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CHAPTER I

IMPROVING THE MANAGEMENT OF PUBLIC SCHOOL SYSTEMS:
A TEST OF SIGNALS OF RELATIVE SCHOOL PERFORMANCE

A. INTRODUCTION

~

This repor£ presenés the results of a field tést #bn&ucted by the
‘Program Evaluétion staff of The Urban Institute.in the Atlanta Public School
- System during the 1972-73 school year. The pu?pose of the -test was to deter-
mine the effects on school system maﬁégéhent, decisions, and‘operations of |
introducing into a school systgm specially prepared information on the rela-

A tive achievement levels of schools and grades serving student;.of similax
econ;mic levels.

Student performance has become an issue in many large urban schobl
systems. 1In Atianta, for example, community grOuﬁs have sought énd obtained
information on the acﬁievemgnt levels of the students in inddvidual schools.
School systems have txied a variety of approaches in attempts to imprer
étudent pefformance, but school édministrators typically do not know how

" successful their own efforts or the efforts of others have been. Tﬁé fed-
eral govérnment(has required evaluation of individual projects and in so
doing has added to lozal interest in student performance, but information
from federally required evaluations has not generall§ playéd an iamportant

-'role iﬁ school system planning_ﬁr édﬁinistration.

Officials with majoy management responsibilities in large school
systems often do not know. precisaly wheré.tﬁ look for success or failure.
Prasent indicators of é#ccess cr failure in the classroom grow progressively

"weaker as distance from the classroonm increases. Part of the problem stems




from the absence of clearly stated goals and objectives for education and
from the absence of agreed-upon measures of success in meeting those grals.
Even in the limited area of a school system's success in teaching basic
skills, however, the parties to a discussicn'of success or failure rare.y
use the same set of assumprions and measurements in identifying success or
failure, and the data used in any discussion are rarely current.

In a large school system, the duties éf management above the level of
the schonl principal‘include many support functions not directly tied to
the performance of the students. Support functions such as payroil, facil-
ities, equipment, personnel functions, ensuring compliance with state anua
federal laws, and purchasing offer economies of scale in a large syste™ &nd
are generally performed by centralized units. ‘

Our examinations of large school systems have found c¢.ganized manage-
ment- in the support area, but no we.l-defined management structure aimed at
systematically improving student performance. The setting of minimum
acceptable levels of performance and assurance of quality in the a?eas of
instruction and curriculum are generally accepted»as'system—wide'functions.
Management tools for applying even these limited standards, however, are
rarely available. The reason generally given for this lack is the diffi-
culty of creating performsnce indicators that are current, readily inter-
pretable, accessible to decision makers, and yét'specific enough to be tﬁe’
basis for decisions and actions aimed at improved performance.

The Urban Institute has cbntinued to explore the question of what would
constitute school system management approaches aimed at improving performance.
At fhe same time, an eariy effort was made to remedy the lack of easily usable
perfprmance information. This was done in order to test the extent to which
lack of ihfurmation jitself was a problem holding back improvzd performance

@ 1in large school systems.
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Our exploratory effort into these managemeit questioné was initiated
in January 1971, usiug Urban Institute research funds, and expanded in
" January 1972, when sdpport from the Office of Economic Opportunity was
obtainei. Phase I of that z2ffort (ending in October 1972) produped usable
performance informetion.* The technique used existing school system data
on student achievement and participation in the subsidized school lunch
program to locate specific grades in individual elementary schools in which
the level of average student performance was significantