of the original'participahts in the program had improved éuffi-
ciently to be returned to regular physical education classes. Two per-

cent of the students who did not improve were also returned, due to the

fact that fhei,r structural deviations could not be corrected through
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cxercise or due to their poor attendance in class. Of the 74 percent ol
participants who remained in the program, 34 percent showed good
improvement and 23 percent improved slightly. The 5 percent with
chronic diseases improved markedly in their attitudes, morale, and
fitness as judged by their teachers. Only 12 percent of the participants

remaining in the program showed no progress.

There is evidence of increased cooperation among the program
staff, school physicians, and nurses. The reversal of the program
from modified to remedial is evidence of this greater cooperation.

An additional re.sult of this year's evaluation was the development
of forms for the recording and evaluating of students' progress. These
forms, developed by the program staff and the program consultant,

will be in use next year (see Appendix B).

- Discussion and Conclusions

It appéars that some progress was made in the 1966-1967 Adapted
Physical Edu.cation Program, not only by participants, but also by the
program staff, school physicians, and school nur.ses.

Nevertheless, a number of problems still need to be resolved.
The most immediate of thé se is the great numi)er of teachers who leave
(six out of 10 left last year) because of the ter;xporary nature of their
jobs, a result of ESEA funding. This invo}ves not only the current loss

of manpower and money, but also the future implementation of the program.
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Another problerr; is the need for an orthopedic consultant to whom
students can be referrgd by school physicians for further evaluation and
recommendations regarding necessary restrictions. At present, the
program is restricted to handling simple cases of postural defects, over-
weight, 'and uncierweight. The employment of an orthopedic coﬁsultant
has already been recommended by the Allegheny County Health Department
and the Scho'ql Health Committee of the Allegheny County Medical Society.

A third problem in ?:he current program is the need for more
female aides for teachers. Male teachers are reluctant to instruct girls

in the program if these aides are not present, This is evident by the fact

that girls form only 16 percent of the total program participants.
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Appendix A

GROUP INTERVIEW SCHEDULE
ADAPTED PHYSICAL EDUCATION PROGRAM

What is the purpose of the Adapted Physical Education Program”
How does a student benefit from the program? What should
students be able to do as a result of participation in the program?

How are students enrolled in the program? Who selects them, and
what are the selection criteria?

What are the major physical, scholastic, and emotional character-
istics of the students who participate in the Adapted Physical
Education Program?

What kind of activities are specified for students who participate
in the Adapted Physical Education Program? Who determines
these activities? How will these activities contribute to the
objectives of the program? Are some activities more important
than others? Why?

What type of student needs modified activity? What type needs
remedial activity? What type of student needs both?

How long should students be enrolled in the Adapted Physical
Education Program? What are the criteria for returning students
to the regular program?

What kinds of personnel are needed to implement' the Adapted
Physical Education Program? What functions and specific tasks .
does each perform and how do these serve the program objectives?
What personal and professional qualifications are called for?

What specific materials, supplies, and equipment are necessary to
carry out the Adapted Physical Education Program?

How do you keep each other informed about the purposes, methods,
needs, and problems of the Adapted Physical Education Program?
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2. DRIVER EDUCATION PROGRAM

Introducfion

While there is still much doubt as to the benefic‘ial effects of driver
training, automobile insurance companies continue to provide discounts
to those families whose ‘children have completed a public scho§1 driver
education course. The companie‘s seem convinced that public school
driver education programs have real fnerit and, therefore, strongly
support them.

The Pittsburgh summer Driver Education Program Was initiated
in 1966. Based on the experiencé gained at that time, the program was
repeated from June 24, 1967 to August 10, 1967 at two centers: Oliver
High School on the North Side and Pea.l:ood'y~ High School in the East End.
Seven hundred ten students enrolled for the coursé. Of these, 468
(66 percent) were from 16 Pittsburgh Public Schools and 242 (34 percent)
were from private and parochial schools.

The program was the standard driver education program of 30
hours of classroom instruction and six hoprs of behind-the-wheel in-
struction conducted by one part-time and 26 full-time instructors
certified in driver training by the P(_ennsylvania Department of Public
Instruction. In addition, lectures were give;n by repregentatives of the

State Police, the City Police, and automobile insurance companies.

Provision in the program for a licensing examination by the




State Police was discussed early in the year. While the Police were
willing to cooperate as much as possible, testing between 120 and 140
additional applicants per day for one week in the busiest part of the
year involved serious operational problems. In addition, it was felt
that individuals waiting in line for their examinations would react un-
favorably to the appearance of a training car every 15 minutes with
five applicants for immediate examination. These reasons, as we'l
as the feeling that students must learn to assume some responsibility,
led to dropping the idea of the licensing examination as part of the

program.

Statement of the Problem

The problem for evaluation was twofold: (1) to determine students'
reasons for taking the course, and (2) to determine the success of the

program.

Method

In order to obtain information on the first aspect of the problem,
students were asked at the beginning of the course to give their reasons
for enrolling.

In determining the success of the program, it was felt that there
were at least three criteria that should be considered: (1) the number

of students satisfactorily completing the course, (2) the number of students
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who passed examinations for drivers' licenses, and (3) the students' own
evaluation of the course. Information on the first two criteria was ob-
tained from class records and records kept by the State Police. For the
third criverion, students were asked to write a paragraph giving their

reactions to the program after the completion of the course.

Results
Six hundred seventy-nine of the enrollees gave their reasons for
taking the course. The frequency and percentage of responses with

comparable entries for 1966 are given in Table 1.

TABLE 1

Enrollees' Reasons for Taking Course

1967 1966

Reason Frequency Percent Frequency Percent
Learn to drive 560 52.1
Learn to drive better} 537 52.9
Lower insurance rates 284 27.9 190 17.7
Obtain adult license
at 17 75 7.4 4, 4,2
Better instructors 90 8.9 132 12.3
Understand laws,
mechanical performance 15 1.5 36 3.3
No cost for course 18 1. 8 26 2.4
Total 1019 100. 4 989 92. 0%

* Percentages do not total 100 because some students responded in
other categories in the 1966 evaluation.
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As might be expected, the major reason for taking the course in
1967 was the same as in 1966--the desire to learn how to drive, with
overtones of bec.oming a better driver.

In regard to the first criterion for judging the success of the pro-
gram, 96.5 percent of the enrollees satisfactorily completed the course.
As to the second criterion, by the last date of the program, August 19,

1967, almost 30 percent of the participants had received their drivers'

licenses. Evaluations of the program were received from 561 students.
Of this number, %6.1 percent felt that the instruction was excellent,
while only 2. 3 percent believed that it might have been improved. In
addition, more than 31 percent of the ctudents stated that correct driving
habits and knowledge of regulations were best learned in a driver edu-

cation course.

Planned Future Evaluation Activities

Arrangemenis have been made with the Pennsylvania Department of
Revenue, Rureau of Traffic Safety, to check the driving records of those
who have completed the Driser Education Program in the Pittsburgh
Public Schools. Records will be provided for an equal number of license
holders who have not received this training but who are in the same age

group and have attended the same school. A comparison to determine the

effects of the program may then be possible.
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3. EMPLOYMENT SUPERVISORS PROGRAM

Introduction

History of the Program

In August 1962, the Pittsburgh Board of Public Education estab-
lished a Vocational Placement Office in the Division of Pupil Services.
This office was housed in Fifth Avenue High School until September
1965 when it was moved to the Administration Building. Its function
was to provide adjustive counseling and job placement for young people
of limited abilities. The staff at that time consisted of one secondary
»guidance counselor who acted as a supervisor for the city-wide program.

A new phase of the program began in 1966 under the provisions of
ESEA. A full-time placement counselor was added to the staff. Her
duties consi.sted largely of telephone contacts with industry to locate |
jobs for graduates, dropouts, and part-time students who sought fxelp
from the office. It is hoped to furthe; expand the program by hiring a
male coordinator to visit industries ar;d maintain contact with personnel
men in the fiéld.

With the advent of ESEA, the program also took over the task of
screening candidates for the Negfo Educational Emergency Drive
(NEED). During the spring of 1966, 111 étuderits received $38, 622 in
scholarship aid under the NEED'program. In the spring of 1967, this

figure increased to $50, 039, which was distributed among 206 students.




In the 1966 evaluation report, a recommendation was made that
the program's services be extended to parochial students. This recom-
mendation was put into effect in the 1966-1967 school year. (See the
statistics under Scope of the Program for numbers of parochial students
served by the program.)

Currently, in its adjustive counseling role, the Employment Super-
visors Program attempts to prevent students from dropping out of school.
This is often done by arranging special schedules through remedial or
shop classes. 'Graduating students and graduates are advised of the
special skills required by industry and where special courses to obtain
these skills can be found. The program's rapport with industries in
Pittsburgh is excellent, and they are increasingly contacting the pro-

gram for applicants,

Description of the Program

On February 6, 1967, a definition meeting for the Employment
Supervisors Program was held in the Administration Building. This
meeting was attended by the Director of Pupil‘ Services, the Associate
Director of Employment Supervisors, the placement coﬁnselor-in the
program, the program evaluator, and two other members of the Office
~of Research. The questions used to elicit information about the progrém
are included in Appendix A More information v;a.s obtained from two

memos, dated March 16 and September 6, written by the Associate
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Director of Employment Supervisors., From these sources, a definition
was compiled by the Office of Research. This definition follows to

provide a full description of the program. .
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Employment Supervisors Program Definition

GENERAL

I. Overall Statement of Objectives and Rationale for the Program

Through the resources of the Employment Supervisors Program,
particularly the extensive file of local job contacts, students who
need part-time employment, graduates who are unable to find
employment through the usual channels, dropouts, and community
agency referrals are helped both through job placements and
through adjustive counseling. -

II. Scope
A. Numbers of Pupils and Schools Involved
From September 3, 1966 to August 31, 1967, through the joint

efforts of secondary counselors and the Employment Supervisors
Program, the following numbers of students were placed:

Graduates Dropouts Part-time
Pittsburgh Public
High Schools 2,645 820 3,891
Pittsburgh Parochial '
High Schools 267 38 1,637
Totals 2,912 858 5,528

B. Grades or Ages of Participants

A large majority of students served by the program are 16
years of age or older which is necessary for full-time employ-
ment. However, 14- and 15-year old students are also assisted
in finding part-time employement.

C. General Description of Staff

The program staff consists of the Associate Director of Em-
ployment Supervisors and a placement counselor.
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OUTCOMES

1. Major Objectives--changes expected to occur in program partici-
pants as a result of the program. There are two types of major
objectives.

A. Terminal Objectives--behaviors exhibited by participants at the
end of the program which demonstrate successful completion of
the program ‘

As a result of participation in the Employment Supervisors Pro-
gram, the student will do the following:

1. Obtain a job commensurate with his ability

2. Participate in activities that will provide him with greater
job opportunities

3, Work toward eliminating problems which interfere with his
ability to get or keep jobs

An objective of the program not re lated to student cha.nge is the
identification of students eligible for the Negro Educational
Emergency Drive (NEED) scholarships.

B. Ultimate Objectives--the long-range goals of the program. These
are objectives to which the program hopefully contributes, but
for which it does not have sole responsibility.

It is hoped that as a result of the Employment Supervisors Pro-
gram the following will occur:

1. Some students who have left school will decide to return.

2. Some students who contemplate leaving will decide to remain.

3., S*udents will show more adaptive behavior in school and on
the job as a result of improved self-image gained through
employment.

II. Enabling Objectives--the skills, attitudes, and information which stu-
3 dents miust acquire during the program to insure the accomplishment
1 of the major objectives '
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111,

IV,

To accomplish the terminal objectives of the Employment Super-

visors Program, students rnust become aware of the importance

of long-range planning with respect to their education, their jobs,
and their future.

Other Benefits--benefits expected to accrue to other than program
participants as a result of the program

The Employment Supervisors Program should provide the following
benefits:

1. Maintenance of a clearing house or bridge between prospective
employers and potential employees

2. Coordination of information on job placement among counselors
in 16 senior high schools |

3. An accumulation of information on dropouts and those 'difficult
to employ'' which may be used to effect curriculum change

4, Development of a fund of information on the labor market
Criteria for Successful Completion of or Removal from the Program

Successful completion of the program is achieved by a student when
he is holding a job commensurate with his abilities and aspirations.

However, if the student decides he wants to continue his education
or to secure a job on the basis of new skills, the program is ready
to assist him in his new endeavors.

ANTECEDENTS

I.

Participants

A. Selection Characteristics--the criteria that are used to deter-
mine who shall participate in the program

Students chosen for participaiion in the Employment Supervisors
Program may fall into any one of the following categories:

1. Dropouts

2. Students needing part-time employment
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3. Graduates of high school who are unable to get employment
through the usual channels

Students are selected through a routine check of all graduates
or referred by a high school counselor, a community agency,
parents, teachers, school social workers, secondary school
administrators, Juvenile Court personnel, and child accounting
supervisors (see Appendix B).

B. Entering Behaviors--characteristics of participants (other than
selection characteristics) which are related to performance in
the program

Students selected to receive the services of the Employment
Supervisors Program often exhibit adjustment and economic
problems.

II. Staff--qualifications with respect to specific positions

Staff Member | Professional Qualifications | Personal Qualifications

Associate Training, certification, and| The ability to promote
Director. experience in guidance and | good public relations
' counseling

The ability to establish
personal contacts with
poténtial employers

Placement Training, certification, and Kndwledge about the
Counselor experience in guidance and |existence and use of
counseling : : community resources

The ability to win con-
fidence and act with
understanding

III. Support

A. Administrative Support--administrative personnel who cooperate
in carrying out the program ' '

The Director of Pupil Services furnishes the needed administra-
tive support for the Employment Supervisors Program.
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Human Resources--non-administrative and non-staff personnel
whose contributions and cooperation are necessary to the opera-
tion of the program

The following persons and groups contribute to the Employment
Supervisors Program in various ways:

1. Counselors in 16 senior high schools who receive and share
‘information on employment with the program staff

2. School social workers

3. Juvenile Court authorities who help identify students for the
program

4, The Pennsylvania State Employment Bureau
5. The Urban League

Media--the materials, supplies, and equipment requu'ed for
program activities

The most important resource for the Employment Supervisors
Program is the file of potential employers used in securing em-
ployment for the students who avail themselves of the program's -
services, .

Facilities

Office space for private interviewing is necessary for the proper
operation of the program.

IV, Time Constraints
Students who enter this program are given the amount of individual
attention necessary to bring about some solution to their problems.
The program operates on a twelve month basis.
PROCESS
I. Participant Activities--the day-to-day program activities which

ultimately lead to the achievement of objectives

After being referred to the Employment Supervisors Program, stu- |
dents participate in the following activities:
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1. Students are interviewed by the program counselor or the
associate director. 1

2. Students may then be assisted in one of the following ways:

a. Helped with placement on a job

b. Counseled

c. Helped to work out future educational plans3

d. Referred to appropriate social gervice agencies depending
on the type of problems they bring with them

e. Referred back to the school counselor for further educational
planning or schedule adjustments

3. Students are contacted in follow up to see if further problems
have arisen.

Yn some cases when the program is only being utilized '
by high school counselors for information on openings, this step is
not included. If, however, the student is referred by parents, child
accounting supervisors, or home and school visitors, Central Office
school personnel, secondary school counselors, secondary school
administrators, Juvenile Court probation officers, or community
agencies, then the interview with the student is the initial step toward
achieving the program's objectives.

The program augments the efforts of the counselor to
keep the student in school, even to the extent of tailoring schedules
to permit part-time schooling and part-time employment. The pro-
gram encourages dropouts to continue their education in the evening
school and works cooperatively with the Pennsylvania State Employ=~
ment Service in registerirg dropouts for Federal Manpower Training
for Job Corps and for enlistment in the City Neighborhood Youth Corps.

3S;udents who are graduating are encouraged to continue

their training, either on the college level with scholarship assistance
or in post-high school offerings in vocational and techdical schools.
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II. Staff Functions and Activities

A.

Staff Functions and Duties with Respect to Specific Positions

Staff Member

Functions

Duties

Associate l. Coordinates and Participates in
Director administers the monthly meetings
program indepen- | with counselors
dently and in con-
juction with the
high school
counselors
2. Makes and main- Prepares employ-
tains contacts ment bulletins for
with potential distribution to
employers high schools
3. Identifies minority | Screens candidates
) group students for | for NEED scholar-
special opportuni- | ships
tics
Placement -Identifies the needs| a. Interviews
Counselor of graduates, drop-

outs, and poorly
adjusted
students -

b. Telephones can-
didates and
employers

c. Contacts
graduates

Intra-staff Communication and Coordination--activities of the
entire staff directed toward keeping staff members informed
with respect to program information

The two members of the program staff share an office and have

frequent informal communication,

Communication Between Program Staff and Others
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Monthly meetings are held between program staff and higl
school.counselors to exchange information and work on
mutual problems.

A list of opportunities is sent out by the associate director
to inform counselors of available jobs,

Telephoné contact is maintained between high school
counselors and potential employers.

v=11

T~ T W "y

L




Statement of the Problem

It was felt that more detailed information on the kinds of students
served and the way in which the program operates for the benefit of
these students was desirable. Therefore, the problem for evaluation
was to augment the program definition as to the entering behaviors of

students and the process by which these behaviors are changed.

M ethod

Since this program is concerned with the placing of students who
are characteristically "difficult to place" and emphasizes the use of
adjustive counseling on an individualized basis, it was felt that case
studies would provide the most useful information on entering behaviors
and program processes. Therefore the Associate Director of
Empléy*ment Supervisors was asked to furnish a number of case histo-
ries which would illustrate the range of problems and the kinds of

treatment which are handled by her office.

R;asults
The five case histories submitted by the Associate Director of
Employment Supervisors are reproduced verbatim in Appendix C.
The cases consist of two graduates found in a follow up, a Juvenile
Court referral, an academic problem, and a potential dropout. Jobs
were found for the first four cases; one became a gasoline attendant,

one a mail-room worker, and two stock boys.' The emphasis of the
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program, however, is not on job placement alone, but also on adjustive

counseling to help the student use the job as a step in further growth.

In the fifth case the potential dropout was persuaded to remain in school

after an extensive schedule change had been arranged.

|
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Appendix A

GROUP INTERVIEW SCHEDULE
EMPLOYMENT SUPERVISORS PROGRAM

OBJECTIVES

1.

3.

What are the major objectives of this program in terms of student
behavior? (What does the program expect to accomplish for stu-

dents? What should students be able to do as a result of partici-

pation in the program?)

Are there secondary objectives which become means to the attain-
ment of major program objectives? (Will student attitudes be
changed? Will teacher behavior and/or attitudes be changed?)

Are any by-product benefits (bénefits to parents, to teachers, to
the community, to the school) anticipated?

STUDENTS

1.

What are the criteria for enrolling and keeping students in the pro-
gram? (On what basis are individual students enrolled in the pro-
gram--by school, grade, subject, personal characteristics, or
performance? Do participating students become ineligible for the
program after meeting certain performance standards or after a
specified period of time?)

How can we determine and verify the poinf in time of each student's
involvement in the program?

How or where can we obtain a precise list of the names of students
enrolled or selected for the program?. |

What are the assumptions, if any, regarding the entering skills,
knowledge, and attitudes of the students enrolled in the program?
(Are students assumed to have certain entering behaviors and/or
levels of competency which are prerequisite to success in or
benefit from the program? ) |

/¢
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STAFF

1. What staff is required to carry out the program--teachers, super-
visors, coordinators, specialists, and paraprofessionals?

2. What are the functions of staff members in the program? (How do
teachers, supervisors, and paraprofessionals promote the objectives
of the program?

3. What are the qualifications of staff members for fulfilling these
functions? (What levels of competency are required or assumed?)

4. What are the specific behaviors expected of each group of staff
members? (What specific tasks relevant to the program are to be
performed and how are these to be performed by each group?)

5. What are the names and location of members of the program stafi?

MEDIA

1. What materials, equipment, and supplies are required to carry out
the program?

2. How can these be identified, and where are they located?

3. How will these media contribute to the objectives of the program?

(How will they affect the student in order to elicit specific behaviors--
shape the environment, structure perception or supply cues to evoke
desired responses?)

STUDENT ACTIVITIES

1. What activities are specified for students in the program? Is there
a necessary sequence for these?

2. How will student activities contribute to the objectives of the pro-
gram? (How will they affect the student in order to elicit specific
behaviors--by structuring perception, developing skills or fostering
attitudes?)

TIME

1. When and for how long does the program take place? (Does it begin

and end on specific dates? Does it continue from year to year?)
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2. What is the duration of treatment for the individual student?

COMMUNICATIONS

1. How and to what extent do program staff members at various levels
of authority communicate in regard to the purposes, method, and
operations of the program? ‘

SUPPORT

1. What administrative support is necessary to operate the program?

2. What steps are taken to insure this support?

(Bt
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Early in the summer of 1966, each of the senior high schools of
the City of Pittsburgh sent to the Vocational Placement Office a list
of 1966 high school graduates with individual notations covering immedi-
ate plans of each one. On the list of graduates from #4 High School,
"Mr. C" was categorized as '"Entering Military Service." For this
reasons no attempt was made to contact ''C."

After graduation from high school, ''C'' was married to another
graduate of #4 High School. Early in 1967 we learned thr(;ugh his
wife that "C'" was not in the Armed Forces, but was looking for a job.
She explainéd that he had been rejected for military service because of
a heart ailment. We asked "C" to corﬁe to 1-:he office for an intefview.

nC" presented himself well in interview. He is a bright boy, well
spoken, and ambitious to continue his education. Since we felt confident
that ""C" would pass the basic intelligence test for employment at a
neighboring universiii:y,‘ we called the director of emplqyrrient to set up
an appointmeﬂt for "C" t§ make an applica’tior; for employment. "C"
made the application and was hired to work -in the rr;ail-room. Among
the fringe benefits afforded to employees of the university is a tuition
allowance; "C" is planning to talke advantage by attending evening classes.

"Mr. and Mrs. C" iare expecting th.eir first baby within a few weeks.

"Mrs. C'" plans later to take a job; her mother has offered to take care.

of the baby.



It is the long range plan of the "C" family for "Mr. C" to go to

college full-time someday, Itis possible that'the Pennsylvania Bureau.
of Rehabilitiation may take care of his tuition at that time. In the mean-

time he is taking a few credits and earning a good living wage.
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Early in the summer of 1966 the Vocational Placement
counselor called every non-college bound 1966 graduate of the sixteen
city high schools. Among the unemployed graduates was "Mr. L, "
recipient of a certificate from one of the schools. A young man of
low-.average intelligence, "L' had persevered through the General
curriculum and had completed metal and electrical shops.

The phone conversation led to scheduling of an appointment for a
- personal interview with "L.'" When he presented hims«ii At the
Vocational Placement Office, it was apparent that his extreme.shyness
would be a handicap to him when he applied for jobs. A series of un-
successful job interviews proved this to be the case - employers were
not inclined to give "L" -a chance. Slowly, with coaching from us, "L"
began to gain confidence in himself. This took several months.

In November, 1966, he was recommended for a stock boy job at a
films company where he worked when his employer needed h1m This
arrangement was permanent but never full-time. After the Ch.ristmas
holidays, ""L's" services were needed only a few hours per week, and
"L'" began looking for another job, ho;;effally a full-time permanent one.

About this time the personnel director of a publishing company
registered his need for a full-time messenger-stock boy. '"L' was
recommended. The Vocational Placement staff member provided the

employer with a description of '"L's' personality, experience as a
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stock boy, and academic record, including mention of the shop courses.
The employer interviewed ""L" and hired him.

There is a possibility that '""L" will return to Connelley Technical.
School in the fzll in order to study under the Manpower program. In
this case, he will continue to work for the publisher é,fter school! and

Saturdays. 'L' says he likes this job very much, and his employer

is pleased with his work.
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Mr. "O" comes from a very good home, full of advantages. His
father is a professional man. The boy has a talent and love for art--
nothing else in the high school curriculum appeals to him. His'art
teacher has his admiration and respect; He has absolutely no regard
for any other subject or any other teacher. He cut all his classes, ex-
cept art. In order to get out of the dilemma of being a truant, he
came to us for "any kind Qf a job' that would permit him to get signed
out of school at the age of 16.

Here is 2 young man who did not need the job for maintenance of
his family or himself. He was prepared for no job but the most menial
one that would require no skill. The boy is extremely bright and has |
college potential if he would apply himself. The family had gone so
far as to send him for psychiatric help.

He refused to dress in conformity with his classmates. He was
withdrawn and had no desire to socialize with the members of his
class. He made every effort by dress to be known as a '"beatnik, " a

non-conformist.

I knew that there was an excellent course in commercial art being
taught in his building. I made arrangements with his principal to

 saturate this boy with art instruction for the rest of the current se-
mester, The principal agreed. So did his family. In addition to his
‘regular art assignment, Mr. ""O" spends all afternoon in the commercial

art class. He does not have to be prodded to come to school now. He.

{
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reports regularly, We are hopeful that he will attend summer school
for two of the classes he gave up this semester. We will again review
this case in June.

This case study comes under the caption of adjustive counseling
in wh.ich the Office of Vocational Placement is actively engaged.

"O'" was offered and accepted a job for weekends as a vendor at

Forbes Field.
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"Mr. Q," just past his sixteenth birthday, was referred to Vocational

Placement early in April, 1967.

Investigation of 'Q's'" school record disclosed the following history:
Although possessing high average intelligence, he has been an average
student. During the.school year 1965-66 he had passed all subjects ex-
cepting social studies, which he had passed in summer school.

During the current school year, 1966-67, however, "Q'" has gone
into an academic tailspin. About April 1, "Q's" English teacher called
nQ's' inactivity to the attention of his high school counselor. Although
"Q" has not misbehaved in English class, he has simply not participated
in class. Upon further investigation, the counselor learned that "Q" |
was presenting a behavior problem in Spani.sh class and was making no
effort at all to pass math or biology.

Several conferences with '"Q's" mother and one conference with
his father have not revealed any explanation for "Q's'" slump.

"Q's" parents and his counselor had decided that the behavior pattern
of the b.oy called for a radical change to jog him into some appreciation
c;f the educational advantages of atténding school. The counselor suggeséed
placemént of "Q'" on a temporary job. ';Q" will work until he starts to
summer school. "Q" will return. to high school in the fall.'.

As a stock boy at a wholesale textile cbmpany. "Q'" seems to be turning
over a new leaf, His employer understands the fact that' "Q will work

only until summer school. 'Q'" and his parents are optimistic about the
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arrangement since it will not mean permanent suspension from school
but will provide "'Q" with another chance. He is enjoying his work and

his employer is pleased with his eagerness to learn.
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Master ""X'"' came to us from Juvenile Court for job placement. He
was the only child of a divorced mother who worked long hours as a
waitress. There was very little dialogue between mother and son. He
réfused to go to school, idled his time away with other truants, got
himself into minor difficulties, and was quite non-communicative when
he reached the Office of Vocational Placement.

He was placed with an understanding employer as a gasoline station
attendant. After he had worked ther.e for six months, he requested his
employer to withhold $25. 00 from his weekly payc_h-eck, so that he co.uld
accumulate $500.00 to make a down payment on a house in Crafton. He
was doing this for his mother, after having been such a worry to her!

Arrangements were made by his employer with a Squirrel Hill
bank for the deposit of $25. 00 a week for a period of five months. All
this time, young "X'; worked without any absence from his job. His
employer found him trustworthy and trainable. Young "X'" opened the
door for others to be considered for employment, based on his own
éatisfactory performance.

The young man has now become a pzfope;'ty owner, having made a
down payment on a home; his mother is very well satisfied with his
growth on the job; the boy is training for a GED test; he is keeping
steady company with a young lady; he drives 'a car which he reconditioned
on his own time. He has .plans for the future to lease his own gas station.

In this case, the job was the motivating factor.
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4. FAMILY RELATED EDUCATION PROGRAM \

.Introduction

History of the Program

The Family Related Education Program was initiated by a Ford
Foundation grant in September of 1964 in order to provide classes and
activities for adults whose interests could not be met by the standard
adult evening school pfograms. In particular, a different organization
from that of the adult evening school was desired. It was hoped that the
Program would be sensitive t6 the needs, conditions, and opportunities’
of persons in poverty areas within the city of Pittsburgh who were not
being reached by existing educational programs. The program was
designed to bfidge the gap between these disadvantaged people and the
schools é.nd to provide an additional way in .which the schools, parents,
and children 'could join in a common educational endeavor. In order.to
accomplish these objectives, classes were to be held at times and places
convenient to the adults who wished to enroll, since some could not
attend in the evening and othefs were reluctant to be out after dark,

During its first year of cperation, the Family Related Education
Program served approximately 490 aduits in the Hill District schoolg==
Forbes, Letsche, Madiso_n, Mg:Kelvy, Miller, Vann, and Weil, thg
latter also.being the pfogfam's headquarters, The classes consipted

~ in part of Negro history, interior decorating, millinery, sewing,
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leadership training, and public speaking. The staff was made up of a
coordinator and about 12 volunteers.

In September of 1965 the Office of Economic Opportunity pro-
vided funds for the program, allowing for the expansion of the staff to
include two physical education teachers, three full-'and one part-time
homemaking counselors, and one industrial arts teacher. Homemaking
apartments were secured, rent-free, in various poverty areas in the
city, enabling the program to broaden its base of operation and to offer
a greater variety of classes. The new locations were an incentive for
greater attendance, and the number of participants in the program
almost doubled. To attract children, new classes were added--for
example, in babysitting. In addition, afternoon classes were offered,
something which had seldom been done during the first year.

Due to the cutting of Economic Opportunity funds for all programs
in Septermnber of 1966, it was necessary to reduce the staft of the Family
Related Education Program to the coordinator and two full- and one
part-time homemaking counselors. As a result, the number of parti-

cipants dropped to the level of the first year of the program's operation.

Despite these facts, the variety of classes was maintained, the program
spread to the North Side, and morning classes were added.

During the 1966-1967 school ye;r! the Office of Economic
Opportunity once again cut its funds, and it became necessary to end

the Family Related Education Program.,
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Description of the Program

Defi.nition meetings for the Family Related Education Program
were held on March 21 and April 4, 1967 at the program office at
Weil School. Ten persons, representing administrators, program
staff, and the Office of Research, attended. Using the circular response
method of discussion, they addre ssed themselves to a series of questions
devised by the Office of Research to elicit specific information about the
program (see Appendix A for Group Interview Schedule). The results
of this meeting were formulated into the program definition, which is
presented in the following section of this report to provide a description

of the program.




FAMILY RELATED EDUCATION PROGRAM DEFINITION

GENERAL

I

Il

Overall Statement of Objectives and Rationale for the Program

The Familr Related Education Program was established to provide
classes for adults whose interests were not met by the standard
adult evening school program. The overall objectives were to
assist families in adjusting to their urban environment, particularly
its institutions of education, health, public safety, and recreation,
and to improve family life.

Scope
A, Number of Pupils and Schools Involved

Approximately 500 people participate in classes throughout the
year. However, at any one time, the program may have only
150 people participating, this being a function of the number of
classes in operation. The schools used by the Family Related
Education Program are the following:

Letsche Elementary School
McKelvy Elementary School
Miller Elementary School
Manchester Elementary School
A. Leo Weil Elementary School

Homemaking apartments are loc~ted at the following places:

Terrace Village
251 Burrows Street

Northview Heights
651 Mount Pleasant Road
Arlington Heights

B. The Grades or Ages of Participants

4-4

-




The ages of the participants vary a great deal as a function of
the kinds of classes that are offered. Generally, the majority
of participants are young adults just beginning to raise families,
although children, middle-aged, and elderly people also parti-
cipate.

C. General Description of Staff

The staff of the Family Related Education Program is compris-
ed of three homemaking counselors, a coordinator, and volun-
teers who offer their services to the program in the areas of
their own specialties and interests.




OUTCOMES

I.

Major Objectives--changes expected to occur in program partici-
pants as a result of the program. There are two types of major
objectives.

A. Terminal Objectives--behaviors exhibited by participants at
the end of the program which demonstrate successful complet-
ion of the program

At the end of the Family Related Education Program the
following aspects of family life should be improved:

Relationships among family members
Standard of living

Interest of all family members in the academic work of the
children

The role of the woman as a hcmemaker, mother, and wife
Appreciation of beauty and culture

Adjustment to an urban setting

a. The neighborhood and neighbors

b. The social institutions of health, education, public
safety, and recreation

Concomitant with improvements in family life, it is expected
that school-age children will demonstrate improvements in the
following areas:

1.

School behaviors
Adjustment to the classroom

Grades

'Us.e of leisure time

Knowledge about immediate and future opportunities for
money-making careers
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Ultumate Objectives--the long range goals of the program,
These are objectives to which the program hopefully contributes,
but for which it does not have sole responsibility

It is hoped that through the Family Related Education Program
participants will gain the follawing: .

l. Higher cultural standards

2. The ability to play a productive role in their urban setting
3, A greater understanding of education |

4. Favorable attitudes toward racial integration

5. An improved employment situation

6. Greater community involvement on the part of the children

7. A feeling of satisfaction derived from doing something crea-
tive, something different from the normal routine

11, Enabling Objectivés--the skills, attitudes, and information which
students must acquire during the program to insure the accomplish-
ment of the major objectives

A. In order to accomplish major objectives, the adults in the

Family Related Education Program must first develop the
following:

1. A positive change in consumer knowledge and skills

2. An increased proficiency in and knowledge of homemaking
skills

3. Communication and friendships with their neighbors
In order to accomplish major objectives, children in the Family

Related Education Program must first develop or experience the
following:

l. An acceptable code of behavior

2. An improved self-image
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3. Reinforcement of the things they are taught in schools

4, Extra-curricular programs and activities to compensate
for those they may lack in school

III. Other Benefits--benefits expected to accrue to other than program
participants as a result of the program

No benefits of this type were specified for the Family Related Educat-

Program

IV. Criteria for Successful Completion of or Removal from the Program

such criteria were specified for the Fami'y Related Education

Program.

ANTECEDENTS

A,

B.

I. Participants

Selection Characteristics=-=-the criteria that are used to deter-
mine who shall participate in the program

The program is geared to people of a low-income, culturally-
deprived background, However, there are no criteria for
selection. The program is open, without reference to age,
sex, race, or area of residence, to all who wish to participate.

Peo ple usually enter the program through one of the following
channels: '

l. Their own initiative, having discovered the program through
the descriptive leaflets and flyers which are distributed

2. Referral by city, state, and neighborhood agencies and
community action programs

3. Recommendation by neighbochood educational committees
and school officials

Entering Behaviors--characteristics of participants (other than
selection characteristics) which are related to performance in
the program
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It is assumed that most of the adults entering the program 1
started their families at an early age and are now faced with
family or social problems.

II. Staff--qualifications with respect to specific positions

Stail Proiessional Personal
Member Qualifications _ Qualifications
Coordinator A college degree 1. Administrative skill

2. The ability to relate
to the people involved
in the program

Home Economi
Supervisorse ‘1
Homemakers p A B,S. in home . 1. An interest in people
economics 2, Emotional stability
2. Compliance with
Board qualifications

3. Experience in
community work

Volunteers ISkills necessary to the | 1. At least 21 years of
work they are to do age
2. Freedom to travel

P | III. Support
A. Administrative Support--administrative personnel who cooperate
! in carrying out the program

The Central Office Staff sets up office structures in the schools

i involved and serves as a liaison between the Family Related
Education Program and the other departments in the Board.

B. Human Resources--non-administrative and non-staff personnel
whose contributions and cooperation are necessary to the opera-
tion of the program

a, No human resources were specified for the Family Related

Education Program,

429




C. Media--the materials, supplies, and equipment required for
program activities

Books

Tapes and films

Other visual aids

Blackboards and bulletin boards
Teaching supplies

Art supplies and house paints

. Foods :

8. Sewing equipment and fabrics

9. Office supplies

10. Cleaning and janitorial supplies
11. Household furnishings and appliances

O W W -

D. Facilities

Demonstration apartments with telephones are required for the
operation of the Family Related Education Program,

IV. Time Constraints
The duration of participation depends upon the desires and needs of

the participants,

PROCESS

I. Participant Activities--the day-to-day program activities that will
ultimately lead to the achievement of objectives

Students and adults in the program are involved in the following
activities:

A. Fashion shows in which they model

B. Classes in which they make Christmas decorations and gxft items

C. A senior citizens' craft class -~

D. An art class in which participants learn to make patterns, forms,
and shapes and do drawing and sketching

E. A leadership training class in which participants learn to lead
and participate in discussions

F. A baby sitters' training class which teaches child care

G. A community group

H

T

. A class in which mothers learn to cut their children's hair
. Adult tutoring classes
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V.

A new horizons program which provides play activities, films,
discussions, and counseling for students

A slim and trim class in which participants are taught basic
nutrition, meal planning, and exercises

A food preservation class which teaches canning

. A family choir group

A class in flower arrangement

A charm class for students

A program through which children are provided with a play
period while adults discuss various common probiems related
to child care

A clothing construction class

A course in which participants learn to make drapenes

A foods class for preparation and evaluation of foreign and
Ancrican foods

A course in furniture refinishing

An interior decorating class

A knitting class

W. A course in money management

X.

A class in which participants learn to make slip covers

There is no set sequence for these activities. The staff determines
whether participants should enter beginning or advanced classes.

II. Staff Functions and Activities

A.

Staff Functions and Duties with Respect to Specific Positions

Staff Members Functions Duties
Coordinator 1. Provides super- | Makes suggestions
vision and guid-

ance for the

Homemakers .

2. Supports all a. Makes out the
components of budget and pay-
the program | roll

' b. Recruits person-
nel

c. Is responrsible for
the safety and
security of the
staff




Staff Members

Functions

Duties

Coordinator
(Contd. )

3. Manages the
office

4. Acts as a pub-
lic relations

ty development
person

5. Interprets and

and communi-

d. Secures loca-
tions for the
classes -

e. Obtains furniture

Aids in the trans-

portation of

equipment and
supplies

:‘t

a. Creates an
awareness of the
program and
'""'sells' it within
the community

b. Interacts with
various organi-
zations ahd
groups within the
community

Acts as a liaison be-

- formulates tween the program
policy staff and the
Compensatory
Education
Department

Home Economics
Supervisor

Assists Coordina-

tor in supervising

home economics
ctivities

Homemaker

1. Teaches home-
making skills

a. Prepares weekly
lesson plans

b. Prepares written
materials for
distribution to

~ the class

c. Prepares visual
aids for class




i

Homemaker

. Provides individ-

' Staff Merhbe rs Functions Duties
d

(Contd. )

2. Counsels

3. Handles perti-
nent adminis-
trative details

ualized instruc-
tion for partici-
pants

. Prepares and

gives demonstra-
tions, including
shopping trips
Does research to
prepare for new
classes

. Organizes and

develops group
leadership

. Helps women to

improve their
family relation-
ships

. Helps in sche-

uling of classes
Prepares adver-
tisements for
classes

. Keeps records of

expenditures
Makes reports on
activities

. Makes referrals

to other agencies
Evaluates classes

g. Maintains sewing

machines and
does light house-
keeping in the
apartments -

Volunteer

1. Teaches
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Submits lesson
plans

. Submits aﬂ:end-

ance records




Staff Members Functions Duties

Volunteer 2. Directs group
(Contd. ) activities

Intra-staff Communicaticn and Coordination

Intra-staff communication for the Family Related Education
Program consists of the following:

1. Staff meetings
2. Written communications

a. Reports made by the homemakers to the Coordinator

every nine weeks

b. Weekly lesson plans submitted by the homemakers
3. Phone communications -- staff members phone in each
time they enter and leave an apartment
Weekly individual meetings initiated by the Coordmator
Informal get-togethers in which the homemakers participate

A
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Statement of the Problem

The problem for evaluation was to determine the sex, age,
marital status, number of children, religion, income, race, and
occupation of persons enrolled in the Family Related Education
Program, as well as certain of their attitudes toward education,
health, public safety, recreation, urban environment, family cohe-
siveness, and socio-economic status. 1 It was hoped that such an
investigation would lead to a better understanding of the participants
in the program, enabling the staff to provide effective program

development.

Method
In order to collect the data required to answer the preceding
questions, a questionnaire was administered to the participants in

all Family Related Education classes 59 of January 1967. One hundred

forty-seven questionnaires were returned, with the respondents

representing each of the eight poverty areas designated by the Mayor.

5 A copy of the questionnaire is included in Appendix B.

1 .

Data on some of these variables were not analyzed because
of a lack of time and resources. Thos e desiring information not re-
ported here may obtain it by writing to the evaluator.
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Results

One of the goals of the Family Related Education Program is to

improve ''the role of the woman as a homemaker, mother, and wife."
Therefore, many classes were concerned with the developmert of such
homemaking skills as child care, interior decorating, cooking, sewing,
and flower arrangement. These courses were designed to attract
women rather thpn men and, since many of the other classes were held
during working hours, it would be unlikely that many men could attend.
Accordingly, 87 percent of the questionnaire respondents were female.

One respondent did not indicate sex.

Age

Toe @ amily Related Education Program, in addition to being
concerned with adults, is also designed for young adults and children.
Table 1 shows that a majority of the participants in the Family Re-
lated Education Program are younger than 18, the remainder being

rather evenly divided between middle age and older.
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TABLE 1

Age Range of Participants

Age Range Frequency Percent
43 years of age and older 26 21.4
Between 19-42 years of age 32 26. 6
18 and younger 63 52.0
Total 121% 100. 0

* 26 respondents omitted this item

Marital Status

Table 2 shows that the participants are divided almost equally

between single and married persons, with over 10 percent falling into
the widowed category.

TABLE 2

Marital Status of Participants

Status Frequency | Percent
Single 62 44.0
Married 57 40. 4
Divorced 2 1.4
Separated 4 2.8
Widowed 16 1.4
Total 141% 100. 0

* 6 respondents omitted this item

Numb'er of Children

1t is an assumption in the definition of the Family Related Educa-

tion Program that most adults entering the program started their
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families at an early age and are now faced with family or social prob-
lems, However, data gathered through the questionnaire indicate that
over half (56 percent) of the participants have no children. Of the
remaining 44 percent, only a third have four or more children. Not
only does this suggest that people with large families find it difficult

to participate in adult education programs, but also that such programs

might be designed to concentrate on the needs of small families and

people with no children.

Income

The Family Relate.d Education Program is aimed at reaching
people in low income areas. Approximately half of the participants
answering this it;.am indicated incomes less than $3, 000, conforming
to the OEO-CAP income criterion. However, since no attempt w;s
made to restrict participation in the program, other income brackets
are also represented. About a third of the participants making over
$3,000 had incomes which might be considered low, but almost 20 per-

cent earned over $6,000. This information is presented in Table 3.
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TABLE 3

Participants' Estimate of Family Income

Income Range Frequency |Percent
Less than $3,000 42 48.3
3, 000 to $4,499 16 18.4
4,500 to $5, 999 13 14.9
6,000 or more 16 18.4
Total 87% 100.0

%60 respondents omitted this item

Race
Since the program is geared to low income people with a cultur-
ally deprived background and since Negroes constitute the bulk of low

income people in the city of Pittsburgh, a large representation of

this racial group would be expected in the program. Indeed, 75 percent

of those responding to the item of race were Negroes.

Occupation

Of those responding to the question, ".Is the head of your household

now working? ', almost 73 percent answered ''Yes." The occupations

specified by respondents are presented in Table 4.
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TABLE 4

Occupations of Participants

Type of Occupation Frequency] Pereent |
Processing 16 17.0
Domestic Service 12 13.0
'Processing of metal 8 8.0
Construction 7 7.0
Barbering, cosmetology, and

related 4 4.0
Education 3 3.0
Managers and officials 3 3.0
Salesmen (services) 3 3.0
Salesmen (commodities) 3 3.0
Merchandising 3 3.0
Lodging and related 2 2.0
Protective service 2 2.0
Building 2 2.0
Fabrication and repair of

wood products 2 2.0

}Miscellaneous service 4 4.0

Other # 14 15.0

Uncategorized 6 6.0
Total 94 * 97. 0X

% 53 respondents omitted this item
# {Indicates one case per occupation

x Rounding error
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Appendix A

GROUP INTERVIEW SCHEDULE
FAMILY RELATED EDUCATION PROGRAM

OBJECTIVES

1.

2.

3.

4.

What are the primary objectives of the Family Related Education
Program in terms of adult and/or student behavior? (What

does the program expect o accomplish for adults? What should
adults be able to do as a result of participation in this program?
What skills or talents will they acquire? What knowledge will
they gain?)

What are the major objectives for each part of the Family
Related Education Program--regularly scheduled classes,
neighborhood seminars, workshops, evening recreation, and

‘homemaking services?

Are there seéondary objectives which become means to the
attainment of major program objectives? (How will adult
attitudes and/or behaviors be changed?)

Are any by-product benefits such as employment opportunities
for adults or school adjustment of children anticipated?

SELECTION OF PARTICIPANTS

R

I
|

What are the criteria for enrolling and keeping adults in the
program? _(On what basis are individual adults enrolled in the
program--by sex, age, social class, subject, personal charac-
teristics or performance? Do participating adults become in-
eligible for the program after meeting certain performance
standards or after a specified period of time?)

What are the characteristics of the people enrolled in the
program? (Are they assumed to have certain entering be-
haviors and/or levels of competency which are prerequisite
to success in or benefit from the program? What are their
entering skills, knowledge, and attitudes? ) S




1. What staff is required to carry out the program--teachers,
counselors, volunteers, supervisors, coordinators, specialists,
or paraprofessionals?

2. What are the functions of staff members in the program? (How
does each level of staff promote the objectives of the program?)

3. What are the specific behaviors or duties expected of each group
of staff members? (What specific tasks relevant to the program
are to be performed and how are these to be performed by each
group?)

4., What are the qualifications of staff members for fulfilling these .
functions? (What levels of competency are required or assumed?)

1. What materials, equipment, and supplies are required to carry
out the program? '

2. How will these media contribute to the objectives of the program?
(How will they affect participants in order to elicit specific
behaviors--by shaping the environment, structuring perception, ‘
or supplying cues to evoke desired responses? What is the
purpose of awarding certificates in the classes?)

PARTICIPANT ACTIVITIES

1. What activities are specified for participants in the program?
Is there a necessary sequence for these?

2. How will adult activities contribute to the objectives of the

; program? (How will they affect participants in order to elicit )
behaviors--by structuring perception, developing skills or 2 E
fostering attitudes?) ’

COMMUNICA TION

1. How and to what extent do program staff members at various t
levels of authority communicate in regard to the purposes,
methods, and operation of the program?
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SUPPORT

1. What administrative support is necessary to operate the pro-
gram? (What facilities are needed? What scheduling of classes

or other activities are needed?)

2. What steps are taken to insure this support?

. B
[p——
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Office of Research
January 1967

Appendix B

QUESTIONNAIRE
FAMILY RELATED EDUCATION PROGRAM

: This questionnaire is part of a study being made to obtain information for

: the Family Related Education Program in your neighborhood. Do not put

l your name any place on this paper. The information collected will be
kept confidential.

GO THROUGH THE QUESTIONNAIRE QUICKLY, WITHOUT SPENDING

TOO MUCH TIME ON ANY SINGLE QUESTION, MOST OF THE QUES-

TIONS CAN BE ANSWERED BY MARKING A CHECK MARK LIKE THIS
/_ ON THE LINE BESIDE THE ANSWER THAT YOU CHOOSE,

® MARK ONLY ONE ANSWER FOR EACH QUESTION.

L. ____—____—_——__—_—-—_—_—_———_—_——__——'___———_———_

i 1. Please list below all classes you are currently taking in the Family
! Related Education Program:
| Name of Class | Place Day | Time
%
!
& 2. Sex:
Male

Female
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Marital status:
Single
Married

Divorced

What is your birthdate?

Month Day Year

Race:

Negro
White
Other (Specify)

Separated
Widowed

Do you attend church or synagogue:

At least once a week
Once a month
Few times a year

What is your religious preference?

_Prote stant
Catholic
Jewish

How often do you visit your relatives?

Once a week
Several times a
month

Once a month

Only on important
occasions
Never

Other (Specify)

None

Less than once a
month
Never

How often do you visit with one or more of your friends?

Once a week
Several times a
month

Once a month

4-28

Less than once a
month
Never




10.

11.

12,

13,

14,

15.

16.

Do you have any children?

Yes
No

If yes, how many? children
How many children do you have now living at home?
children

How many people, other than children, live in your home (including
yourself)? '

| people
How much do you like living in the neighborhood you now live in?

Very much Little
Some None

How often do you go to the movies?

Once a week _ lLess than once a
Several times a month
month Rarely
‘Once a month Never

Most people can be trusted:

Strongly agree Slightly disagree

Moderately agree Moderately disagree
Slightly agree Strongly disagree

Please make the best estimate you can of your family's total income
for last year. Include money earned by everyone in your household
and money received from pension or public assistance.

Less than $3, 000 $4,500 to $5, 999
$3,000 to $4, 499 ' $6, 000 or more




17,

18,

19.

20.

21,

22,

23,

Most policemen in Pittsburgh are good:

Strongly agree Slightly disagreec
Moderately agree Moderately disagree
Slightly agree Strongly disagree

A person has to live pretty much for today and let tomorrow take
care of itself:

Strongly agree Slightly disagree

Moderately agree Moderately disagree

Slightly agree Strongly disagree
How well do members of your family get along with each other?

Extremely well Somewhat poorly

Rather well Rather poorly

Only somewhat well Extremely poorly

How many hours a day do you watch television?

Three to five hours
Five or more hours

Less than one hour
One to three hours

If you were asked to use one of the following names to describe your
family's social group, which would you use?

Upper class Lower middle class
Upper middle class Lower class
Middle class

It is important for a person to be healthy:
Strongly agree . Slightly disagree
Moderately agree Moderately disagree
Slightly agree | Strongly disagree

How often do you and your family do things together?

All of the time Occasionally
Most of the time _ Very seldom
Frequently Never
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24.

zvs.

26.

27,

28,

29.

30.

What we need are more laws; right now, there are too few of them:

Strongly agree | Slightly disagree
Moderately agree | Moderately disagree
Slightly agree Strongly disagree

Programs like the Family Related Education Program are a substitute
for actually helping people:

Strongly agree Slightly disagree
Moderately agree Moderately disagree
Slightly agree Strongly disagree

How often do the members of your family disagree enough with each
other to become angry?

All of the time Occasionally
Most of the time Very Seldom
Frequently Never

Do teachers really care about children?
Yes
No

How often do the members of your family help each other?

All of the time . Occasionally
Most of the time Very Seldom
Frequently Never

Do you belong to your local Parent Teacher's Association?

Yes
No . .

Which of the following best describes your family's financial condition?

Wealthy Fairly comfortable

Well-to-do Have the necessities

Very comfortable Barely able to make
a living
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31. Do you think most policemen are unfair in dealing with people like you?

Yes
Sometimes
No

Bi. Have you ever advised your friends to go to any special educational
programs like this one?

Yes
No

33. People should go to a doctor at least once a year for a check-up: e

Strongly agree Slightly disagree N 1
Moderately agree Moderately disagree -
Slightly agree Strongly disagree !

34. How would you describe the schools in Pittsburgh?

Good
Fair
Poor

35. When you are feeling bad, when do YOu go to a doctor?

Immediately When very sick
Wait a while Usually don't go at all

36. How happy is your family life?

Very happy Not very happy
Fairly happy Very unhappy .

37. When you or a member of your family is ill, where are you most
likely to go for help?

Hospital emergency Clinic
ward Private physician
Private hospital : (Your family doctor)
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38,

39.

40,

41,

42,

43,

44,

How does your family's standard of living compare with that of most
of the families in your neighborhood?

Above average
Average
Below average

Meeting the needs of people is the responsibility of the people them-
selves and their families, and not of the city:

Strongly agree : Slightly disagree
Moderately agree Moderately disagree
Slightly agree Strongly disagree

How important is your family to you?

Very important : Not too important
Fairly important Not important at all

If you saw some policemen stopping cars ahead of you and asking
questions, would you detour around the block to miss them?

Yes
Maybe
No

Is the head of your household now working?

Yes
No

What kind of work does the head of your household normally do?
(for example, carpenter, shoe salesman, factory worker, barber,
cab driver) |

There are not enough effective neighborhood organizations:

Strongly agree Slightly disagree
Moderately agree Moderately disagree
Slightly agree Strongly disagree
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45, Things are changing so fast these days that oné doesn't know what
to expect from day to day:

Strongly agree Slightly disagree
Moderately agree Moderately disagree
Slightly agree Strongly disagree
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5. MENTAL HEALTH SERVICES PROGRAM

Introduction

History of the Program

In 1954, the Pittsburgh Board of Public Education recommended
the employment of a psychiatrist as a consultant to the Pittsburgh Public
Schools. Although this recommendation was not implemented for some
time, a broader program was conceived over the years through the com-
bined thinking of the Division of Pupil Services, the Division of Instruc-
tional Serviceé. and the Division of Medical Serfrices.

Under the joint sponsorship of the Pittsburgh Board of Public
Education's Tea?n Teaching P;'ogram and the Health and Welfare Asso-
ciation, the éirst mental health team was established in the Hill District -
in l§61.- The team functioned much as a child guidance clinic housed in
a school system. It was selective in accepting referrals from school
personnel and traditional in its methods o? diagnostic ev#luation. Fifty-
one children were seen individﬁally in the 1962-1963 school year, 74
in 1963-1964. The complete program was described in. a report pub-
lished by the Pittsburgh Board of Public Education in 1964. !

Under the Division of Compensatory Education, a second mental

health team was established on the North Side in June 1965. Both teams

lRuth Kane, Aileen Birmingham, and R. A. Kerchner, A Compre-
hensive Mental Health Team Approach to Learning Problems of School
Children in a Culturally Deprived Area, Mimeographed Report, Pitts-

burgh Public Schools, 1964.




were discontinued when funding from OEO expired in July 1966. An

evaluation of these programs was included in a report published in

1966 by the Pittsburgh Public Schools. 2

The present Mental Health Services Program (MHS) was estab- - O
lished in November 1965 by a three-year grant to the Pittsburgh Public o
Schools from the Maurice Falk Medical Fund. This grant was supple-
mented by OEO and Ford funds which are expected to be replaced by
state feimbursement beginning in September 1967. The program, a .8
s;xbdivision of the Office of School Services, was set up to provide ',
comprehensive mental health services to the schools. Administrative
relationships between the psychiatrist-director of the MHS Program “
and school personnel were considerably different from those of the :" N
previous mental health teams. The present staff is an integrated,

organic part of the central administration and is seen as such by most 5

school personnel. 52'

Description of the Program

Philosophy. Several assumptions underlie the development of the
MHS Program:
1. The school is the primary case-finding agenéy in the community

for the identification of emotionally disturbed children. In

view of compulsory attendance and the central importance of

Vivien Richman, Mental Health Services, Pittsburgh Fublic
Schools, 1966. - |
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the school in the life of the child, the school is also the pri-
mary mental health agent, This position is taken by many

writers in the field:

The school's responsibility for mental health pertains
not only to the happiness and adjustment of individuals,
but also to healthy group living in society at large.
Through its influence on the developing personalities
of children, the school plays its distinctive role in
relation to the mental health of the community. 3

An even stronger position' was taken by the Director of the ;

Mental Health Study Center of the Nai;ional Institute of Mental
Health:

"I am persuaded that no formal publicly supported inétitution
plays a more crucial role or harbors more potential in be-
half of individual mental health than our school system. wd

2. Treatment or help for emotionally disturbed children, if not

provided in the schools, may not be provided at all. Of the
estimated number of emotionally disturbed children in

Allegheny Counfy, only about 5 percent received treatment
from other community agencies. 3 The remaining untreated

95 percent constitute the major focus for concern by the schools.

3Community Programs for Mental Health, ed. Ruth Kotinsky and
Helen Witmer (Cambridge, Mass., 1955), p.216.

4M. Krugman, Orthopsychiatry and the School, Amer. Ortho-
psychiatric Assn. (New York, 1958) p. 135,

'5Report of the Committee on Services for Emotionally Disturbed

Children, Health and Welfare Assn.of Allegheny County, February
1967, p. 10.
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3. Traditional evaluative and. diagnostic procedures have proven
to be an uheconomical utilization of scarce mental health
professionals. 6 The approach and the techniqﬁes of the MHS
Program comprise an effort to deal constructively with this

f problem,

4. Considering the existence of mental health problems within
the school and the acknowledged scarcity of mental health
professionals, the MHS staff places considerable importance
on training school personnel in mental health principles.
Teachers stand in a critical relationship to the child; as
stated by Louis Hay: '"The community must recognize that
teachers are the only trained social representatives who
are in a position to contribute toward the better adjustment
of the greater number of disturbed children. n? There
have been many other attempts to establish school-based
programs to meet the needs of emotionally disturbed children,

Kvaraceu58 and Abramovitz9 concentrated their efforts on

6G. Caplan, Prevention of Mental Disorders in Children,
(New York, 1961), p. 16.

7T"A New School Channel for Helping the Troubled Child,"
Amer. Jour. of Orthopsychiatry, XXIII (1953),p. 676.

8William C. Kvaraceus, '""Helping the Socially Inadapted
Pupil in the Large City Schools, ' Exceptional Children,XXVIII
(1962), 399-404.

A. B. Abramovitz, "Exploring Potentials for Mental
Health in the Classroom, ' Mental Hygiene XLIII (1959), 253-259,




teacher-training programs of in-service education and mental
10

health seminars for school personnel. Felick and Knoblochll

also reported programs of in-service education and niental

health seminars for school personnel.

5. The MHS Program was designed to be a resource to the total
school. Facilities for the treatment and/or education of dis-
turbed children in the community are scarce or non-exir tent.

In some instances, the school has been forced to handle problems

which should have been dealt with by other community agencies:
The most serious social consequence of the compulsory
attendance law may well be that, since its inception, all
of our child-caring, remedial, and correctional agencies
have fallen steadily behind the mounting need for their
services. The need has been comfortably obscured by the
expanding custodial role of the public schools, who are now
expected to contain and somehow educate all children regard-
less of their degree of emotional disturbance and/or anti-
social behavior, and/or inability to profit from what re-
stricted programs the schools offer to the non-average. 12

If schools identify and refer disturbed children to the appropriate

agency, the community will be able to get a more accurate and

realistic picture of urgent, unmet needs and plan accordingly.

lOM. L. Felick, "Observations on the Psychological Education of

Teachers in a School-Based Mental Health Program, '"Mental Hygiene,
XXXVIII(1954), 374-386.

11p, Knoblock and R. A. Garcea, ""Toward a Broader Concept of

the Special Class for Emotionally Disturbed Children, ' Exceptional
Children, XXXI (1965), 329-335,

- Stonewall B. Stickney, '"Schools are our Community Health
Centers, '' Paper presented at Amer. Psychiatric Assn., 1967, p. 4.
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The school may logically be recognized as the central agency
in a comprehensive mental health plan for the commux'mity.

6. With the current MHS Program functioning somewhat as a
demonstration project, it is hoped that the tempo, the methods,
and the delivery of mental health services in the community
will shift in the direction of the educational model, in both
diagnostic and treatment approaches.

Components of the Program. There are four major components

of the MHS Program: (1) the adjustment class and resource room programs,
(2) consultation conferences, (3) crisis consultations throughout the school
system, and (;1) in-service education in mental health for school personnel.
Other related activities developed as the program became established.

Adjustment Class Program. This program was designed

to provide an optimum educational and therapeutic environment for elemen-
tary school children whose emotional maladjustments preclude their
functioning adequately in the normal school program. Based on the prin-
ciples of maximum containment of the child by the school and minimal use
of the program, its ul'timate purpose is to enable the schobl to cope with
the child and the child to return to regular classes as soon as possible.

The first adjustment class was established at Colfax Elementary
School by the Department of Special Education in September 1964, before
the MHS Program was begun. The second class, opened early in 1965

at Weil Elementary School, also preceded the current MHS Frogram.
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Both classes, taught by graduates of Syracuse University's Department
of Special Education, were based on the educationél methods of
Cruickshank. 13 The third class was opened in March 1966 at Columbus
Elementary School. In September 1967, the MHS staff established four
new adjustment classes located at Arsenal, Friendship, Holmes, and
Morse elementary schools. Although teache “s for these programs were
recruited at the last minute because of funding difficulties and had not
been trained in the Cruickshank method, there was an effort made at
patterning all the classes after the original one.

In-service education of these teachers occurred during the bi-
weekly consultation conferences in their schools (described later in this
report) and during bi-weekly meetings hel 1 after school hours with the
psychiatrists, Program Coordinator, and Research Consultant, In-
structional supervision was minimal until May 1967 when a specially
trained supervisor war designated.

In general, there are four elements in the teaching environment
common to all the classes: (1) reduced environmental stimuli, (2)
reduced space, (3) a highly structured program, and (4) special teaching
materials of increased stimulus value. Carr‘els or folding screens are

used in each classroom to provide reduced working space and to eliminate

l?’Willia,m M. Cruickshank, Frances A. Bentzen, R. H.
Rat zeberg, and Mirian Tannhauser, A Teaching Method for Brain-Injured
and Hyperactive Children (Syracuse, 1961).




distractions. In addition to regular teaching aids, teacher-made materials
are utilized to help focus the child's attention on specific learning tasks.

In some of the classes, special equipment and materials are provided for

children with perceptual-motor dysfunctions in order to help establishand

develop eye-hand coordination, figr re-ground perception, and other skills.

The teacher does not function as a therapist. His major objective
is to enable the child, through a wide variety of techniques, to establish
internal control of his own behavior and to acquire or develop the skills
required for learning. When a child is first assigned to the adjustment
class, he can, if necessary, spend his entire school day there. As soon
as it is deemed appropriate by the teacher and the consultation conference
group, he is gradually reintegrated into regular classes. Continued
support of the child and the regular teacher to whom he is assigned is
carried out by the adjustment class teacher.

Resource Room Program. In February 1965, Technoma, a

private therapeatic day-care center for emotionally disturbed children,
and the Pittsburgh Public Schools jointly established a demonstration
program at Schenley High School. The program, designed to assist the
disturbed child in his academic work and social adjustment within the
school setting, was known as the resource room. It was taken over by
the MHS Program in September 1966, although Technoma continued to

provide some consultative services to the resource room teachers. Five
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additional resource rooms were established by the MHS Program in
September 1966. These rooms were located in Fifth Avenue, Gladstone,
Latimer, South, and Westinghouse high schools.

The resource room, while sharing a common purpose with the ele-
mentary school adjustment class, functions with somewhat more flexi-
bility. For the most part, students use the room primarily during study
hall periods, although they are not restricted to these periods. Students
receive specific academic instruction, tutoring, and remedial work.
Assignments are received from regular teachers, and frequent communi-
cation occurs between resource room teachers and other school personnel

regarding current assignments, behavior, and other related topics.

Referral and admission proceaures (described later) were :stab-
lished for both resource rooms and adjustment classes. However, these
procedures are not rigidly adhered to in the secondary schools where the
resource rooms are also used informally, before and after school, and
between classes. Some of the students are ''self-referrals' who come
to the resource room if they are upset, troubled, or on the verge of an
emotional outburst. It then becomes the responsibility of the resource
room teacher to notify the regular teacher of the student's presence in
the room.

The resource room teacher uses a varietg‘r of teaching materials,
ranging from standard textbooks to special teacher-made materials. The

primary emphasis in both the resource rooms and the adjustment classes
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is educational, although there are remedial, preventive, corrective, and

14 )
therapeutic aspect"s as well. )

Consultation Conferences. The adjustment class and

resource room programs are supported by consultation conferences in
the schools. Every two weeks a psychiatrist and a social worker from
the MHS staff spend a half-day at each of the participating schools in
conference with appropriate personnel. Based on the assumption that
teachers can generally identify children who are ''different, " the confer-
ences are teacher-centered. Teachers are frequently able to supply
vital information about the child's learning difficulties, his social be-
havior, how he and the school adapt to each other, and his family back-

ground. Other school personnel knowing the child--the principal, school

social worker, psychologist, counselor, school physician, or nurse--

share their knowle(ze or insights with the conference group. Frequently,

a two-hour discussion period produces a collection of information which
might have taken weeks or months to collect through more traditional
methods. If more information is required, the appropriate person in the
conference group takes the responsibility of securing it for the next
meeting.

One purpose of the consultation conferences is to discuss children

referred to the program. (Referrals are made by any school staff

4Vlv1en Richman, Stonewall B, Stickney, and George J.
Wllson, ""Mental Health Services in the Pittsburgh Public Schools, "
Jour, of the Internatl. Assn. of Pupil Personnel Workers (March 1967),
ppo 91"’950
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member and directed to the principal in the elementary schools and to

the Counselor-Coordinator in the secondary schools.) The conference
attempts to determine whether the rveferred child can benefit from
assignment to the adjustment class or resource room program or whether
he merely needs additional support in his regular class. Conference
members decide whether the child is so severely disturbed that the school
is perpetuating an undesirable social situation by continuing in an impos-
sible and inappropriate custodial role. An effort is made, when possible,
to maintain the disturbed child's placement in some part of the regular
school program so that he is not completely separated from the main-
stream of school activities,

At the end of the school year, the two psychiatrists discovered
that, working independently, they had arrived at a common basis for
decisions on the disposition of referrals. They agreed that the major
determinants in making this decision were the degree of the child's
(1) reachability; (2) disability; and (3) containability in his school,
community, and fémily. The interaction and inter-relationships of
child-family-school-principal-teacher-community were the bases for
decisions in planning for the child.

The conference group also attempts to determine if the disturbed
child ixas elected a friend from among the faculty. If such a relationship
exists, the group attempts either to reinforce that relationship or to

make it more informed and purposeful. Similarly, if the parents have
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clected a friend in the school, that relationship is supported. In this

way, the MHS staff assisted school personnel in locating, identifying,
supporting, and utilizing potential or existing mental health resources
in their own schools.

The MHS consulting group interviews the child and his parents
only when the information presented at the consultation conf erence is
either puzzling or alarming. During the school year 130 children were
seen by the Psychiatrist-Director and by the Consulting Psychiatrist,
although 727 children were served by the program. This was an
economic utilization of one full-time and one half-time psychiatrist in a
large urban school system.

By discussing, reviewing, and planning for the disturbed children
in the school, the conference group provides systematic and practical
support for the program. The process of joint planning for each‘of the
children is self-correcting because the effectiveness of the plan can be
evaluated during the bi-weekly conferences and modified accordingly.,
The conference also serves as a teaching seminar for participating
school personnel.

The diagnostic process of the consultation conferences differs
from more orthodox, clinically-oriented staffings or'case conferences.
The goal of the conferences is to arrive at a psychoeducational diagnosis
and specific Prescriptive recommendations.. The presentation of long,

formal, technical reports written in psychiatric or psychological
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terminology is avoided.

Crisis Consultations. This activity occupies a large

proportion of the MHS staff's time. During the 1966-1967 school year
almost 400 crisis consultations occurred in 82 schools. Referrals came
primarily from principals, but the MHS staff also consulted on cases
referred by members of the central administrative staff.

The philosophy, diagnostic approach, and procedures of the crisis
consultations are similar to those of the regularly scheduled consultation
conferences. For all consultations, an effort is8 made to invite repre-
sentatives of community social agencies to participate if either the
child or family under discussion is known to them or if it seems likely!
that the child or family may be referred to them. Juvenile Court,
Family and Children's Service, Child Welfare Services, Children's
Hospital, Western Psychiatric Institute and Clinic, St. Francis Hospital,
and the Department of Public Welfare were among the agencies who
sent representatives to the consultations in the past school year.

There were several purposes for inviting these ;epresentatives:

1. To ensure closer working relationships

2. To share with other agencies important information which
only the school might possess., For example, a child might
present acceptable behavior during a one-hour period in a
treatment centef. but be virtually uncontainable in a class-

room.
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3. To plan together for the troubled child in deciding which
agency should be responsible and in avoiding unilateral
actions regarding treatment or managemecnt plans

4. To develop or reinforce a pattern of inter-a.gency action
which eliminates unnecessary multiple diagnoses and
excessive paper work and provides more effective delivery
of services

The most urgent of the crisis consultations were those involving
children who had threatened or attempted suicide. The MHS staff as-
sumed that all suicide threats were ""serious' until proven otherwise,

It is notable that the community has considered juvenile suicide threats
"not serious' unless the action taken is successful or nearly so.

The suicidal child and his parent (s) were seen by a MHS psychi-
atrist and social worker, usually within 24 hours after the referral was
received. This type of referral was given first priority. During the
1966-1967 school year, 65 such referrals were made--43 at the secondary
school level and 22 at the elementary level, How many suicide threats
or attempts occur in the school population othe.r than those referred to
the MHS Program is not known. Emergency facilities in the community
for dealing with juvenile suicide attempts are grossly inadequate and
temporary protective facilities scarce.

Two case histories will illustrate the experience of the MHS Program

in trying to deal with suicide attempts and threats in the face of these
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limitations.

Danny, a 10-year-old Negro boy in a poverty neighborhood, was
living with his widowed, alchoholic, 54-year-old mother who was
unable to care for herself. He had a history of attempted suicides.
After being involved in a fight with another child about a week before
Christmas, he was required to bring his mother to school. He appeared
in the school yard after having cut his abdomen with a razor blade.
Schoo.l officials took him and his reluctant mother to the hospital where,
after a loss of considerable blood, he was given 10 stitches and sent
home.

The MHS staff was notified and Danny and his mother were seen
the following day. His mother evidenced no alarm or concern. The

psychiatrist described Danny as a child ''on the brink of psychotic

depression or schizophrenia.' With the holidays approaching, it was
feared that Danny'é mother would go on an extended drinking spree,
leaving Danny at the mercy of his self-destructive impulses.

Juvenile Court wa‘contacted by a supervisor from the Office of
Pupil Services of the Pittsburgh Public School.. Acting on the advice of
the MﬁS psychiatrist, an attachment wa issued to.have Danny brought
into the Detention Home. He remained there until he was transferred
to a temporafy shelter operated by Child Welfare Services. Eight months
later, in July 1967, Danny was still at the shelter. The prospects of a

foster home or other residential placement are dim. .
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Theresa, a 14-year-old student in a predominantly middle-class

high school, was referred to the MHS staff by the school social worker
for having threatened suicide. Viewing her sii:uaﬁon as intolerable,
Theresa had no desire to continue living. Her parents, who were on
public assistance, had both been in and out of mental hospitals., Theresa's
few clothes were in very poor condition. She lived in a filthy house with
five dogs, a cat, agd two hamsters. The gas and light had been turned
off,

After school, Theresa rushed home to do her homework while
there was still daylight. When it got dark, she and her younger brother
Richard went to bed to keep warm, while their parents played cards by
candlelight., Richard, an elementary-school student, was beginning to
show signs of depression, hopelessness, and alienation similar to
Theresa's,

The MHS staff initiated a conference involving the people and agencies
who had been active with the family. These included the elementary
and secondary school social workers; the.principal and two teachers
from Richard's school; the family's minister; representatives from the
Family and Children's Service, who had dealt with the family since 1958;
and people from the Department of Public Welfare énd Child Welfare
Services. The family's history and present circumstances were reviewed.
Emergency arrangements were made to restore heat and light in the house.

There was a general agreement that both children should be removed from
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the homr e and the parents encouraged to enter treatment. However, no

residential facilities were available in the community for either child.
As an interim measure, the MHS staff was able to secure emergency
hospitalization for Theresa at St. Francis Hospital. The school social
workers agreed to give both children continued daily support for the rest
of the school year. As of July 1967, the entire family was involved in
out-patient psychiatric treatment at St. Francis Hospital.
One social phenomenon which was encountered repeatedly during
crisis consultations was the situation which the MHS staff referred to
as the ''squeeze-out.' In such cases a family was consciously or un-
consciously forcing a child out of the home. Frequently, the child's
school behavior became increasingly worse as he tried to get himself
put out of the school and, consequently, removed from an untenable
home situation. In the past year, several children have put this stragegy
into words, as well as practice. The philosophy of the MHS on this issue
has been described as follows:
The dilemma of the child who needs to be thrown out of school
brings up two more very lively issues, one the philosophy of
diagnosis, the other the chaos of inter-agency communication
about troubled children and their families.
As to the first, diaghostic philosophy, one finds that the traditional
categories and certainly the refined studies of intra-psychic dynamics,
have little relevance when dealing with the 95% of disturbed children
who will never receive 'therapy' in the traditional sense, i.e.,
therapy designed to deal with complexities uncovered by 'clinical’

diagnosis diminishing in direct proportion as the pathology of the
family and of the school increase.
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The only practical system becomes an ecological system of !
diagnosis, in which the intra-psychic factors are noted, but are

only a part of the complex total diagnosis. The latter resembles

a cauliflower more than the neat cucumber slice of clinical diagnosis,
because it must include a description of the two ecological niches,

the home and the school, in which the child must establish himself
and grow. If he is in danger of being excluded from either of these,
the child's condition is serious, regardless of his clinical diagnosis,
Contrariwise, a child with a psychosis, or brain damage, or some
other serious clinical diagnosis may, in our scheme, have a benign
condition, if home and school are receiving and containing him, and
fostering his growth. 15 g

There are several alternatives for action in crisis consultations

or regular school consultations:
1, I the child is considered a candidate for the adjustment class (

or resource room programs, an assignment can be made,

[

either as a placement or on a temporary basis to secure ad-
ditional functional, diagnostic information about the child.

If his school does not contain this special class program, the

child may be transferred to a school which does.

2. A recommendation may be made to maintain the child in the
regular class program, making available occasional informal
use of the adjustment class or resource room. This alternative

includes the use of an elected faculty member to work with the

child.

15
Stickney, p. 18.
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3. Changes in the child's placement in his school, transfer to
another teacher or to another existing program, or transfer
to another school may be recommended.

4. A referral to a community agency such as a hospital, a family
case work agency, or a psychiatric clinic may be indicated.

5. The child may be placed on a part-time schedule in order to
verify the ''squeezc-out' situation, test the workability of the
family, or share with the family the responsibility for teaching
the child appropriate school behavior.,

6. With seve;ely disturbed children, a medical excusal may be

given with appropriate recommendations for placement.

7. Some combination of these alternatives may be implemented.

In-Service Education, It was recognized early in the

development of the MHS Program that any successful mental health |
effort in a school system must begin by providing real service to the
schools’ most urgent problems. Other mental health programs foundered
because they were relatively selective, choosing the more '"workable' of
the difficult children referred to them by the school.

Foliowing the MHS philosophy, all referrals were accepted, in-

cluding such cases as a family having a 32-year-old record with com-

munity social agencies. Early referrals tended to be children who were
aggressive, hostile, destructive, and unmanageable and whose problems

- were the most visible, After some success was demonstrated with
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these children, less obviously disturbed children, the withdrawn and the
fearful, were identified and referred.

It was also recognized by the MHS staff that merely expanding the
number of crisis consultations scheduled and extending the number of
special class programs would not be effective comprehensive mental
health measures. Such efforts, while essential, would for the most part
be a matter of '"catching casualties. ' In order to create an effective
school mental health program with preventive aspects to meet the growing
need of containing and e2ucating emotionally disturbed children, it became

increasingly imperative to plan and implement a broad program of in- !
service education for school personnel.

Such a plan was implemented through the participation of school

-y

personnel in the consultation conferences described earlier. In addition,
regularly scheduled weekly seminars were conducted during the school
year. The participating groups are described in Tablel.

The seminars for the preprimary and kindergarten teachers met

after school. This arrangement proved unsatisfactory since the dis-

cussion of complex interpersonal relationships is difficult, if not im-
possible, at the end of a strenuous working day. The three other seminars
(elementary instructional supervisors, vice-principals, and the faculty

of Wightman Elementary School) met during the school day. At Wightman,
teachers were relieved by interested parents for one hour per week so

that they could attend the seminars.
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TABLE 1

Description of Mental Health Seminar Groups

Number of Weeks of
Type of Personnel Participants Duration

Preprimary Teachers 12 24

25 12
Kindergarten Teachers 29 15
Elementary Instructional
Supervisors 18 9
Vice=~principals 10 27
Wightman (Total Faculty) 21 27
Total 115 114

The meetings wér;.co;lducted informally by a MHS psy;chiatrist and
social worker, who avoided imposing an agenda on the groups. The par-
ticipants were encouraged toprovide the content for each meeting, so that
their own primary needs would be met. The t.eaci'xers‘ éeminars were cen-
tered, for the most part, on discussions of problem situations which had
been encountered. Although the supervisors and the vice-principals
occasionally brought up case material for discussion, they were more
concerned with broad educational and sociological issues which were
imbedded in the school system.

Informal feedback from the participants‘indicated that they had found
the seminars to have real and practical vaiue. It is hoped that released
time can be secured so that further in-service education programs can be

implemented. The planning of such programs is at the preliminary stage.
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Inter-agency Conferences and Other Activities. In addition to

the inclusion of appropriate agency representatives in school consultation
conferences, the MHS staff participated in, or initiated, many meetings }
during the year which were designed to improve communication with
other agencies. The purpose of some of the meetings was the imple-

mentation of joint planning efforts for meeting mental health needs in

the community. Several meetings, for example, were scheduled with

PR

personnel from Western Psychiatric Institute and Clinic and St. Francis
Hospital, both of which are involved in developing community mental ’ {
health centers. There were frequent contacts with the mental health
staff of the Allegheny County Public Schools, the Health and Welfare
Association, the Child Welfare Services, The Mental Health Bureau

of the Allegheny County Department of Health, and the Pennsylvania

Mental Health Association.
The MHS staff also consulted with out-of-town groups who were

in the process of establishing mental health programs in their schools.

These consultations usually involved a full day or more of observing

various components of the MHS Program and discussion with MHS staff

The Director of the MHS Program is currently a consultant to

'

Carnegie Institute of Technology's program to revise their teacher

‘training curriculum and has made six video-tapes as part of the project.

He is also serving as consultant to Project Upward Bound, a program
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designed to motivate and support talented underachievers. He has
appeared several times on WQED, Pittsburgh's educational television
station, and has participated on panels or presented papers before suéh
groups as the National Convention of the Ccuncil for Exceptional Children,
the American Psychiatric Association, the Menninger Clinic, the Inter-
national Convocation on Children and Adults with Learning Disabilities,
the National Association of Mental Health, the New York State Mental
Health Association, the South Carolina Mental Health Association, and
other state mental health groups around the country.

The Coordinator of the MHS Program was a panel member at the
annual Pennsylvania Mental Health Conference.' He also presented a
report to the Comprehensive Vocational Rehabilitation Planning Project
for Pennsylvania. Both he and the MHS Director will be panel members
at the International Conference of the Association for Pupil Personnel
Workers in the fall of 1967. With the Director and Research Consultant,
the Coordinator of the MHS Program has also been invited to present
a workshop on mental health at the fall convocation of the Pennsylvania
Federation of the Council for Exceptional Children.

Other activities of the MHS staff included the publication of an

article describing their program in the Journal of the International

Association for Pupil Personnel Workers. Staff members have also

delivered between 40 and 50 speecaes to local community organizations

such as PTA's, settlement houses, and social agencies.
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Population Served by the MHS Program. Eli M. Bower's

operational definition of the emotionally disturbed child includes the fol-
lowing points:
1. An inability to learn, which cannot be explained by intellectual,
sensory, or health factors
2. An inability to build or maintain satisfactory interpersonal
relationships with peers and teachers
3. Inappropriate types of behavior or feelings under normal
conditions
4. A general pervasive mood of unhappiness or depression
5. A tendency to develop physical symptoms, pains, or fears
16

associated with personal or school problems.

Barbara Bateman's even broader view of ''problem' children in-

cludes those with reading or communication problems and sensory-

motor deficiencies. She classifies these children as having ''learning

17
disabilities' which frequently result in disturbed school behavior.

Estimates of the incidence of emotional disturbance among children,

. 18
according to Bower's definition, average about 10 percent. In 1965,

' 1()"'I'he Emotionally Handicapped Child and the School; An
Analysis of Programs and Trends, ''"Exceptional Children, XXVI
(1959), 182-188.

1
7"Learnin’g Disabilities, '' Exceptional Children, XXXI

(1964), 166-167.

18 The Early Identification of Emotionally Handicapped
Children in School, (Springfield, Illinois, 1960), p. 11.
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it was estimated that Allegheny County had at least 39, 000 emotionally

disturbed children.

19

Criteria for Eligibility. Standards set by the Departrment of

Public Instruction and adopted by the State Council of Education on

September 20, 1961 have served as generai guidelines for admission to

the MHS Program:

1. Children whose social and/or emotional problems are so seve‘re

that, in their regular classrooms, they are prevented from

functioning normally or from making educational progress at

a rate and to an extent commensurate with their abilities

2. Children whose serious emotional problems necessitate their

working with specially qualified teachers who can give them

individual attention and assistance

ae

Children whose behavior may be a destructive influence on
other children

Children whose environment is' disorganized or inadequate
Children who are severely disturbed and unresponsive to the
usual educaAtional opportunities

Children whose behavior is organically determined but who

have the potential to participate in group learning expericnces

19Re];)ort of the Committee on Services for Emotionally

Disturbed Children, p. B-5.
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with specially qualified teachers in a protective
school environment

Description of Population Served. From September 1966 to | |

June 1967, 727 children from 6 to 19 years of age were referred to the ' i
program. Of these, 75 were admitted to the adjustment class program

in the elementary schools, and 225 were admitted to the resource room _ “ 1
program in the secondary schools. Thus, a total of 300 children partic- , (
ipated in the MHS special class program. For the rér;aining 427 referrals,

the MHS staff recommended adjustments which the school could make, ' (
provided support to the children in regular class placements, or referred

. them to community agencies. A limited number (12) of these children

were excluded from school because of the severity of their disturbances.

Tables 2 and 3 present a breakdown of participants in the special

class programs by sex and age.

TABLE 2%

Composition of MHS Special Class Programs by Sex

Level Boys Girls
Elementary Schools 82% 18%
Secondary Schools 63% 37%

*The data reported in Tables 2, 3, and 4 are as of Feb. 28, 1967.
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TABLE 3

Composition of MHS Special Class Programs by Age*

!

Age Percent Age Percent ;

19 1 14 1 '
18 2 13 1
17 ‘ 7 12 8
16 13 11 15
15 : 24 10 19
14 28 9 31
13 23 8 8
12 2 7 8
6 5

s Secondary school age range--12 to 18 years
Elementary school age range--6 to 14 years

As is indicated in Table 2, the percentage of boys in the program
drops from 82 percent in the elementary school to 63 percent in the
secondary school. In Table 3, it :hould be noted that although the age
range in the secondary school program is from 12 to 19 years, 75
percent of the children are f?‘om 13 to 15 years old. Although the age
range in the elementary school program is from 6 to 14 years, 65
percent of the children are from 9 to llyears old.

In analyzing the..réasoﬁs for referral, five categories o.f behavior

emerged in the secondary schools and four in the elementary schools.

The percentage of participants referred for each of these reasons is

presented in Table 4.
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TABLE 4

Composition of MHS Special Class Programs
by Reasons for Referral

Secondary Schools Percent Elementary Schools Percent
Aggressive 52 Aggressive 42
Withdrawn 38 Withdrawn 24
Pre-delinquent 3 PMD and MBD 31
Immature 2 Miscellaneous 3
Pre-schizophrenic, 5 '

miscellaneous

Aggressive behavior includes hostility, disruption, rebellion toward
authority, lack of self-control, and hyperactivity. Withdrawn behavior
includes fearfulness, depression, confusion, and under-achievement.

It is interesting to note that, among the reasons for referral, perceptual-
motor dysfunction (PMD) and suspected minimal brain damage (MBD)
were reported for 31 percent of the elementary school population, but
not at all in the secondary schools. In both elementary and secondary
schools the greatest percentages of children were aggressive.

Because the original funding for the classes came from OEO, the
six elementary Aclasses and the six secondary classes were located in
high-risk, low~-income school districtsv.l 'Thus, the children in the MHS
special class program were relatively homogeneous in socioeconomic
level. One additional adjustment class, located in a middle~-class school
district, was in existence before the inception of the MHS Program.

Since it is under the direction of the Section on Special Education, it
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will not be described in this report.

Description of Staff. The present staff consists of the following

members:

A Psychiatrist-Director who provides leadership for the program,

conducts in-service programs for school personnel, participates
in the evaluation of candidates for the program, provides crisis

consultations and psychiatric first aid in emergencies, plans and
develops program activities, and performs administrative duties

A half-time Psychiatric Consultant who performs similar

activities in consultation, evaluation, psychiatric first aid, and
in-service education

A Coordinator who schedules the varied activities of the program,

supervises the social workers, handles emergencies, communi-
cates with community agencies, and performs administrative
duties

Three social workers who assist in evaluating children for

placement in the MHS Program, define and record issues,
perform case work functions directly or through the school
social worker, assist the psychiatrist in evaluating children
in the crisis consultations, and conduct related activities

Twelve teachers for the adjustment class and resource room

programs and eight classroom aides who provide a suitable
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climate and educational help for the children in the programi. The
teachers communicate with regular teachers in the schools and mcet
regularly with the MHS staff, activities which are especially important

because of the acute scarcity of trained mental health professionals

Statement of the Problem

Program Description

In order to determine whether or not the MHS Program is operating
as it was originally conceived, it was necessary to gather additional
descriptive information. Although the primary focus of the study was on
the special class component of the program, this should not imply that
the other components are less important. The special classes are
simply the most visible segment of the program.and, therefore, the
most accessil;le to detailed examination.

Specifically, the following questions were raised:

e

1. How were the adjustment class and resource room programs
used?

2. What were the principal activities in these classes?
3. Which lines of communication were developed and used?
4. What problems were most frequently presented?

5. What was the educational history of the children in the
special class program?

Program Effects

An exploratory effort' was made to assess and evaluate the effects of
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the MHS Program--both on student participants and on school personnel.
To this end answers were sought for the fellowing specific questions:

l. Were there changes in the achievement, performance,
school citizenship, and attendance and tardiness of the
children in the adjustment classes and resource rooms ?

2. Were there changes in the attitudes and information about
mental health among the school personnel who had had
some degree of contact with the MHS Program?

3. How was the program perceived and evaluated by the
Principals of the schools in which the adjustment classes
and resource rooms were located?

Method

Program Description

In September 1966, efforts were begun to desigr; data collection
forms to be used by the adjustment class and resource room teachers
and by the MHS social workerg. These instruments are included in
Appendix A,

The MHS-2 form was developed to determine the problem most

frequently presented, the subjects most frequently tutored, and the
proportion of time spent in various activities in the resource room. It
§vas compléted by all resource room teachers every week for each child

~ in the program. This was particularly important for obtaining information
about the resource room which, because of its emphasis on one-to-one
tutoring and remedial work and its flexibility of use, was not amenable

to observation. A similar form, the MHS-2a, was designed to collect
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descriptive information about the adjustment class program. It was
filled out monthly by the adjustment class teachers for each child in the

program. A random sample of the MHS-2 and the MHS-2a was drawn

and analyzed.

Other data collection forms included the MHS-3, completed by the
adjustment class and resource room teachers to provide a record of the
frequency of their contacts witl other personnel, and the MHS-5, sub-
mitted by the MHS social workers for the same purpose. The Student
Data Ca.rds (see Appendix B) were used to collect information about
failure and citizenship marks in grades 1, 2, and 3 for the students who
participated in the adjustment class and resource room programs. This
information was gathered from school records in June and July of 1967.

Program Effects

The following information for the 1965-1966 and the 1966-1967 school
years was compiled for each of the 300 students who had been in the
adjustment class and resource room programs: (1) achievement test
scores in reading and arithmetic, (2) report card grades in reading and
arithrrietic, (3) citizenship grades, and (4) absence and tardiness records.
Data were collected in July 1967 from school records, using the Student
Data Cards (see Appendix B).

A teacher rating scale (see Appendix C) was constructed and admin-

istered to all teachers (regular, adjustment class, and resource room)

5-32




who had taught any one of the students enrolled in the special class
program during the 1966-1967 school year. Teachers were instructed
to evaluate changes in the performance and behavior of these students
by ranking them on a four point scale: marked improvement, some

improvement, no improvement, or deterioration. A total of 1392 ratings

were secured and analyzed.

A questionnaire was developed to measure attitudes toward mental
health in a school context, mental health ¢concepts, and information
about the MHS Program. This information was pre-tested on two
sections of graduate students at the University of Pittsburgh. It was
administered in October 1966 to 654 school personnel in the 12 schools
where there were adjustment classes and resource rooms and the
regularly scheduled consultation conferences. Post-test scores were
obtained by administering the questionnaire again in May 1967. Ii was
also administered to the faculties of two secondary and three elementary
schools in similar socioeconomic areas which had not received exten-
sive services from the MHS Program.

In order to determine how the program was perceived and evaluated
by the principals of the twelve schools which had adjnshnen"t classes and
resource rooms, an interview schedule was devised (see Appendix D).

Interviews were conducted by the Research Consultant during February

and March of 1967.
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Program Description

As is indicated im Table 5, the problem most frequently presented
by resource room stedents in all tut one school was "personal crisis. "
In that school "relztions with teachers™ was the most frequently presented.
No single probliern emerged as predominant, demonstrating som—e hetero-

geneity in this zspect of the student population.

TABLE 5

Percentzge of Problems Presented by Resource Room Students

Schools
Problem 11 2 3 4 | 5 6
Persomel crisis T ﬁ 30 § 29 18 22 36
Relations with peers | 14 | 11 13 i6 | 19 13
Feelings ebout self | 14 | & 13 I8 | 13 1
|[Relations with teachers I 13 a 9 3 8 | 34 9
School crisis I 11 1 6 3 13 4 9
_bepzessi‘m 1 11 ! 10 13 8 3 10
Other school problems | 8 22 18 | 7 5 ¢ 21
%‘Be with famiky | 12 g 6 8 | 12 | - i 1

Table 6 shows that mathematics was the most frequently tutored

subject Im all ome schiool, a school where the resource room teacher
proiessed some discomfort with that subject. Of the other activities in
the resource room, discmssion and conversation on a one-fo-one basis

occupied fbe highest perceatage of time as is shown in Table 7.
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Fregquency of Subjects “Tirsref in the Resource Room Program

Subject a2 . 2 3 | 4 5 6
T

Mathematics z27 i 3F | I | 14 a8 19

English iy 28 | 12 | - 45 6

ocial studies - -f - | 3 6 - 10

Other subjects 3§ F} 3 2 40 5 |
Percentage of Time Spent om Briswiries i the Resource Room Program
—

Activity 1 s 4 5 _6
Discussion-conversation 3 L 21 | 40 30 40
Supervised study 23 : I8 20 17
Limited conversation ' 15 | 18 30 20
| Inquiry about program [ 2L [ 24 20 23

Alﬁoughmmtoiﬂacfmﬁ@nsmﬁt&egrogrmmz regularly

scheduled basis, considerabile:

I sctivity took phce--msched-ulea
visits to the roorm., mﬂmﬁswﬁﬁee rocom teacher

revealed in Table 8 may be
zation and climate, Jocation and accessibilEty of the resource room,

and teacher style.




Percentage of Students' Use of the Resource Room Program

TABLE 8

F | B Schools

* Use 1 2 3 4 5 6

| Scheduled visit 32 57 26 46 86 70
? Unscheduled visit 28 19 35 37 14 22
3 Contact in hall 20 12 1 19 - 4
| Wisit before/after school 20 12 38 8 - 4

For the adjustment class program, information on the percentage

of time spent on various activities is given in Table 9.

TABLE 9

Percentage of Time Spent on Activities in the Adjustment Class Program

— —

— — —
Schools
Activity 1 2 3 4 5 6

Reading 17 20 18 25 17 -
Arithmetic 13 20 11 20 14 -
Language arts 13 17 8 24 13 -
Secia] studies 7 4 1 2 1 -
Science: 12 2 5 6 1 -
Other subjects 13 -- 12 1 11 -
Perceptual-motor training -- 10 8 3 21 -
Groap activity - 12 15 9 14 -
Creative activity -- 12 14 9 8 -

 Other activity 25 3 8 1 -- -
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Although one adjustment class teacher submitted no data, the
other classes furnished a somewhat consistent pattern of activity.
Instruction in reading exceeded instruction in arithmetic, unlike the
resource room program in which mathematics was the most frequently
tutored subject. The variability of the percentage of time spent in
perceptual-motor training could be explained by the fact that the teacher
in School % had been trained in a ﬁniversity which emphasized that
orientation, and the teacher in School 2 had taken summer courses
there. No striking differences in the program were revealed, despite
differences in the training and experience of the teachers, teacher
style, and population. The teacher in School 1 was inexperienced and
untrained and left the program at the end of the school year. The
teacher in School 2 left the program at the end of the school year in
order to study for an advanced degree.l

Information on ‘the adjustment class and resource room teaclers'

contacts with other personnel is giVen in Table 10.
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Frequency of Adjustmént Class and Resource Room

TABLE 10

Teachers' Contacts with School Personnel

Category of Adjustment Class Teachers Resource': Room Teachers

School Personnel 1 | 2 3 4 5 1 2 | 3 4 5 6

Coordinator -] < - - - 101 {1861118 | 76]228] 11
Principal 49 1131] 49|35 | 17 77 1180 91 19{168} 10
Vice-principal -1 - - |- 8 84 |251| 57 36 - 5
Counselor - | 47] - - - 681 94| 16 | 36| - -
School social worker| 14 ) 21 61301 17 121 | 76| 75| 20| 83 2
Psychologist 41 6 41 2 17 5| 49| 11 41 13 -
MHS staff 8|28 12]16 | 17 8] 36| 42| 22{140| 2
Technoma -1 - - | - - 12| 551202 15| 45 8
Regular teacher - 130 | 39|35 - 117|375|454 | 761381| 9
Agency } -1 - 31 2 - -1 12 8 1] 4 -
Doctor or nurse - |14 713 - 83| 6] 22 91104 | -
Observation - 3 71 - - 111 22 - - 1 -
Parent - 122 | 29,30 1 -1 28 1 N - -
Other - {11 24 £32 - - 71 70 6] 1 -

" One adjustmen£ class teacher failed to submit any data, and two

submitted 6nly partial data. Despite differences between teachers in
systematically recording these contacts, a revealing profile of activity
and communication emerged.

In the adjustment class program, the findings confirm the important
role played by the principé,ln Adjustment class teachers also had a con-

siderable amount of contact with regular teachers, the MHS staff, school

social workers, and parents.

The pattern of communication in the resource room is similar in
general contours to that of the adjustment class with some expected
differences. Reflecting a more complex program which involves a
larger number of students and school personnel, the frequency of contact

is much greater than in the elerﬁentary school program. Differences in
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administrative style and assignments are evident in a greater freaquency
‘ ' of contact with the Coordinator-Counselor and less frequency of contact
with the principal and the vice-principal. The most frequent contacts
were made with regular classroom teachers. As in the adjusmment class
program, the resource room teachers had a considerable amount of ccu-
tact with the MHS staff and the school social workers. Technoma per-
sonnel served in a consultative relationship with the resource room
teachers. There were two secondary schools in which a school physician

- and a school nurse were actively involved in consultation with the resource

—

room program.

e o]

Table 11 presents more information about these contacts by showing

their distribution across the ten months of the 1966-1967 school year.

TABLE 11

Monthly Frequency of Adjustment Class and Resource
Room Teachers' Contacts with School Personnel

Category of School T ﬂ I
Personnel Sept| Oct. |Nov. | Dec.}] Jan. ;Feb. {Mar. | Apr. {May: June
J Coordinator 42 | 33 {103 113|153 J103 63 87 65 6
) Principal 28 | 32 81 80| 139 80 71 102 531! 18
Vice-principal - |15 31 751118 | 66 59 55 | 27 -
] Counselor 3{ 6 28 49 | 66 36 27 28 | 19 2
- School social worker 9 |23 44 53 | 112 63 39 56 | 63 3
7 Psychologist 4| 7 16 21 16 | 13 10 22 5 1
: MHS Staff 6 | 27 28 34 49 43 35 49 42 : 18
- Technoma 5 | 57 23 47 51 49 28 40 35} 2
- Regular teacher 14 198 |241 | 296 [ 411 |335 |298 |342 | 319h36
; Agency -1- 3 - 5 6 12 2 2% -
, Doctor or nurse 2 |21 25 16 | 43 37 11 27 60§ 9
v Observation -1 1110 4| 7 3 4 1] 14) -
b‘ Parent 21 2 14 16 | 26 12 16 | 20 7 4
Other - {12 11 22 24 15 26 26 14 31
[ ' £.39




As is shown in Table 11, activity rose sharply in November and
reached a peak in December and January. A second rise in activity,
though less pronounced, occurred in April. This finding tends to confirm
the hypothesis of the MHS staff that mental health crises increase in fre-
guency before and after the Christmas holidays and again in the early
spring.

Table 12 presents the MHS social workers' average number of
monthly contacts with other personnel.

TABLE 12

Average Monthly Frequency of MHS Social Workers'
Contacts with Other Personnel

Category of Personnel Frequency
— )
MHS staff 24.0
School social worker 20.0
Meetings 18.5
Other agencies 16.4
Principals 16.0
Coordinator 13.0
Special class teacher 10.7
Counselor 9.3
Parent 9.0
Psychologist 8.6
Vice-principal 7.8
Children 6.5
Regular teacher 5.8
Other 4.4
Medical personnel 2.8
Technoma 1 2.8

Aside from communication with the MHS staff, the high frequency
of contact with the school social workers tends to confirm the consultative

relationship which is assumed in the MHS Program. The data generally
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seem to substantiate the‘.expected direction of the activities of the MHS

social workers.

Table 13 presents the percentage of students in the special class

programs who had repeated the first, second, or third grade.

o -

TABLE 13

Percentage of Studerits in the Resource Rooms and
Adjustment Classes Who Had Repeated Grades 1, 2, or 3

Resource Room* | Percentage of } Adjustment Class* | Percentage
School Students School of Students

1 36 1 22

2 64 2 --

3 64 3 --

4 89 4 43

5 50 5 30

6 42 6 50

Mean percent 57 Mean percent 39

*N = 225

e e £ g

]

*N = 75

Percentages for the adjustment classes appear to be lower than those

for the resource rooms, but the adjustment class data were incomplete

'} and afso reflected a smaller population than did the resource room data.

Apparently a consiGerable proportion of the children in the special class

program had been demonstrating serious learning problems as early as

the primary grades.

This was further substantiated by an examination

of their citizenship grades in the first three grades of school. Informa-

tion on this subject is presented in Table 14. .
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TABLE 14

- Average Number of Citizenship Checks for
" Students in the MHS Special Class Program

Resource_Roomf Adjustment Class}
School Number School Number

1 9.4 1 12.5
2 3.8 2 ——-
3 10.0 3 9.7
4 4.7 4 12.6
5 11.3 5 20.0
6 5.0 6 8.4

4 )

*N = 225 *N = 75

A check mark in citizenship on the repbrt card indicates a need
for improvement. Therefore, the higher the number of check marks,
the pooreris the student's conduct and behavior. In determining citizen- '
ship the teacher rates the. studert on whether he is courteous, is kind,
shows self-control, gets alo;lg with others, respects rcgulations, pays
attention, follows diféctions, works neatly, uses time and materials
wisely, accepts respbnsibility, keeps neat and clean, has good sleep
and other habits, and follows safety rules. All the children in the ad-
justmerit classes or reso’urcé rooms had poor citizenship marks in

grades 1, 2, or 3. The av’e'rage number of check marks received was 9. 7.

Program Effects

The analysis of student data on achievement, report card grades,

citizenship and absence and tardiness and the analysis of the pre- and
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post-test scores of the questionnaire administered to school personnel

did not show statistically significant differences.

The results of the teachers' ratings of students are rccorded in

Table 15.

" TABLE 15

Percentage of Children in the Adjustment Class and
Resource Room Programs Exhibiting Change as Rated by Teachers

(1) (2) (3) (4) (5)
Marked Some (1) and No im-| Deteri-
Improve- | Improve-| (2) com- | prove- |oration
Item ment ment bined ' | ment
Relationship with
other children 15 54 69 24 7
Relationship with '
authority 19 50 69 22 9
Participation in ,
class activities 15 49 - 64 26 10
General work and :
study habits 13 46 59 31 11
Following '
directions 14 49 63 29 9
Paying attention 14 48 62 27 10
Pride in accomplish-
ment 17 45 62 29 9
Conformity to school |
rules 14 50 64 26 11

Because each student was rated by all of his teachers, regular and

special, full-time students in the adjustment classes and resource rooms

may have had only one rating, while part-time students may have been

rated by several teachers. The total number of ratings obtained was
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1392, M.arked improvement was indicated in 13 to 19 percent of the
ratings, occurring primarily in the areas of "relationship with authority"
and "pride in accomplishment, " Between 7 and 11 percent of the
ratings indicated ''deterioration" of behavior.

In examining column 3, a combination of columns 1 and 2 which
indicates some degree of positive change in behavior, ''relationship
with other children' and "relationship with authority' showed the highest
percentage of improvement (69 percent). ''Conformity to school rules'
and "participation in class activities" .showed th;e next highest percentage
of improvement (64 percent).

Responses of the principals to the oral interviews are summarized
in the following pages.

Question 1: What do you expect the MHS Program to accomplish?

The principals felt that the program would identify and evaluate
emotionally disturbed children, help them to make adjustments to
school, and help them learn how to learn. The program would provide
new alternatives for handling these children which would permit regular
teachers to attend to the needs of their other children and relieve the
school of the inappropriate custody of severely disturbed children. Thus,

the school would be able to continue its normal functions, and distuz_'bed

children would be assisted in returning to regular classes. Other

expected benefits were improved teacher morale, an improved climate
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in the school, an increase in the school's holding power, and a reduced

suspension rate.

Question 2: In general, how do you think the MHS Program is functioning?

Principals stated that the program was going well, with procedures
operating smoothly and the program serving its intended purpose. They
remarked that the program had demonstrated some success in educating
disturbed children and returning them to regular classes and that teacher
morale had improved.

Question 3: In what ways have you been able to use the program as a
resource?

The principals stated that the program was useful as a preventive
measure for seventh- and eighth-grade students in a junior-senior high
school. It provided a resource for serving temporarily disturbed chil-
dren, and it offered a safe place for ventilation. It had been valuable
in the assessment and evaluation of children referred for service, per-
 mitting closer observation of behavior. The flexibility of the program
permitted short-term, unofficial, temporary placements which were of
value to the whole school.

Question 4: What do you think i. the strongest component of the program?
The weakest?

 The strongest components of the MHS Program were the special class
teachers and the psychiatric consultation and on-going support provided

to the school. Principals emphasized that the program provided a place




that was mot stiprmatized and a2 person (the special teacher) who had the
fime and fve skills to work in depth with emotionally disturbed children.
There was am opportamity for individual attention, with limits and struc-
ture. The program was not panitive. The approach of the MHS staff was
considered to be very practical, and showed an understanding of the
prohiems faced by the schools. Principals felt that the consultation
conferemces were profitably utilized as training sessions for school
persommel who zttended and participated. The flexibility of the program
was recogrized as a streangth, as was the fact that emotionally disturbed
children were mzintained, 25 much as possible, in the mainstream of
activity iz tie scool.

The weakest aspect, it was felt, was the program's inadequate

size. Further, it was believed that the Counselor-Coordinator in the

seconfary schools had insufficient time to perform his duties associated
with the program, iz addifion to his regular work as Counselc r. In-

e or improper space for the adjustment class or resource room

r probier: mentioned. The absence or scarcity of treatment
facilities for childrer ix the community left severely disturbed children
im fhe school by defzult. One principal expressed the view that it was
impossible, or 2t least endesirable, to "mix mental health and e&ﬁcation"
and that am out-patient peychiatric facility would be more efficacious

tham e MES Program. .
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Question 5: Do you think fthere is sufcient cormmunication between the
adjustment class or resserce room teacher and the regular
conferences?

Nine of the 12 principals belbewe hat comerramni

excellent and that repiiar teachers kad beex attending the conferences.
to the fact that the resource reuars was located in another building,
another took the position fhat "fee less a regular teacher knew about

a child's social history, eic., e better, ™ and the third szid that poor

Question 6: What, if anyfong, wesld yoeu lxe to change in the program?

relieve the commseilor who had dhe resparsibility of zcting as coordimator
of the MHS Program in fheir schesis. ¥ was felt that substitute teachers

for the expan-
lation of 2 one-way mirror se ai the special class could be observed.

1. Amm&x%tﬂW—m@or

eidncaiional r=ajerials fer the mstruction of emotionally
disinrbed children




3. A training program for adjustment class aides and an
extension of trainirg for the adjustment class teachers

Question 7: Have you observed any changes in the behavior of the
children who are in the adjustment class or resource
room?

Maost secondary principals felt that it was too early in the develop-
ment of the program to see much change. Elementary principals
reported considerable improvement in the children's school behavior
and & decrease in referra.l§ to the principal's office for disciplinary
a2ctiom.

Question 8: How is the referral and screening procedure functioning;?

AlIl of the principals reported that the referral and screening
procedures were working smoothly and satisfactorily. No changes were
recammended.

Question 9: Do you think that the program can effectively serve a
cluster of schools?

Two of the elementary school principals reported that almost all
of the childrer referred to the program came from outside their schools.
It was noted that these schools had been served by a mental health team
for azbout a year before the establishment of the adjustment class and
e faculties had pai'ticipated in a program of in-service education.
.- Apparently they were able to handle their own disturbed children, pos-
sibily as a2 result of that training. The other principals expressed
willingness to have the adjustment class and resource room program

serve z group of schools, but they felt this was essentially unrealistic.
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They believed that each school needed, and should have, its o.wn

adjustment class or resource room.,

Discussion and Conclusions

The descriptive data which were collected yielded a picture of the
program as it actually operated. The resource room data revealed a
high degree of flexibility in the use of the program. The unscheduled
visits, the contacts in the halls, and the visits before and after scnool
hours confirmed the assumption that the program would serve the "'self-
referrals' as well as those officially assigned to the program.

Although 'personal crisis' and '""relations with teachers' were
the most frequently presented problems, the resource room program
was able to deal with students whose problems were distributed across
six other categories, again demonstrating the flexibility and versatility
of the program.

Descriptive data from the adjustment classes revealed a consistent
pattern of activity resembling that of an academically struciured self-
contained elementary school program. The addition, late in the 1966-
1967 school year; of a special edueation instructional supervisor should
contribute to the continued stabilizaﬁon end between-class consistency
of the program during the 1967-1968 school year.

Thirty-one percent (or almost ; third) of the children in theadjust-

ment classes were referred because of suspected perceptual-motor

5-49




dysfunction or minimal brain damage. Specific remedial training was

_provided by those teachers who had been traired in perceptual-motor
development. In order to further investigate this aspect of the findings,
it was decided that, beginning in October 1967, a part-time perceptual-
motor development consultant would work with the MHS Program. At
the outset, he will have three major purposes:

1. To diagnose, screen, and evaluate all the children in
the adjustment class program

2. To arrive at a more definitive estimate of the incidence of
perceptual-motor deficits in the adjustment class population

3. To train adjustment class teachers in remedial techniques
which will become a part of the classroom program

Patterns of communication which emerged from the dat; confirmed
the central role of the principal in the elementary schools and of the
Counselor-Coordinator in the secondary schools. The high frequency
of contact between the special class teachers and the regular teachers
substantiated the degl;.ee of intra-faculty communication necessary to
the functioning of the program. The activities of thg MHS social workers,
represented in part by their contacté with other personnel, demonstrated
a high degree of communicatio; and consultatipn as had been expected.
Much of their activity occqrred.through meetings and cbnferences with
school social workers, other agencies, the principal, the Counselor-
C_oofdinator, and the sl:ecial class téapher.

Although there were no stat’isticaily significant differences in the
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student data collected and analyzed, several factors must be considered

in interpreting these findings. It was discovered that approximately 57
percent of the students in the resource room program and 39 percent

|
of those in the adjustment class program had failed and repeated first,

second, or third grade. The children in the adjustment classes and the
resource rooms had received an average nv nber of 9. 7 citizenship
marks in grades 1, 2, or 3. These‘findingl indicate that a sizable
proportion of these children had demonstrated school problems which
were identified as long as seven, eight, or nine years ago.

Children with a history of school failure and '"problem' behavior
will not only bé academically retarded, but also are likely to possess
strong negative feelings about school and school activities. Their
academic achievement and performance are not amenable to rapid or
drarnatic change. For some children, improved ability merely to
maintain themselves in a classroom situation may be viewed as marked
improvement., Visible behavior changes may be assigned diverse values.
Aggressive behavior, for example, may be regarded in a mental health
context as a sign of positive growth in a child who has been fearful and
withdrawn and yet perceived by a regular teacher a.s wholly undesirable."

There are also intervening variables which are beyond the control
or influence of the MHS Program: family situation, treatment by other
social agencies, school cli;rxate, teacher personality, community factors,

and deprivations (material and/or emotional). The children included in
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this study frequently were delegates from disturbed or disorganized
families. For some children, the intervention of the MHS Program may
be a critical turning point toward adjustment from what has been a dis-

astrous school career. For others, who may already be severely damaged

it may only represent a paus= or a slowing-down of a deterioration which
may well be irreversible.

Another consideration is the fact that the length of the children's
participation in the program varied from ten months to as little as two
months, on either a full-time or a part-time basis. It is unrealistic to
expect that the single intervention of a mental health program would, in
a relatively short period of time, be able to neutralize, counteract, or
reverse the influence of all the variables mentioned. A longitudinal
study covering a larger sample of time would be required to determine
the effects of the special class program.

It may well be that measurements of isolated aspects of the total
child, such as reading achievement or attendance, do not adequately
represent important changes which may take place. A longitudinal
study may need to take a more global approach or employ more sophis-
ticated and refined measures.

The absence o f statistically significant differences in the question-
naires used to assess attitudes of school personnel toward mental health

may be the result of an instrument that is not sufficiently discriminant or
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sensitive to change. It also may be premature to expect major attitudinal

changes after a relatively sho-t period of time and limited engagement

with school personnel.

In view of the complexities involved in educating emotionally dis-

turbed and socially maladjusted children--educational, sociological,

physiological, devclopmental, and psychological--it is encouraging to
examine the results of the teachers' rating scale.. Of the 1392 ratings
secured fi'om special and regular teachers, 69 percent showed improve-
ment in "relatioﬁship with other children'' and ''relationship with author-
ity. " Sixty-four percent showed improvement in ''participation in class
activities' and "conformity to school rules, "

These positive findings were corroborated by the responses of the
principals whose schools had the adjustment class and resource room
programs». They reported a decrease in the number of referrals to the

office for disciplinary action and an increase in teacher morale. Their

major criticism of the program was its inadequate size. Almost all of
them perceived the special class component of the MHS Program and
the supporting consultation conferences as highly desirable and effective
in meeting the urgent mental health needs in their schools.

The:findings presented in this report demonstrate the kinds of sﬁc-
cess the MHS Program ha; achieved. The MHS staff has provided
services to large numbers of disturbed children without developing long

waiting lists. The children in the special classes have begun, according
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to their teachers, to demonstrate some improvement in their school
behavior. In-service education of school personnel has begun and will
continue, Principals have welcomed this addition to the existing array
of ancillary services to their schools. The role of the school in dealing
with emotionally disturbed and socially maladj\isted children has been
clarified, and the existence of serious gaps in mental health services in
the community has been identified or confirmed. Through the vision
and energy. of the Maurice Falk Mediéal Fund and the Pittsburgh Bgard

of Public Education, a promising beginning has been made toward

| meeting the mental health needs of students, At least another year, or
more, of operation and evaluation will be required to provide more

definitive evidence of the effects of the MHS Program.
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MHS-5 Pittsburgh
9/66 _ Public

Schools

OFFICE OF SCHOOL SERVICES
DIVISION OF MENTAL HEALTH SERVICES

MONTHLY REPORT OF CONTACTS

Month Social Worker

Contact with: Total

Parents
Children
Coordinator
Principal
Vice-principal
Counselor
Home and School Visitor
Psychologist
MHS staff
Technoma
Teacher (Reg.)
Teacher (MHS)
- Other agency
Medical personnel
Meeting
Other

Monthly summary of cases:
Total cases active at end of previous month

New cases added

Cases reopencd (same school year)

Cases closed

Total cases active at end of this month

Miscellaneous case contacts (casual)

Number of children in resource room and adjustment class at end of this month: -

School Number
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STUDENT DATA CARD

Name No.
Grade Birth Date School
Rdg. Rdg. Arith. Arith. Cit. or
Ach. R.C. Adh. R.C. No Cks. Abs. Tardy
1965-66:
1966-67:
Repeated: 1st gr. 2nd gr. 3rd gr.
No. of cit. cks.: st gr. 2nd gr. 3rd gr.

§-be
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T‘

Public
Schools

TEACHERS' RATING FORM FOR STUDENTS IN THE
SPECIAL CLASS PROGRAM?*

THIS FORM WAS DESIGNED TO HELP DETERMINE THE DEGREE OF
PROGRESS MADE BY THE STUDENTS WHO HAVE BEEN ASSIGNED TO
THE ADJUSTMENT CLASS OR RESOURCE ROOM PROGRAM. A SEPA-
RATE ANSWER SHEET IS ATTACHED FOR EACH OF THESE STUDENTS.
THE STUDENT'S NAME APPEARS ON THE SHEET PERTAINING TO HIM.
PLEASE COMPARE THE CHILD'S PRESENT PERFORMANCE AND BE-
HAVIOR WITH HIS PERFORMANCE AND BEHAVIOR AT THE BEGINNING
OF THIS SCHOOL YEAR AND INDICATE YOUR RATING ON EACH OFTHE
11 ITEMS. YOUR OBSERVATIONS AND PROFESSIONAL JUDGMENTS
WILL BE HELPFUL IN FUTURE PLANNING FOR THIS CHILD.

1. Relationship withother children:
(1) Marked (2) Some (3) No (4) Deterio-
improvement improvement improvement ration

2. Relationship with authority:
(1) Marked (2)Some (3) No (4)Deterio-
improvement improvement improvement ration

3, Participation in class activities:
(1) Marked (2) Some (3) No (4)Deterio-
improvement improvement improvement ration

4. Work and study habits generally:
: (1) Marked (2) Some (3) No (4) Deterio-
improvement improvement improvement ration

| 5. Following directions:
i (1) Marked (2) Some (3) No (4) Deterio-
;L improvement improvement improvement ration

‘ - 6. Paying attention:
1B (1) Marked (2) Some (3) No (4) Deterio-
improvement improvement improvement ration

% Teachers actually recorded their ratings on digitek answer sheets.
s This page reproduces the directions and items of the answer sheets.

1 | 569
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11.

Completing assignments:
(1) Marked (2) Some (3) No (4) Deterio-
improvement improvement improvement ration

Pride in accomplishment:
(1) Marked (2) Some (3) No (4) Deterio- .
improvement improvement improvement ration

Conformity to school rules and regulations:
(1) Marked ~ (2) Some (3) No (4) Deterio-
improvement improvement improvement ration

Did you know this child before he/she entered the adjustment class

or resource room?
(1) Yes (2) No

How many months has this child been in your class this year

(1966-1967)?
(1) 7tol0 (2) 4 to 6 (3) O0to 3
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Interview Schedules for Principals

What do you expect the MHS Program to accomplish?

In general, how do you think the MHS Program is functioning?

In what ways have you been able to use the program as a resource?

What do you think is the strongest component of the program?
The weakest?

Do you think there is sufficient communication between the
adjustment class or resource room teacher and the regular
teachers? Do regular teachers attend the consultation
conferences?

What, if anything, would you like to change in the program?

Have you observed any changes in the behavior of the children
who are in the adjustment class or resource room?

How is the referral and screening procedure functioning?

Do you think that the program can effectively serve a cluster
of schools?







Pittsburgh Public Schools: {1) Czescext, {Z) Letsche, €3} Lincoln, and
y 1,997 chiliren i grades I 3 were
, cdiasses were zlso incladed, but

abilities and needs. Instructias 36 given by teachers who are members
of a single primary teain. An isitegral part of the program is the con-

ferences teachers hoild with the parests of eack child.
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In the 1966 evaluation of the Nongraded Program, data were
gzthered on the entering and ending levels for each child in reading,

arithmetic, and Spelling.l

Each grade in the program was then exam-
ined to determine whether children worked below or above the levels
uwsuzlly defined for that grade. I.0Q. data were also gathered so that
the progress patterns of children with similar ability could be compared.
An analysis of the 1966 data revealed the following:
I. There were no distinct patterns of progression with
respect to I. Q. | ]
2. In general, the progress patterns of children within a givex.l —

grade were confined to the levels designated for that grade.

3. While some children worked below the defined levels for their

particular grade, there was a strong tendency for children to ]
cluster at the highest level for their grade. Two possible }
explanations were offered for this result: (1) many children
were pushed through levels so that they might complete the

Iock-step requirements for a particular grade, and/or (2)

i L ™

children who reached the highest defined level for a particular

I By "level" is meant the curricular categories listed in Appendix (
A. The student is assigned to a particular level on the basis of tests ’
constructed especially for this purpose. There is no specific schedule
for testing; teachers are free to use the tests whenever they believe
students are ready.

A




grade were not given the opportunity for further vertical
_progress.

Thus, it appeared that the objectives of the Nongraded Program
were not met during the 1965-1966 school year. However, consideration
should be given to the fact that time is needed to make organizational
changes in a school, to train teachers for a new program, and to change
the mental set of teachere and students previously following the lock=-

step method. Apparently, one year was not enough.

In~.the fali of 1966, six sciiools (Honiewood, Madison, McKelvy,

| Milier, Northview Heights,Z and Vann) were added to the Nongraded Pro-
éram, bringing the totai number of participating schools to 10. The new
schools were chosen because their. team teaciiing o'rganizatiOns were suf-

~ -

ficiently develop'ed to allow the aciditien oi a new dimension- -nongradedness.
In order te f'acilitate‘ttie integration of these ‘scho.els into the

pfogram, monthly cqortlinators' meetings were held during the year.

The purpose of these meetings was to giye.coordinatora the opportunity

to exchange ideas and te beginlconstructing levels tests for better -

evaluation of individual progress.

Statement of the Problem

Ultimately the major question that must be asked of any prdgram

designed to improve academic achievement is whether or not there has

2 Because of delays in getting the program launched in Nbrths)iew
Heights, the evaluation does not include data from this school.
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been any improvement. " This question cannot yet be asked of the Non-

graded Program for two reasons.

First, standardized tests are available to measure achievement
and subsequently determine a grade equivalent score for children in the
traditional system, but no such instruments exist for the Nongraded
- Program. Consequently, it is impoésible to evaluate a child of second-
grade age who works at a third-grade reading level, a second-grade
spelling level, and a first-grade arithmeti.c level.

Secpnd; even if some measure of the overall achievement of each
child we}"e available, it would not be possible to determine whether or
 not this achievement represented improvement. Obviously, a child's
performance.in the Nongraded Program cannot be compared with his
perforrﬁégxic':.;: in the traditional system.during the same period. If a
control group of children enrolled in the traditional system with
characteristics similar to those of children foll'owing the Nongraded
Program had been included in the original design of the program, a
comparison of achieverpent under both systems could have been 'rnade.

Even if -it were possible to determine the academic improvement,
if any, of childrén in the Nongraded'Program, this impfovement could
‘not be attributefl to the distinguishing characteristic of the program--

nongradedness. The 1965-1966 program did not achieve nongradedness;

the 1966-1967 prog-ra.m may have also been nongraded in name only.




Thus, the ;;rimary problem of this year's evaluation was to Jetermine
the degree of nongradedness attained.

An ancillary evaluation problem was to articulate the problems
of the. nongraded coordinator. and to t;etter define his dual role as

coordinator and teacher.

Method

In order to determine the degree of nongradedness achieved, the
number of different progress patterns in 1966 were compared to the num-
ber of diiferent patterns in 1967 for schools who had been in the program
both years. 3 The progress patterns of the new schools were also com-
pared with those of the original schools.

Data used in these comparisons were obtained from forms filled
out by the teachers for 2,560 participating students. On these forms,
the teachers recorded the date of entry into each new level, making it
possible to compare the 'uiterval progress of students. (For the 1966
evaluation, the only available data were the entering and ending levels
for each child.) Separate forms were used for reading, arithmetic, and
spelling.

To gather information on the role and problems of the coordinator,
a questionnaire was devised and administered to all coordinators in the

program. A copy of this questionnaire is included in Appendix B.

‘ 3The progress pattern was defined in the 1966 report as the
distance between entry level and ending level for each child in any
subject.
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Results

In analyzing the data, it became apparent that the progress
patterns for 1966 and 1967 could not be compared for two reasons.
First, even though a child might have been working in 1966 at a level
outside the limits for his grade, he was always within a group of
children from the same grade. This was not true in 1967; children
appearing on a second-grade list in spelling were sometimes included
in a third-grade arithmetic list. Second, in the 1966-1967 school year,
a great deal of regrouping took place. Each child was constantly evalu-
ated and adjustments were made to facilitate the best possible placement
at any given time. This, too, made comparisons difficult with the more
static 1965-1966 program.

Further study of the data revealed that a grade-by-grade analysis
was also impossible. Even though children generally began and contin-
ued in the same group within their normal grade placement, there was
evidence of variability. Therefore, it was decided to analyze the non-
graded cycle as a whole for each academic subject in the school.

Tables C-1 thi-ough C-9 list the prt;gresa patterns in reading,
arithmetic, and spelling for each school. They also list the numt?er of
students in each pattern a:n_d the corresponding percentage of the total
group. In some cases, the same progress pattern appears more than
once, indicating that internal rates varied even though beginning and

ending levels were the same. It should also be noted that in most
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cases spelling was not part of the first-grade curriculum. Therefore,

the number of students receiving spelling instruction is less than the

total number in the primary cycle.

Tables C-1 - C-9 appear in Appendix C. The results for each

school are discussed separately below.

Crescent

The data for this school (see Table 1) indicate 43 different prog-
ress patterns in reading, 32 in arithmetic, and 12 in spelling. Of the
43 reading pattérna, only five were followed by more than 15 children.
Among these five patterns, no relationship is seen between total dis-

tance in patterns, entry. levels or ending 'evels. This seems to

fé,vor the inference that nongradedness exists in reading. Twelve of
the 32 arithmetic patterns, primarily at the highest and lowest levels,
were followed by more than 15' students. Groups of similar size are
evident iﬁ eight of the 12 spelling patterns. Again, these large groups

cluster at the lowest and highest levels.

b

Thus, of the three scademic subjects, the greatest variety in
' progress patterns at Crescent school is in reading. While somé
progress toward nongradedness seems to be taking place in arithmetic,

there are‘still large clusters of children following the same patterns at

ness appears in the data for spelling.

i the highest and lowest levels. Very little progress toward norigraded'-




Homewood

The data (see Table 2) reveal that Homewood had 33 progress

patterns in reading, 19 in arithmetic, and nine in spelling. Of the 33
reading patterns, only three were followed by groups of more than 15
children. These patterns fall in the highest proéress levels. Groups
of more than 15 followed only nine of the 19 arithmetic patterns. These
patterns also appear primarily at the highest levels. Qf the nine
spelling patterns, groups of more than 15 are indicated in only five,
These groups seem to cluster at the lowest and highest levels.

In summary, Homewood School seems to have made the most
progress toward nongradedness in the area of reading. Some progress
seems to have taken place in arithmetic at the lower levels, but the
higher levels show large clusters of children following the same pat-

tern. In spelling,little progress has occurred.

Letsche
Letsche School (see Table 3) reported data only in the area of
reading. Of the 23 progress patterns, only two were followed by groups

of more than 15, revéaling good progress toward nongradedness.

Lincoln
- The &ata for Lincoln (see Table 4) show 30 progress patterns in
reading, 10 in arithmetic, and seven in gpelling. Only one of the 30

reading patterns shows a cluster of more than 15 children, indicating
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that a great deal of progress toward nongradedness has been made. Of

the 11 patterns in arithmetic, 10 show clusters of more than 15. Five

of the six spelling patterns show groups of similar size. In this school,
too, reading appears to be the only area in which progress toward non-

gradedness has occurred. None is indicated for arithmetic or spelling.

Madison

Table 5 presents the reading, arithmetic, and spelling patterns
for Ma?ison School. Of the 18 reading patterns, groups of more than
15 children are indicated in olnly two. Six of the séven progress patterns
in arit‘:hmeticl. and five of the spelling patterns show groups of this size.
Thus, of the three academic subjects, the only progress that appears to

have taken place is in reading.

McKelvy

The data‘collected from McKelvey are presented in Table 6. 'i’hey
éhow 26 oatterns in reading, nine in arithmetic, and 13 in spelling. Of

the 26 patterns in reading, the fact that only one shows a cluster of

more than 15 chiidreh indicates good progress toward nongradec.iness.

Of the nine patterns in arithmetié, all were followed by more than 15‘
stude;nts. 'Ihus, no progress toward nongradedness has occurred. The

i spelling data, however, indicat.:e‘some prdgress, since groups lof more
than 15 are evident in only four of the 13 patterns. In summé.ry, progress

has been made in reading and spelling, but not in arithmetic.
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Miller

In the data for Miller School (see Table"?) 33 patterns in reading,
13 patterns in arithmetic, and six patterns in spelling appear. Of the
33 patterns in reading, only three show clusters of more than 15 children.
Eleven of the 13 arithmetic patterns and all of the six spelling patterns
show large groups. Thus, reading is the only area in which progress is

indicated.

Vann

The 26 patterns in reading, 11 in arithmetic, and six in spelling
for this school are shown in Table 8. Of the reading patterns only one
shows a cluster of more than 15 children. Eight of the 10 arithmetic
patterns were followed by more than 15 students, indicating little or no
progress toward nongradedness. Of the seven patterns in spelling, four

show groups of more than 15, Again, little progress seems indicated.

Thus, progress has been made at Vann in reading, but not in arithmetic

or spelling.

The data for Weil (see Table 9) reveal 38 progress patterns in
reading, 15 in arithmetic, and nin.e in spelling. Of the reading patterns,
four show clusters of more than 15 childfen. These clusters are ran-
domly digt,fibuté& among the patterns. Thirteen of the 15 patterns in

arithmet'it.:.‘.:a,nd seven of the nine spelling patterns were followed by
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groups of 15 or more. Once again, it is evident that progress toward
nongradedness in reading has taken place, although'no progress is

indicated in either spelling or arithmetic.

Coordinators' Questionnaire

The data from the questionnaires distributed to the coordinators
in the Nongraded Program indicated that the majority of the coordinators
held daily conferences with team leaders. Their meetings with other
personnel involved in the program were, in general, held on an irregular
basis. There was a great deal of variability in the responsibilities
listed by each coordinator. Two had a full-time teaching assignment;
two taught half-time. The remaining coordinators spent from 70 to 95
percent of their time teaching.

When asked which duties should be included in the definition of a
coordinators' role, the most common responses were grouping for
instruction; preparing master schedules; diagnosing tests, guiding
teaching interns in their assignments; acting as a liaison between admin-
istrative, supervisory, and supportive personnel and the primary team;
and coordinating general team meeti;ngs. When asked which duties should
be handlzd by someone else, the coordinators mentioned preparing weekly
schedules; giving in-service training to others; and handling discipline
problems for other teachers.

Four of the seven coordinators answered "Yes" when asked if
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released timme provided them with the opportunity to function at a higher
proiessiomal Ievel. Of all their duties, the coordinators responded that

the foliowinmg three were on the highest professional level: (1) acting as

tive, supervisory, and supportive personnel
and the primary team; {2) providing guidance in planning and in techniques
of classroom maragement with other team members; and (3) giving in-
service traiming to others.

Of the additiomal guestions, the coordinators’ responses can be
briefly sermmarized. I'h; main shortcomings of the program appear to
thern to be lack of persomnel, inadequacy of in-service training, and a

need for more materials.

Discussion and Conclusion

The major finding of the 1967 evaluation of the Nongraded Program
was ihat progress has bees made toward nongradedness in only one area--
reading. There are three poesible explanations for this result. First,

the process of regrowping, already a part of the team teaching organiza-
tiom, has been used more exteasively in reading than in arithmetic or

spellizg. Thas, progress in reading n;ay have been only an extension of
an already well-established process. Second, given the capabilities of
the teachers and the Iimitations in materials and school conditions, per-
haps only one subject at a time could be organized for nongradedness and

the subject elected was reading. The third reason may be inherent in
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the levels themselves. Since fhere are more reading levels than

arithmetic or spelling levels, fhe g of greater variability in

beginning and levels, &n of nongradedness, is greater

3m ali sebjects, the following steps

tanght, amﬂsﬁlsmmﬂiaﬁuysinsmﬂ
seguences.
2. nmm:awm:m&&c series are not -

adegmate wﬂeu&zﬁmmﬁsm& above, new

are as ioliows:
a. Materials should be sequwenced so that 2II skills assumed
jor mmwmwmmgmﬁm lessons.

‘ mﬁniaxﬁﬁ’"smwmmwmcomctor
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presentation to provide the child with alternative ways to

PR

master the lesson or to repeat it if necessary.
3. The Nongraded Program requires teachers to handle a greate: "y

variety of activities in the classroom. If the materials

LR 4 .

described above were available, teachers would be better
equipped to do this. !
4. Better tests for diagnosis be selected or designed, and 3
teachers be trained in test diagnosis.
Outside of the Nongraded Program itself, there are problem; in !
the area of pupil evaluation. If it is considered necessary to compare
individual progress, a method compatible with the nongraded system

mast be devised. 'l\

. o
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Reading Levels

Levels l-4 Readiness

Level 1 Pre-Reading
Children assigned to this level have shovn indications of physical,
mental, and/or social {mmaturity for their age. They have been identified
by the group tests given in the kindergarten, the teachers' observations,

eand the individual Binet test administered by the psychologist. Their scorss

on the Metropolitan Readiness Test indicate s "poor risk”™ rating.

For these children, the Pre-Rcading Progran is designed to bridge
the gap between the informality of the kindergarten and the more structured
formal reading program beginning at Level 5. At this level, the folloving
understandings, skills and abilities are developed.

Children:

1. understand and use the words known to most of their peer
group.

2. 1listen and follow simple oral directions.

3. coordinate hand and eye movements.

4. increase span of attention.

5. interpret a picture or series of pictures.

6. identify likenesses and differences in configurstion and
patterns.

7. look at objects and words {n left to right, top to bottom,
front to back pregression. -

8. 1listen with interest to stories and poems read to them.

9. discriminate and identify the sound of spoken words which
begin vith the same or di{fferent sounds.

10. identify and enjoy rhyming wvords. X

11. adjust to group-learning situations and activities.

12. respond vith phrases rather than single vords.

13. retell an experience in order of events.

| } 14. classify objects and ideas
Level 2 We Read Pictures
i Children assigned to this level may have shown the need for further
; oral-language development. At this level, She follouving understandings,
:] : skills, and abilities are developed and maintained.
Children:

-;‘ 1. understand and use the words kunown to most of their peer

l 2. %:::§°ae.1r.b1. laagusge patterns.

£y
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" 3. add to their store of language meanings.
&, comprehend phrase and sentence meanings.
5. grasp the main idea of a picture story.
6. identify characters and interpret the action of the picture.
7. sense emotional resctions.
8. refine visual perception - compare and contrast.
9. associate sensory images as an aid to remeadbering.
10. look at objects and vords in‘left to right, top to bottom,
front to back progression.
11. listen and enjoy stories, poems, and rhymes read to them.
12. improve iheir motor coordination for handling books,
turning pages, etc.
13. understand that wvords are symbols.
14. wuse books for many purposes. -
15. interpret stories in the light of their own experiences.

Level 3 We Read More Pictures
Some children vill go directly from Level 2 to Level 4 omitting

Level 3. However, other children who need further language development
vill benefit from the additional time and the opecill'nnxerinlo and

methods provided in Level 3. At this level, the folloving understandings,

skills, and abilities are developed and maintained. 3
Children: .
. !
1. understand and use the vords known to most of theilr peer . i
group.
2. concentrate and cooperate in group activities. .
3. adjust to quiet, independent activities. N
4., listen to stories and enjoy looking at books. X

S. identify and grasp the main idea in picture study.
6. make simple auditory and visual discriminatioms.
7. make associations as an aid to memory.

8. express their ideas in good language patterns.

9. acquire the experience background needed for formal reading.

10. read a series of pictures and retell the story ir. sequence.

11. participate in group conversation.

12. make inferences and predict outcomes.

13. control large and small muscles in handling books. turning
of pages, and draving of lines under appropriate pictures,
etc.

1k, follow simple oral directions.

15. look at objects and vords im left to right, top to bottom,
front tc back progression.

16. understand that vords are symbols.

P
X W—

Level U Before We Read
Level. b begins the basic readiness progvan for all children. At
thii level, the folloving understandings, skills, and adbilities are

developed and maintained.
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Children:

1. listen attentively and refine their auditory perception,
{dentify likenesses and differences in sounds and words
and identify and enjoy rhymes.

2, add to their stock of language meanings.

3. refine their visual perceptions - identify likenesses
and differences in size, direction, motion and distance.

L, associate printed words with spoken words.

5, coordinate eye and hand movements.

6. grasp the main idea in a picture or series of pictures.

7. note details and relationships.

8. sense emotional reactions and infer motives of story
characters.

9. react to story content and relate it to their owmn
experience.

10. comprehend phrase and sentence meanings.

11. formulate sentences.

12. form sensory images as an aid to remembering.

13. identify meaning of the spoken word in specific context.

1L, express the interpretation of the story.

15. organize and summarize ideas. ,

16. ‘classify and urganize vords and ideas and objects into
" categories. ‘

17. understand that words are symbols.

18. 'note relationships of sound and meaning of words.

19. enjoy learning to read.

Levels 5-=T Pre-Primers

Level 5 First Pre-Primer, Now We Read

At this level, the following understandings, skills, and abilities
are developed and maintained.
Children:

1. make a rapid and smooth transition from picture reading
l to reading printed symbols.
2. perceive words as symbols of language.
3. enjoy the experiences of the story and relate them to
their own experiences.
4, grasp the main idea of the story. :
5. assoziate sound and meaning with the visual form of
. . language.
( 6. identify both capital and lower case forms of words.
j 7. understand the use of capital letters for proper names and
bveginning of sentences.
| 8. follow simple directions.
*' -9, recognize the 21 sight vords introduced in the stories.
10. make use of the context as & clue to meaning.
11. match spoken words with printed symbols and arrange them
| in a sentence. - '
! 12. read fluently and naturally.
13, dinterpret story in dramatic play.
14, enjoy reading.

e
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Level 6 Second Pre-Primer, Fun With the Family j

At this level, the following understandings, skills, and abilities
are developed, and maintained.
Children:

1. read to check inferences made in picture study.

2. are aware of marks of punctuation as a clue to .
meaning. : (

3., follow written directions. I

4. note similarities and differences in word forms.

5. associate the consonant sounds of f,m,d,s, and p with -
their visual forms. §

6. use careful scrutiny of word forms as an aid to T
recognition of sight vocabulary.

7. use consonant substitution to identify new words. B

3. recognize negative statements. )

9., compare and contrast stories.

10. use the .Table of Contents to locate a story. .

11. recognize the 43 words in the first two preprimers.

12, read for personal enjoyment and satisfaction.

Level 7 Third Pre-Primer, Fun Wherever We Are i
‘At this level, the following understandings, skills, and abilities
are developed and maintained.

Children:

1. associate consonant sounds with printed letters.
2. identify printed words with which they are not familiar
by the clue of consonant substitution.
3. organize and classify objects and ideas to form concepts
and generalizations.
4, extend their verbal experiences with language.
5. read for meaning~ using the context as a means for
understanding unknown word forms.
6. recognize the 54 sight words presented in the pre-
primer progranm. ' '
7. understand and respond to oral instructions needed to
a. comprehend sentence meaning
b. form sensory images
c. .sense emotional reactions
d. grasp cause-effect realtionships
e, gelect the correct form of words
f. select the symbol that identifies the initial
sound of the name of an object
g. use consonant substitution, context, and
pictures in ntta.king unknown or unfamiliar
words .

These skills (s-g) are measured by the basic tests for the Pre-

Primer levels.
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Level 8-9 Primer, Fun With Our Friends

o e e

haikidedd f -

Level 8 Primer Unit 1 pp. T-T7

At this level, the following understandings, skills, and abilities

are developed and maintained.

Children:

1.
2.

3.

b,
5.
6.
T.

- 8.

9.
10.

distinguish the main idea of the story.
recognize positive velues 'in the story.
enlarge their store of sight words.

- read silently and independently.

make use of the context as a useful hint to pronunciation
and meaning of the word.

compare new words with other known words.

jdentify consonant letters and associate sounds most
commonly represented.

combine context clues with phonetic clues to attack words.
carefully scrutinize word and letter forms.

master the 52 new words presented in Unit 1.

Level 9 ?rimer, Unit 2 pp. T8-151

At this level, the following understandings, skills, and abilitize

are developed and maintained.

Children:

1.
‘2
3.
L,
S
6

T,

8.
9.

use association and sequence as aids to memory.

form a summary statement of the action in a picture.
enrich their store of language meanings.

identify variant forms of verbs in printed form.
classify words by meaning and function.

organize ideas in sequence.

note change of meaning caused by one change of sound and
letter. :
master the 49 new words presented in Unit 2.

understand and respond to the various parts of the basic
tests for the Primer level.

Levels 10-12 Book 1, More Fun With Our Friends. o

Level 10 Book 1 Unit 1 pp. T=Th "

~

At this level, the following understandings, skills, and nbilities

are developed and maintained.

Children:

1.

use a beginning consonant sound in combination with a
context clue to unlock words not in their sight
vocabularly.
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2.

3.
L,
5
6.
7.
8.
9.

Level 2 Book

associate one sound with double consonant letters at the
end of a word and with the two letter symbols wh, ch, th,
and sh.

recognize and use blends of two letters (s,l, or r blends)
as parts of whole words.

increase their ability in phonetic analysis using the
initial sounds z, ch, th, vh, and y.

understand that a consonant letter may represent more

than cne sound.

understand that the same consonant sound may be represented
by more than one letter.

understand structural changes made by adding s, ed, or

ing to known words.

identify compound words made up of twvo known root words.
combine context and structural analysis to identify printed
wvords.

1 Unit 2 pp. 75-126

At this

level, the following understandings, skills, and abilities

are developed and maintained.

Children:
l. grasp ideas implied dbut not directly stated.
2. perceive time and sequence relationships.
3. scnse need for changes in pace and volume in oral in-
terpretation. '
U, project meaning, mood, and emotion through intonation.
5. anticipate words in sentences.
6. understand meaning and function of words.
7. blend consonant sounds in words (s with t, 1, p) (r with

b, £, g8 Py t) ( and 1 with b, ¢, £, g, P, und 8).

Level 12 Book 1 Unit 3 pp. 127-187

At this

level, the following understandings, skills, and abilities

are developed and maintained.

Children:

l. recall details to make or check inferences.

2. anticipate action or outcome.

3. sense emotional reactions and infer motives of story
characters. .

4, comprehend phrase and sentence meaning.

S. 1identify meaning of a word in a specific context.

6. organize and summarize ideas.

7. blend consonant sounds in words.

8. use the skill of substitution for initial and final
consonant sounds in words.

9. understand structural changes made by adding er of
comparison to known words.

10. combine structural and phonetic analysis.

11. understand and respond to the various parts of the bdasic

tests for Book 1.
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Level 13 Book 2 - Pt. 1 pp. T-75

At this level, the folloving understandings, skills, aad abilities

are developed and maintained.

Children

1.

2.

8.

identify root wvords in inflect2d forms and the endings
s, ed, and ing, and the possessive fora's.

use context and beginning dictionary to idestify
unfaxiliar wvords.

associate more than one sound vith certain coasoasnt
letters.

understand that a consonant letter may represest no
sound in a printed word.

ideatify and discriminate betveen two vowel sounds and

note a visual clue to the vovel sound in one syllsble words.

associate the vowvel of ice and the ml of it vith
the letter "i" in the printed form.

use capital letters and punctuation as aids to
comprehension.

assemble parts of sentences in logical order.

Level 1k Book Two - Pt. 1 pp. T6-147

At this level, the followving understandings, skilis, and abilities

are developed and maintained.

Children

1.
2.

3.

5.
6.

1.
8.
9.

interpret idiomatic and figurative speech or language.
extend their understanding of long and short wowels.
a. identify and discriminate betuween the sounds
of the vovel of at and the vowel of sge.
®. 1dentity tvo other sounds of the vowel "a"
as in car and in all.

¢. understand that a single vowel letter at the
end of a one syllable word is usually a clue
to a long vowel sound.
identify inflected forms of knowm root words im which the
final consonant letter is doubled defore the ending.
perceive time relationships as cives to imterpretstiom.
recognize the form and meaning of derived forms made by
adding the suffix er.
use context and clues to vowels sounds to identify we-
familiar words.
project meaning through intonation in oral reading.
understand that a word may have more than ose neaning.
combine structural a.i phonetic ciues to identify mew
vords in context. )
use skills to ideatify words indepeadently ia their
personal reading.
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Lewel 19 Book Three - Pt. 1 pp. 6-93

At this level, the following understandings, skills, and abilities

ere developed and maintained.

Children:

1.

2.

3.

h‘o
5.

6.
T.

8.
9.

10.

11.

recognize general alphabetical position and sequence.
understand that a syllable is a part of a word in vhich
a vovel sound is heard.

identify the accented syllable; the schwa sound.

use the vowvel-consonant spelling patterns es clues.

-use a glossary or dictionary-to note guide words and to

note that entry words are usually root words.
extend the skill in-locating -a word and its appropriate
meaning for its context.

-use the pronunciation key.

use and extend structural analysis to prefixes and
suffixes.

combine structural and phonetic analysis to identify
inflected and derived forms of unfamiliar two syllable
root words.

apply interpretation- ekills to more mature and com-
plicated stories of greater variety of literary forms.
apply independently the interpretative and vord analysis
skills in personal reading.

Level 20 Book 3 Pt. 1 pp. 94-161

At this level, the following understandings, skills, and abilities

sre developed and maintained.

1.

2.
3.

b,

S.
6.

T.
8.

9.
10.

Children:

maintain and correlate knowledge gained over a period of
several stories.

note the author's purpose and style.

stimulate imagery and prepare for thinking about events
alien to their experience.

enrich their speaking, reading and writing wvocabulary
and become aware of various ways of expressing same ideas.
became familiar with pronunciation key as used in a
beginning dictionary..

interpret the symbol for long vowel sounds.

use the glossary for pronunciation and meanings of words.
read information articles.

use and assimilate difficult materials.

fuse nev ideas with old and familiar material.
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Level 21 Book 3 - Pt. 1 pp. 162-2U1
At this level, the following understandings, skills, and abilities

are developed and maintained.

Children:

1. understand the concept of homographs.

2. locate information to reveal character traits.

3. develop the habit of creating vivid mental images
without the aid of illustrations.

L. use punctuation as an aid to comprehension and

5. interpret dictionary pronunciations of multi-syllabic
words.
6. use cross references in glossary and beginning dictionary.
7. develop independence in interpretation.
8. establish the habit of identifying new words independently
in all reading activities.
9. master the skills of word analysis.
10. establish their. own purposes for reading.
11. ' read, understand, and follow printed directions.
12. show reasonable mastery of the vocabulary and skills
as ‘measured by ‘the ‘basic ‘test for Book 3 Part 1.

s

Level ‘22 ‘Book '3 - Pt. 2 pp. 6=101

At this level, the following understandings, skills, and abilities

i o N

are developed and maintained.
l Children:

1. summarize and make judgments based upon facts read
in an article. o
2. use and understand idioms and figurative language.
3. extend their ability to use phonetic analysis in
. .1dent1fy1ng words of three or more syllables.
L. understand that different consonant letters may represent

l the same consonant sound.

'S, understand that different spellings may represent the
same vowel sound. '
- 6. use the dictionary key to pronunciation.
7. use punctuation and style of type as clues to stress
and pace in oral reading. :

j ' Level 23 Book 3 Pt. 2 pp. 102-171
l At this level, the following understandings, skills, and abilities
J  are developed and maintained.
j:& Children:
;~§ 1., understand s variety of time spans,
;{ﬁ 2. extend their ability to use phonetic analysis
15 : a. spelling patterns provide visual clues to vowvel
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3.

5.

6.

sounds in accented syllables, apply to syllables
vish secondary accents.
extend their ability to use structural analysis with the
differentiation between the numerical suffixes (ty and th)
and the noun forming suffixes (ty and th).
use dictionary skills to find biographical entries,
cross references, hohographs, alternate spellings, and
vords with two pronunciations.

refine their interpretative skills and abilities -
' pereeiving relationships, nnderstanding motives, sensing

mood and emotion.
strengthen their ability to makg valid inferences and

»Jndgpents on the basis of ;iven tcctl.

At this lcvel. the fbllowing understandingn. skills, and abilities

are d&veloped lnd naintained.

Children. | |

1

zi.,.

oy,

6

&
8

| Z’d

EKC

Aruitoxt provided by Eic:

develop 8 sensitivity to clues: thax indicate character,
wmood and plot development.
respoud to different types of pOetry'more varied in form

R lnd subject matter.
: 3.,

are aware of the sensory imagery, alliteration, rhythm
‘which distinguishes each poem.

interpret dialogue orally - using appropriate rate, pitch
‘and volume. :

-appreciate factual as well as fictional prose and poetry. "
become acquainted with the limerick form.

think beyond the literal meaning = use the text to verify
. jdess and inferences.

“he independent in word Analysis - use reading as a tool
qnd & pleasure,

.ahow reasaonable mastery of the vocabulary and skills as
-nasur-d~hy the basic tolt for Book 3 Part 2.
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Arithmetic Levels

The teacher determines both through Jjudgement dnd testing the readiness
of & child “o move from one level to the next. The following will serve
to guide teachers as they determine when a child should move on
to the pext level of work.

Levels 1-U Readiness

Children assigned to Levels 1-4 have shown indication of physical,
mental, and/or social immaturity for their age. Children will not, in
all probability, skip any of these levels, but will proceed through thenm at
varying rates eccording to their abilities end their growth.

Level 1 Arithmetic Primer (Laidlaw Brothers) pp. 1-3T

At this level, the following understandings, skills and.abilities are

developed. Children:

\\

1. match cne to one. h

2, recognize, identify and compare equivalent sets.

3. understand and use the terms larger and smaller.

L., understand and use cardinal numbers and numerals 1 and 2.
S, ' know the addition combination 1 + 1 = 2,

6. identify circular shapes.

Level 2 Arithmetic Primer pp. 38-75

At this level, the following understandings, skills and abilities are
developed and maintained. Children:

1. match one to one.

2., recognize, identify and compare equivalent sets of 2 and 3.

3. understand and use cardinal numbers and numerals 2 and 3.

L. know the addition combinations of 3.

5. know the subtraction combinations of 2 and 3. ,

6. identify square and square Bhapes, the rectangle and rectangular
shapes.

Level 3 Arithmetic Primer pp. 76-113

At this level,the following understandings, gkills and abilities are
developed and maintained. Children:

1. match one to one. . .

2. recognize, identify and compare equivalent sets of L and 5.

3. match a numeral with a set of 1,2,3,4 or 5.
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understand end use cardinal numbers and numerale L and 5.
know the natural order of numbers and numerals 1 through 5.
. know the addition combinations of 4 and 5.

. know the subtraction combinations of U4 and 5.

. jdentify the triangle and triangular shapes.

-l v\ &

Level 4 Arithmetic Primer pp. 114-127

At this level, the following understandings, skills and abilities are
developed and maiateined. Children:

1. recognize, identify and compare equivalent sets of 6,7,8,9

. and 10. )

5. match a numeral with a set of 6,7,8,9, or 10.

3. Kknow and use cardinal numbers and numerals through 10.

L. know the natural order of numbers and numerals 1 through 10.

Levels 5-8 Book One Modern Arithmetic Through Discovery (Silver Burdeit Co.)

Tevel 5 Book One pp. 1-28

Level 5 begins the basic mathematics program for all children. At
this level che following understandings, gkills and abilities are de-
‘veloped and maintained. Children:

1. match one L0 one.

2. understand and compare sets and subsets.

3. match numerals with sets.

4, understand and use terms: sets, as many as, more than, fewer
than, most and .fewer, and not any.

know cardinal numbers 1 through 9 and O.

read and write numerals 1 through 9 and O.

ynow and use ordinal numbers first through ninth.

xnow addition facts with sums of 2,3,4,5 and 6.

use the concept of "one more" -in developing the sequence of
numbers and numerals. '
10. group tens to understand the tens place in place value.

11. interpret, write and solve number stories which involve addition.

O -1 oW

Level 6 Book One pp. 2966

At this level the following understandings, skiils, and abilities are
developed and maintained. Children: |

1. understand and use terms and signs: plus (+), less (=),
{s (=), and cent or cents (¢).

2. know cardinal numbers .1 through 99 in sequence.

3. read and write numerals 1 throvgh 99.

L, subtract using minuends of 4,5, and 6.

5. associate and read numerals 10 to 100 by tens.

6. associate and read numerals to 99 by tens and ones.

7. interpret, write and solve number stories {nvolving addition and
subtraction.

8. know and use one half of a whole and one half of a set.
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9. know pennies and nickelé and the relationship between them.

" Level 7 Book one pp. 67-103

At this level,the following understandings, skills, and abilities
are developed and maintained. Children:

1. Xknow and use cardinal numbers and numerals 1 through 100 in
sequence. :
2, add facts with sums of 6,7, and 8. ;
3. add in the vertical form. i
4L, add with two figure numerals. ‘
5. add three numerals
6. understand and use the commutative principle.
7. subtract with minuends of 6,7,and 8.
8. subtract in the vertical form.
9. subtract with two figure numerals.
10. understand the relationship between addition and subtraction in
solving problems with two figure numerals.
11. solve picture problems using addition and subtraction.
12. know some units of measure and the relaticnships between them
money--penny, nickel and dime. .
1iquid--pint, half pint and the quart.
linear--inch.
13. recognize geometric shapes.

Level 8 Book One pp. 10L-160

At this level, the following understandings, skills, and abilities
are developed and maintained. Children:

1. know and use cardinal numbers and numerals 1 through 150.
2. recognize odd and even numbers.
3. count by odd and even numbers.
4, wuse tiie number line: in determining relationships of numbers,
in subtraction and in addition.
5. add with sums to 10.
. 6. use the commutative principle in addition.
7. add 3 numerals in vertical form.
8. subtract with minuends to 10. : :
9. use the relationship between the sddition and subtraction facts.
10. use bundles of ones, tens, and hundreds with three figure
numerals from 100 to 150. '
" 11. solve problems. .
12. find.-one half of a whole and one half of a set.
13. tell time to the hour and the half hours.

Levels 9-12 Book Two Modern Arithmetic Through Discovery (Silver Burdett Co.)
Level 9 Book Two pp. 1-3b
At this level, the following understandings, skills, and abilities

are developed and maintained. Children: -

1. mateh one object in one sef to two objects in another set.
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10.
11.
12.
13.
1k,

understand and compare sets and subsets.
understand cardinal numbers O to 100 in sequence.
use the number line: in determining relationships of numbers,
in determining patterns, in addition and in subtraction.
match numera.s with sets. :
read and write numerals in sequence 0 to 100.
understand two figure numerals.
complete numeral charts to discover patterns to 100.
know ordinal numbers first to tenth.
add and subtract with sums and minuends to eight.
understand place value using bundles and groupings of ones and
solve story problems involving addition and subtraction.
find one half of a whole and one fourth of a whole.
know units of measure
money--penny, nickel, dime.
linear--inch and ralf inch.
time--to the five minute interval.

Level 10 Book Two pp.35-T8

lo
2.
3.
ho
5e
6.
Te
8.
9.
10.

1l.
12,
13.

|
E
t « 1
l

15.

At this level, the following understandings, skills, and abilities

are developed and maintained. Children:

understand cardinal numbers to 300.
read and write numerals to 300.
discover patterns to 300.
add and subtract with sums and minuends to 12.
use the commutative principle.
use the associative principle when adding 3 numerals.
write and solve the four related number sentences.
add in vertical form.
use the number line in addition and subtraction.
understand place value using bundles and groupings on Ones,
tens and hundreds.
add two figure numerals.
solve word problems. ,
find one half of a set and one fourth of a set.
know units of measure
liquid--quarts, pints, half pints, cups.
linear--inch and half inch.
days, weeks, months on a calendar.
recognize some geometric concepts.
line.
line segment.
right angle (square corner).
properties of geometric figures.

Level 11 Book Two pp. 79-119

1.

3.
L,

2.

At this level,the following understandings, skills, and abilities

are developed and maintained. Children:

understand cardinal numbers to 1000.

read and write numerals to 1000.

discover patterns to 1000.

add and subtract facts with sums and minuends to 18.
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. add numerals with sums greater than 100.
. subtract numerals with minuends greater than 100.
. understand addition and subtraction of two figure numerals
with zero. ,
. understand place value of ones, tens, and hundreds.
. SOlve word problems.
10. find one third of a whole and one third of a set.
1l. know units of measure.
money--quarter, half dollar, dollar.
time--five minute interval.
dozen and half dozen.
12. recognize the properties of a circle.

Level 12 Book Two pp. 120-160

At this level, the following understandings, skills, and abilities
are developed and maintained. Children:

1. count cardinel numbers and numerals by twos, fives, and tens.
2. understand and use inequalities, is greater than C:>), is less
than, (<), and is equal to ( = ).
3. discover patterns in sequences.
b, use the number line in addition and subtraction.
5. use the associative principle when adding three numerals.
6. understand multiplication,its relationship to addition ang
. division, and its relationship to subtraction.
7. solve comparison problems using subtraction how many, fewer,
how many more.
8. multiply and divide problems with products and quotients to 18.
9. use the commutative principle in multiplication.
10. understand the relationship between multiplication and division.
ll. s0lve word problems.
12. know unit of measure
. degrees on thermometers.
13. illustrate the relationship of points and lines.

Levels 13-16 Book Three Modern Arithmetic Through Discovery (Silver Burdett Co.)

Level 13 Book Three pp. 1-84

At this level, the follow1ng understandings, skills, and abilities
are developed and maintained. :Children:

l. express cardinal numbers and numerals in different ways.
2. understand cardinal numbers to 2000.

3. read and write numerals to 2000.

L., compare cardinal numbers and numerals.

S. understand inequalities.

6. add and subtract the basic facts to 18.

T. regroup two and three-figure numerals.

8. discover patterns in addition.

9. use the associative principle. ‘
10. solve comparison problems through subtraction.
1l. check addition and subtraction.

12. understand place value of .ones, tens, hundreds, and thousands.
13. use problem solving techniques to solve word problems.

6-35"




14, ve fractions to compare parts of a whole and parts of a set.
15. =xnow units of measure

money-~dollar sign and point.

time--to five minute intervals.

Level 14 Book Three pp. 85-170

At this level,the following understandings, skills, and abilities
are developed and maintained. Children:

are able to give different names for a number.
contrast Roman numerals with Arabic numerals.
estimate answers.
regroup ten ones as one ten in addition.
regroup ten tens as one hundred in addition.
regroup one ten as ten ones in subtraction.
regroup one hundred as ten tens in subtraction.
add numerals in a column.
use the algorithm instead of regrouping in addition and
subtraction.
10. wuse higher decade addition with and without bridging.
1ll. wuse place velue as a basis for regrouping.
12. wuse problem solving techniques to solve word problems.
13. understand and use fractional parts of a whole.
1k, write fractions 1/2, 1/3, 1/4, 1/6, end 1/8.
15, find equivalent fractions.
16. know units of measure
linear--inches, feet, yard, to fourth of an inch.
. weight--pound, ounces.
time--to the minute.

W oOoONovWwW &w o+

VORPIN oy

Level 15 Book Three pp. 171-226

At this level, the following understandings, skills, and abilities.

are developed and maintained. Children:

1. read and write numerals to five places (19,000).

2. estimate answers.

3. add and subtract to maintain skills.

4, understand multiplication as repeated addition and division
as repeated subtraction.

5. use the number line in multivlication and division.

6. use the commutative principle of multiplication.

T. identify elements for multiplication.

8. use the symbol for multiplication.

9. wunderstand division as the inverse of multiplication.

10. multiply and divide tc the hundreds place.

1ll. use the distributive principle.

12. know and use products and quotients to thirty.

13. understand place value to ten thousands place.

14, decide which of the four operations or combinations of- them
to use in problem solving.

15. understand the relationship of division to the fractional
parts of the number in a set.

16. know units of measure ‘ . .

liquid--half gallon, gallon. pints, quarts.

3
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17.

linear--~mile.
degrees--thermometers.
recognize some geometric concepis:
plane figures and their properties.
point.
line.
line segment.
right angle (square corner).
sets of points in & plane.

1.
2.

Level 16 Book Three pp. 227-282.
At this level, the following understandings, skills, and abilities

are developed and maintained. Children:

add end subtract to the thousands place.
discover patterns using addition, subtraction multiplication .
and division charts and grids.

use the vertical form for multiplication (algorithm).

use the long division form (algorithm).

use the distributive principle.

find quotients using two place numerals.

multiply to check division.

use the associative principles of multiplication.

understand that problems can be solved in more than one way.

' . solve problems in more than one way.

use the number line to find equivalent fractions.
know units of measure:
ounces and pounds on a scale.
recognize, understand, end read bar and picture graphs.
recognize some geometric concepts. : -
solid figures (cubes end spheres).
relationship of the circle to the sphere.
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Spelling Levels

Book 2 Spelling Goals

Pages
Units

Pages
Units

Pages
Units

Pages
'Units

Pages
Units

Pages
Units

Level
Level

Level

Level
Level

Level

1l to 31
1tob

32

to4h5

T to 12

L6
13

60
19

Th
25

88
3l

13
14

15

17

18

to 59
to 18
to 73
to 2L

to 87
to 30

to 99
to 36

Book 3 Spelling Goals

Level T
Level 8
Level 9
L evei 10
Lefel 11

Level 12

Book L Sgelling Goals
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Pages 1 to 19
Units 1 to 6

Pages 20 to 33
Units T to 12

Pages 34 to 47
Units 13 to 18

'?ages L8 to 61

Units 19 to 2k

Pages 62 to T5

Units 25 to 30

Pages 76 to 89

Units 31 to 36

Pages 1 to 19
Units 1 to 6

-Pages 20 to 33

Units T to 12

Pages.jh to U7
Units 13 to 18

Pages 48 to 61
Units 19 to 2k

Pages 62 to 75
Units 25 to 30

Pages T6 %o 89
Units 31 to 36
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NONGRADED COORDINATORS QUESTIONNAIRE

No. of Coord.in.ating
Name School Team Leaders

Number of teachers in the cycle

] The purpose of this questionnaire is to determine the responsibilities
of the coordinator and to determine the areas which appear to be
problems in meeting the objectives of individualizing instruction.

SR

I. Conferences

| Please check the approximate amount of time devoted to con-
ferences with each of these persons: | "

. ‘ Irregular
Daily Weekly Monthly Basis

A 3y, Rt

} 1. Team Leaders L L L .
2. Other cycle members ____ - . .

' 3. Principals . .

} 4, Supervisors . . T T

3 5. Parents T o

a. Scheduled

b. Unscheduled
Psychologists
Home-School Visitor
Tutors '
Mental Health Team
Counselors

. Others (Please specify)____

|
|
|
|

'—'O\OSXJNO\

T
RENNE
NERRE
NRRRE

[ R

II. What percentage of the time do you have a regular teachin
assignment? . , :

II1. Check the the duties for which you assume responsibility:

Full Partial
Responsibility Responsibility

1. Grouping for instruction in:
a. Language arts
- b. Mathematics
c. Music
d. Art

11
1]
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10.

11.
12.

13.
14,

15.
16.
17.
18.

19.

e.
f. Social studies
g. Science

h. Health

Preparing master schedule
Preparing weekly schedule
Diagnosing tests

Guiding teaching interns in
their assignments
Directing services of team

mother

Acting as a liaison between
administrative, supervisory,"
and supportive personnel

and the primary team
Assuming responsibility for

all records

a. Reading

b. Math

c. Spelling
Scheduling use of space and

equipment

Providing guidance in planning
and in techriques of classroom
management with other team

members

Conducting general team meetings
Planning with special subject

teachers

Coordinating audio-visual aids
Planning conferences with
teachers and parents

Scheduling field trips and utiliza-
tion of community and professional

personnel

Ordering instructional materials

Ordering tests

Distributing instructional

materials

Distributing tests

.Full , .Pa rtial
Responsibility Responsibility

Physical education

LT T
LI

an
1]

HE T

D




Full - Partial
Responsibility Responsibility

20. Assuming responéibility
for parent conference
materials

21. Handling discipline problems
for other teachers

22. Providing in-service train-
ing to others ' '

23, Others (Please Specify)

IV. As you see the role of the coordinator, which of the above duties
do you feel should be included? List by number.

V. Which of the listed duties should be handled by someone else?
By whom? List by number.

+
l
P
P
E
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VI. 1Is released time providing an opportunity for you to function at a
higher professional level? What duties that you perform do you
consider of a higher professional level?

gt e,

t

VII. If you were to now try to create more levels of instruction in any
i of the nongraded subjects, what problems would confront you? _
Please be specific. , S '




VIiI. Do you feel that your cycle has enough personnel to handle a non-
graded program? If no, what other personnel are necessary?

IX. Do you feel that the materials are now adequate for individualizing
the program? If no, what kinds of materials are needed? Please

be specific.
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X. How do you now decide whether a child should move to the next
level? ' ;

i - s miee g -

XI. Do you feel the method you are now using for moving a child to
the next level is adequate? If no, what other information or ' ”
criteria do you need for making your decision? ‘

XII. Please describe the strengths of your program as it now exists.
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' XIII. Are there any areas in which you would like more training, advice,
or other support?

XIV. Please use the back of this questionnaire for any other comments
you care to make.

6-47




APPENDIX C

AE-47




TABLE C-1

Primary Cycle Progress Patterns
Crescent School (N = 454)

Reading Arithmetic . Spelling
FProgress No. Percent { Progress: No. Percent Progress No., Perceny
Patterns ' Patterns Patterns

1-4 3 00. 7 1-4 20 04. 4 1-2 27 10.4

1-5 8 01.8 1-4 23 05.1 1-4 28 10. 8

1-6 9 02.0 4-8 34 . 07.5 1-4 29 11,2

1-6 7 01.5 5-8 24 05. 3 1-6 27 10. 4

1-6 8 01.8 5-8 27 05. 9 1-7 27 10. 4

1-7 8 01.8 5.8 31 06. 8 4-7 15 05. 8

1-7 4 00.9 5-8 32 07.0 4-9 2 00, 8

1-8 8 01.8 8-10 5 01,1 7-12 " 14 - 05.4

1-9 4 . 00.9 8-10 6 01.3 7-12 7 02,7

1-11 16 03.5 8-10 5 01.1 7-12 35 13. 5

2-7 | 5 01.1 g-10 10 02,2 7-12 29 11.2

2-12 30 06.6 8-11 5 01.1 7-15 19 07.3

4-9 9 02.0 8-11 7 0l1.5

4-10 . 11 02. 4 8-11 10 02.2

4-12 11 02.4 |  8-12 16 03.5 -

5-7 11 02. 4 8-12 3 00,7

5-8 . 11 02.4 |  8-12 4 +00.9

7-10 12 02.6 8-12 9 02,0

7-10 | 3 00, 7 812 -5 0Ll |

7-10 9 - 02.0 | = 8-12 8 01.8 - RN I

7-12 12 02.6 . 8-12 8 01.8

9-12 . 7 01.5 8-12 10 . 02.2
.10-14 25 05.5 9-10 2 . 00,4 o
10-15 -8 01.8 9.11 = 2 00. 4 ;
10-16 21 ;. 04,6 « 9.12 -12- 02,6 | !
11-15 9 02.0 9.12 4 00,9 :
11-16 11 62.4 9«12 5 01,1 !
11-17 6 01.3 9.14 26 05, 7

11-18 10 02.2 9«14 6 . 01,3 , ;
12-17 4 00.9 11-.13 .21 ' 04, 6 ' g.
12-18 12 02..6 12.15 36 08. 8 -
12-19 11 02.4 | 13-16 - 38 08. 3

14-16 '8 01.8

14-18 ! 8 01.8 | | .

17-19 12 02. 6 o o, i :

17-19 ¢ 10 © 02,2 T '

17-20 | 12° 02, 6 ot -

17-21 2% 310 02.3 | - a i

17-24 = 7. 01.5 | o 3
.18-24 15 03.3 | : o .

19-22 12 02.6 ' . { .

19-24 16 03.5. v . .

19-25 - 12 02.6 ' :

Total 43 454 99, 8% 32 454 100.6* 12 259 99, 9%

¥ Rounding error




TABLE C-2

Primary Cycle Progress Patterns

Homewood School (N = 304)

" Arithmetic

Reading School
Progress No. Percent Progress No. Percent Progress No. Percent
Patterns S Patterns _ Patterns

1-4 10 03.3 1-6 21 06.9 1-2 19 10.9
1-5 9 03.0 1-6 4 01.3 1-6 26 14,9
1-6 4 01.3 1-7 - 4 01.3° 1-6 9 05.1
S 1-7 4 01.3 1-7. . 5 01,6 1-8 31 17.7
1-8 4 01.3 1-8 8 01.6 7-6 .15 08.6
1-9 10 03.3 1-8 12 03.9 7-7 8 04.6
4.7 -3 , 01,0 1.8 14  04.6 7-8 3 01.7
- 4-8 3. 01.0] 1-8 7 02.3 7-12 35 20.0
4-8 4 01.3 5-8 16 05,3 7-15 29 16.6
4-9 6 02.0 5.8 11 03.6 '
4-9 6 02.0 5-8 18 05.9
'4-10 10 03.3 | 5-8 2. 00,6
4210 10 03.2 | 9-11 27 08.9
4-10 10 03.3 9-12 29 09.5
4-12 11 . 03.6 9-13 - 35 11.5
4-12 11 .03.6 | 13-14 15 04.9
10-12 10  03.3 | 13-14 21  06.9
10-13 13 04.3 | 13-15 30 09.9
10-14 6 '02.0 | 13-15 . 28 09.2
10-15 9 03.0 } - 4
12-17 22 07.2
12-19 10 °  03.3
13-14 11 03.6
13-16 6 02.0
13-18- 17 - 05.6
13-19 12  03.9
14-16 . 8 02.6
15-18 6 02.0
16-18 8 - 02.6
16-21 11 03.6
16-21 4 01.3
17-22 24 07.9
18-21 11 03.6
Total 33 304 100, 7% 19 304 99.7* 9 175 100, 1%

* Rounding error

-~
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TABLE C-3

Primary Cycle Progress Patterns
Letsche School (N = 222)

Reading Arithmetic! Spellingl
Progress No. Percent |Progress No., Percernt |Progress No. Percent
Patterns 1 Patterns Patterns

1-4 11 05.0
1-4 2 00.9
1-5 7 03.2
2-7 10 04.5

- 2=-7 12 05.4
2-8 1 03.2
2-9 12 05.4
2-9 6 02.7
4-5 2 00.9
4-12 10 04.5
6-10 10 04.5
7-15 4 01.8
8-15 27 12.2
8-15 4  01.8
9-13 11 05.0
10-18 15 06. 8
10-19 28 12.6
14-21 4 01.8
15-23 15 06. 8
16-21 . .11 05.0
17-21 2 00.9
C17-24 . 10 04.5
22.-24 2 00.9.
Total 23 222 100, 3%

No data received

* Rounding error
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TABLE C-4

Lincoln School (N = 233)

~ Primary Cycle Progress Patterns

* Rounding error

6-54

Reading Arithmetic Spelling
Progress No. Percent|Progress No. Percent| Progress No. Percent
Patterns _Patterns ' Patterns |
2-4 65 . 02.6 5-7 25 10.7 . 1-4 11 08. 7
2-5 11 04.7 5-8 30 12.9 1-4 25 19.7
2-5 8 03.4 .5=9 33 . 14,2 1-6 10 07.9
4-6 6 02. 6 7-10 28 12.0 1-6. 21 16.5
4-7 .7 03.0 8-11 27 11.6 1-6 5 03.9
4-7 6 02.6 9-12 6 02.3 7-11 26 290. 5
4-8 10 04.3 . 9-12 19 08.1 7-13 29 22.9
4-8 3 01.3 | 10-13 10 04,3 '
4-10 6 - 02,6 12«15 - 33 14,2
4-10 - 9 03.9 13-16 . 22 09.4
4-12 4 01.7 - |
5-9 4 - 01.7 '
5-9 12 = 05,1
7-9 6 02. 6
7-9 8 03.4
8-10 7 03,0
8-11 5 02.1
9-11 6 . 02,6
9-12 8 03.4
- 10-13" 8 - 03,4 °
11-14 7 03.0
11-15 11 04.7
13-17 8 03.4
16-17 6 02,6
16-18 - 7 03.0
16-19 9 03.9
16-21 7 03,0
18-24 8 03.4
19-21- 11 04,7
19-23 19 08.1 -
30 233 100, 8% 10 233 99, 7% 7 127 100, 1%
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TABLE C-5

Primary Cycle Progress Patterns
Madison School (N = 168)

e R e

Reading Arithmetic Spelling
Progress No. Percent | Progress No. Percent |Progress No. Percent
Patterns Patterns Patterns

1-3 8 04.8 1-6 27 16.1 1-4 15 16.1
1-6 8 04.8 1-8 27 16.1 1-6 18 19.3
1-7 6 03.6 4-8 27 16.1 1-7 14 15.1
4-6 8 04, 8 5-7 24 14.3 1-8 22 23.7
4.7 9 05.3 5-12 6 03.6 7-14 24 25.8
4-8 8 04.8 9.12 23 13.7
4-9 7 04.2 13-16 31 20.2
4.9 11 06.5
4-10 9 - 05.3
4.11 1 00. 6
10-15 3 01.8
12-15 10 06.0
13-17 6 03.6
13-18 12 07.1
13-18 16 09.5 .
13-18 12 07.1
19.24 19 11.3
19-24 6 03.6
Total 18 168 100.0 7 168 100, 1% 5 93 100.0

'* Rounding error
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TABLE C-6

Primary Cycle Progress Patterns
McKelvy School (N=245)

Reading Arithmetic Spelling

Progress No. Percent | Progress No. Percent| Progress No. Percen
Patterns ' | Patterns - . Patterns
R -
1-2 3 01.2 1-4 25 1.2 N 1-1 8 04.5 |}
1-3 12 04.9 5.8 25 10, 2 1-2 10 05.6 “
1-5 10 04, 1 5-8 27 11,0 1-3 21 11.9 -
3.5 . 7 02.9 5-8 24 09. 8 1-6 29 16.3 |
3-8 11 04. 5 8-12 34 13.9 1-6 2 01.1 N
3-9 9 03.7 9.13 34 13,9 1-7 29 16.3 -
4-8 6 02.4 11-12 19 07. 8 1-10 4 02,2 1
4-10 11 04,5 12-16 22 G9. 0 6-9 14 07.9
4-12 11 04,5 13-15 35 14,3 6-11 6 03.4
4-13 7 02.9 7-12 16 09.0
, 5-.12 10 04.1 7-12 11 06.2
[ 10-15 11 04.5 7-12 14 07.9
g 11-13 7 02.9 . 7-13 14 07.9
j 12-14 11 04. 5
‘ 13-16 8 03.3
13-17 14 05,7
13-18 11 04. 5
13-19 14 05. 7
16-19 16 06.6
j 16-19 8 03. 3
x 17-20 7 02.9
17-20 11 04.5
¢ 18-19 1 00. 5
18-21 7 - 02,9
18-23 11 04. 5
z 18-24 11 04. 5
: .
‘ Total 26 245 100, 5% 9 245 100, 1% 13 178 100, 2%
% Rounding error

‘ 656
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TABLE C-T7

Primary Cycle Progress Patterns

Miller School (N = 275)
Arithmetic

Spelling

Progress No. Percent Progress No. Percent| Progress No. Progress
“Patterns Patterns Patterng

1-3 7 02.5 1-3 00.7 1-3 25 15. 7
1-3 9 03.3 1-4 00, 4 1-5 36 22,7
1-3 8 02,9 1-5 06.9 1-6 26 16.4
1-5 10 03.6 1-8 08. 4 7-11 21 13.2
1-7 7 02.5 1-8 06, 2 7-11 18 11.3
1-8 5 01.8 1-8 08. 4 7-12 33 20.8
1-12 19 06.9 1-9 05. 8 '

2-7 4 01.4 5-9 12. 4 .

2-8 5 01,8 9-12 14, 2

5-7 5 01.8 9-12 09.1

5-8 3 01.1 11-15 06. 9

5-9 2 00.7 1315 10.'5

5-9 8 02.9 13-17 10,2

5-9 4 01.4

5-10 8 02.9

5=12 1 00.4

8-11 8 02.9

8-12 2 00,7

9-11 6 02.2

10-15 15 05.5
10-15 8 02.9
10-16 33 12.0
11-16 2 00.7
11-17 15 +05.5
12-16 2 00, 7
13-16 9 03.3

13-18 15 05.5
16-18 9 03.3

16-18 8 02.9
16-20 6 02,2

16-20 7 02.5

16-20 4 01.4
19-23 21, 07.6

Total 33 275 99. 7% 13 275 100, 1% 6 159 100, 1%

* Rounding error
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Primary Cycle Progress Patterns

TABLE C-8

Vann School (N = 267)

Reading Arithmetic Spelling
i 3rogress No. Percent Progress No. Percent|Progress No. Percent
Patterns Patterns N Patterns |
1-2 6 02.2 4.7 20 07.5 1-4 27 18.5 |
1-4 11 04.1 4-8 27 10.1 1-8 29 19.9
1-6 11 04.1 5-6 14 05.2 4-6 6 04,1 3
1-7 9 03.4 5-6 24  09.0 | 7-12 26 17.8 H
1-8 12 04.5 5-8 22 08.2 7-12 28 19.2 ‘
4-8 9 03.4 9-11 . 25 09. 4 7-14 30 20.5
4-10 12 04. 5 9-11 19 07.1 )
4-10 11 04,1 9-12 30 11,2 i
5-8 . 5 01.9 12-13 29 10.9 ]
5-8 6 02.2 12-14 31 11. 6 )
5-8 9 03.4 13-15 26 09.7
5-8 ° 9 03.4
5.9 7 02.6
5-10 6 02.2
5-11 14 05. 2
5-11 9 03.4
7-11 6 02,2
8-12 6 02.2
8-13 12 04,5
10-15 13 04.9
10-17 12 04.5
13-16 14 05. 2
14-16 16 06. 0
15-18 14 05,2 ’
16-18 13 04.9
L 17-21 15 05. 6
J
Total 26 267 99. 8% 11 267 99, 9% 6 146 1000
* Rounding error
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Reading

TABLE C-9

Primary Cycle Progress Patterns
Weil School (N = 392)

Arithmetic

Spelling

Progress No, Percent Progress No., Percent Progress No. Percent
Patterns Patterns Patterns
1-3 6 01.5 1-4 21 05.3 1-1 34 13.4
1-5 8 02.0 4-7 29 07.4 1-3 12 04.7
1-5 9 02.3 . 5.7 12 03.1 1-4 16 . 06,3
1-12 8 02.0 5-8 19 04.8 1-5 20 07.9
1-13 9 02.3 5-8 30 07.7 1-6 8 03.2
3-8 12 03.1 7-10 9 02.3 1-6 31 12.3
3-9 7 01.8 7-11 18 04.6 1-8 22 08.7
3-11 9 02.3 8-12 31 07.9 7-12 74 29.2
3-12 14 03.6 9-12 32 08.2 7-12 36 14.2
3-12 11 02, 8 9-12 35 08.9
3-13 4 01.0 12-12 24 06.1
4-9 4 01.0 12-12 34 08.7
4-12 ‘25 06. 4 13-14 38 - 09.7
5-9 7 01.8 ' | 1314 30 077
8-10 6 01.5 ~13-18 30 07.7
8-12 6 01.5 | | '
8-12 8 02,0 1§
10-13 5 01,3
10-14 15 03.8
10-15 11 02.8 |
10-15 9 02,3 |
_].10-16 5 01,3
11-15 15 03.8
11-16 10 02.6
12-18 17 04,3
13-16 4 01.0 ! '
13-17 10 02.6 i
13-19 15 03.8 !
13-19 16 04.1
14-15 15 03.8
15-16 9 02.3
15216 8 02.0
17-18 12 03.1
17-20 9 02,3 |
18-20 22 05,6
18-21 5 01,3
19-24 15 03.8 .
19-24 12 03.1
Total 38 392 99, 9% 15 392 100,1% 9 253  99.9*

% Rounding error
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7. ORIENTATION FOLLOW-UP SATURDAY MORNING WORKSHOPS

Introduction

The following statement is contained in the minutes of the 1965
meeting of the Pittsburgh Board of Public Education:
Many new teachers have requested meetings after six or
seven weeks of classroom experience so that they can
discuss problems more adequately. To meet this request
a Saturday morning meeting will be held approximately one

month after the original orientation.

The intent here seems obvious: the focus is to be that of in-service

training rather than orientation sessions, *

On the basis of the Board's directive a series of workshops was
begm‘i on November 5, 1966 and conducted by eight inptructional depart-
ments: Elementary Education, Eﬁglish, Library, Mathematics, Music,
Physical Education, Soci'al‘ Studies,‘ and Special Education. More

specific information about these workshops is given in Table 1.

. *On this distinction, cf. M. Gilman, "Problems and
} Progress in Staff Training,' Crime and Delinquency, XII (1966),

p. 255.




TABLE 1

Date and Number of Participants in 1966-1967 Workshops

. No. of No. of No. of
Department Date Teachers lLeaders Sections
Elementary Education Nov,. 19 111 19 19 ;
English Ncv, 19 34 2 1 :
Library Dec. 3 12 1 | _
Mathematics Nov, 19 25 1, 1 {
Music Dec. 10 61 7 4 :
Physical Education Jan., 14 35 6 4
Social Studies Nov. 5 17 1 1 ®
Special Education Feb., 18 23 2 2 -

It should be noted that the dates of the workshops range over a .
three month period, the last workshop occurring five months after the
beginning of school in the fall. |

Each of these workshops was 'héld for a thre_e-hour period on a
Saturday morning and was planned and conducted by the ceéntral office

personnel responsible for the supervision of instruction in the subject |

covered. Specific objectives, which became the basis for the morning's
activities, were developed for each workshOp. In addition, all partici-
pating teachers were asked to complete a questionnaire designad and

administered by the Office of Research.
There were, however, two important modifications made in these

workshops as'a result of suggestions coming from the 1966 evaluation

of similar workshops. The number of participating departments was
increased from four to eight, with a 67 pefcent increase in the number

of teachers from 213 to 318. This year the workshops were conducted _
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exclusively for new teachers whereas only 45 percent of the previous

year's participants were beginning teachers,

Statement of the Problem

The problem for evaluation was to judge the effectiveness of the
Saturday morning workshops for new teachers--by noting where the
program had succeeded in aiding new teachers and by locating unsatis-

factory areas so that they might be improved at future workshops.

Method

The instrument for evaluating the present series of workshops was
a questionnaire, attached to this report as Appendix A, similar to thé
one used-for the 1966 workshops. Examination of the questionnaire will
show that it is divided into two parts: Part I, 17 forced-choice items re-
lated to the workshop, each with four response alternatives (Strongly
Agree, Ag;ee, I_ﬁisagree, and Strongly Disagree), and Part II, three
open-end questions permitting teachérs to comment on the aspects of
the workshop they considered best covered, those which they considered
inadequately covered, and those which they thought would be the most
helpful to them in thtlair own‘classrcimms. A11 318 participants returned
their questionnaires, although not every respondent answered every

question.

The analysis was undertaken to provide an aggregate appraiéal of
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the eight workshops. This was done for two reasons: (1) the inter-

workshop differences, as recorded, were negligible, and (2) itemized

reports on each of the workshops had already been made available to

the appropriate workshop coordinators. Questionnaire responses were

analyzed in the following manner:

1. Responses to each of the forced-choice items were tabulated,

" and general totals were obtained.

2.” The items were then grouped into four clusters, as is indicated
in Table 2, making an analysis of categories common to all

workshops possible. The 6rigina1 data are presented in cate-

3. Each cluster of items was analyzed to determine the teachers'

' attitude‘s to the various aspects of the workshops.

4, Replies to the three open-end questions were analyzed to
determine the strengths, weaknesses, and potential usefulness |
of the workshops. The responses were then compared fo the
specificl oi)jectives of the wo rkshops as stated by the program

staff.

gorized form in Appendix B.
!
|
|
t Results

In the category of ""Difficulty, "_the responses were distributed
almost exclusively (above 97 percent) among“the favorable alternatives,
showing either a favorable response or a strongly favorable response.

However, the respondents expressed the attitude that, while the subject
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TABLE 2

Clustering of Questionnaire Items

ITEMS
CATEGORY ITEM NO. STATEMENT
Level of Difficulty 1 Frequently the level at which the ma.terial of this workshop
was presented was too difficult for me.

7 While the content of this workshop was not difficult, the
instructors tended to make it so, i.e., they unnecessarily
complicated the workshop.

10 By and large, those who conducted the workshop made the
content as easy to understand as possible. ‘
Content 4 While the material covered in this workshop is good to
know, it has little to do with being a teacher in my field,
5. Certain topics in this workshop would not be missed if
they were left out, :

6 More time should be devoted to covering the material of

this workshop. '
12 This workshop offered a convenient way of getting material
that could have been obtained through other methods.
13 Most of the material covered in this workshop was already
known to me,
Quality of the 2 This wdrkshop is worth the time and effort it required,
- Workshop ' ' :
' 9 Time spent on this workshop could have been better devoted
to some other activity. - :
) 11 The quality of this workshop left something to be desired.
1'5 There are many ways in which this workshop could have
been-improved.
; 17 If a similar wo?kshop were to be offered again, I would
give up a Saturday morning to attend.
'Profellional 3 Most new teachers in my field could profit by taking a work-
I Growth shop like this one. -

Workshops such as this one are actually an investment in
one's future, - :

This workshop is gssential-to'the teacher who wants to ful-
fill his obligation to his profession and to his pupils.

This workshop will be helpful to me in my everyday work.
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_ matter was not too difficult, the material was not presented as clearly

as was possible.. This is the case if the distribution qf responses for

items 7 and 10 (or the average of the two) is significantly difierent

from the distributioﬂ for item 1. Inspéction of Appendix B shows that
this is the case for all except the Lif)rary and Special Education sessions.
This indicates that, although the respondents reported the sessions sgtis-
factory with regard to their difficul'ty, they generauy felt that the clarity
of presentation was less than satisfactory.

In the category of '""Content, ' the responses exhibited greater
variance, possibly reflecting less unanimity on the part of the respondents
as.to the value of the level of content. The responses tended to cluster
bétween .. pproval and disapprova‘l, with a ::ggligible‘number of strong
positive or negative reactions. |

The third category was the overall '""Quality of the Workshop. "

‘Here the responses tended to'clu_stef aboﬁt the favorab}e level, shading
from strongly favorable into the unfavorable. It must be noted that the
réspondents of alllbuf‘the Libra‘ry and -Special. Education sections seemed
to doubt whether the workshop.,v‘vas worfh the expeﬁditure of a Saturday
morning.

| In the category of "Professional Grthh, " distributions of responses

were similar to those in the category of 'Difficulty." Excluding the

Elementary Education', English, and Music sessions, over 95 percent of




o

the responses were favorable. In those three sessions, favorable re-

sponses exceeded 88 percent of the total.

With reference to the distinction between in-service training and
orientation sessions drawn earlier, it seems the participants found the
workshops to be "orientation sessions. " When we examine the re-
sponses to questions 3 and 14, we .see that the former can be inter-
preted as an indication that the sessions were perceived' as orientation
sessions; the latter, an indication that they were perceivéd as in-

service training sessions.

The total distribution of responses over these two items across all

sessions was as follows:

Item 3 5 12 169 132
Item 14 5 60 151 99
o o
58 ¢ =
- g w g g 9
O“’ o ()] ° ()]
A2 B & g b
HA A < " <

The null hypothesis is that there is no significant difference be-
tween the distribufions, especially between the~;"disagree" ;nd ""strongly
agree'' category. " As the '"agree'" category was} the moda‘\'l value for both
distributions, a directional test of the hypothesis should indicate that
responsés in the "disagree'' category will be greater for‘ item 14 and
resi)ons.es in the "strongly"agl.'ee" category will.be greater for item 3.

The chi-square found significant differences at a level of P 001.
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This means that, contrary to thé Board's stipulation cited earlier,
the workshops were perceived as being orientation sessions rather than

in-service training sessions.

In analyzing the responses to open-end questions, no significant
variation was found in thé responses of teachers, although they had
attended different workshops. Téaching techniq.ues and lesson planning
were considered the most adequately covered topics in all workshops,
and the majority of teachers agreed that these two topics would also be
the most useful to them in the classroom. The beginning teachers would
have liked more time for group discussion, which. they found 'highly i.n-
formative. Inadequacies in the program were largely due, it was felt,

to lack of time to cover issues more fully.

Discussion and Conclusions

It should be kept in mind that the evaluation of this program was °
attitudinal. To be very accurate, the extent to which the program was
percéeived as addressing itsglf to the felt.needs of the participants is the
only consideration which this type of evaluation permits. It provides
. no measure of the program's qontribution to the satisfaction of those
needs nor can it determine wl.xethef the féit needs were appropriate. The
obvious shortcomings of a once-administered attitudinal study have

pointed out the need for a more comprehensive evaluation effort in the

future.
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With the above proviso in mind, we can say that the Orientation
Follow-up Saturday Morning Workshops appeared moderately successful
and that the objectives of individual workshops appear, in ggneral, to
have been met. If workshops are held in the future, time could be
advantageously allocated to group discussion, which was repeatedly .
requested by the participants.

The evaluation raises a question as to the purpose of the workshops.
The Pittsburgh Board of Public Education directed that in-service training
be held; the participahts perceived the workshops as orientation. The
title of the program suggests a middle ground between the two. It is,

therefore, unclear a3 to what the purpose of the sessions is.
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Date | Office of Res earch

QUESTIONNAIRE FOR IN-SERVICE WORKSHOP FOR TEACHERS

To the teacher: Please do NOT sign your name to this sheet. Be as
frank as possible in your replies, as it is only by such honest responses
that the goals of this evaluation will be fulfilled. After completing the
questionnaire, place it in the envelope, seal the envelope, and deposit
it in the box before you leave. '

Subject field ' Male Female

Below are some statements about this workshop. Following each state-
ment are four response choices. By placing a check in the appropriate
space you can express the degree to which you agree or disagree with
each item. THERE ARE NO RIGHT OR WRONG ANSWERS! Please
indicate your agreement ‘or disagreement with each item:

1. Frequently the level at which the materia! of this workshop was
presented was much too difficult for me.

( ) Strongly agree ( ) Disagree

( ) Agree ( ) Strongly disagree
2. This workshop was worth the time and effort it required.

( ) Strongly agree ( ) Disagree

( ) Agree ( ) Strongly disagree

3., Most new teachers in my field could profit by taking a workshop
like this one. ‘
( ) Strongly agree ( ) Disagree
( ) Agree ( ) Strongly disagree

4. While the material covered in this workshop is good to-know, it has
little to do with being a teacher in my field.
( ) Strongly agree ( ) Disagree
( ) Agree \ ( ) Strongly disagree

| L 5. Certain topics in this workshop would not be missed if they were

. left out.
1! ( ) Strongly agree ( ) Disagree
h ( ) Agree ( ) Strongly disagree
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Subject field ' Male Female

6-

9.

10,

11,

12.

13,

More time should be devoted to covering the material of this
workshop. ,

( ) Strongly agree : ( ) Disagree

( ) Agree ( ) Strongly disagree

While the content of this workshop was not difficult, the instructors
tended to make it so, i.e., they unnecessarily complicated the work~
shop. |

( ) Strongly agree. ( ) Disagree

( ) Agree ( ) Strongly disagree

Workshops such as this one are actually an investment in one's
future. .

( ) Strongly agree o ( ) Disagree

( ) Agree- ( ) Strongly disagree

Time spent on this workshop could have better been devoted to some
other activity.

( ) Strongly agree ( ) Disagree -

- () Agree _ ( ) Strongly disagree

By and large, those who conducted the workshop made the content
as easy to understand as possible.

- () Strongly agree ( ) Disagree
() Agree ' o } ( ) Strongly disagree
The quality of this workshop left something to be desired.
( ) Strongly agree ( ) Disagree

( ) Agree ‘ . ( ) Strongly disagree’

This workshop offered a convenient way of getting material that
could have been obtained through other methods,

( ) Strongly agree ( ) Disagree

( ) Agree -{ ) Strongly disagree

Most of the material covered in this workshop was already known
to me. ‘

( ) Strongly agree ( ) <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>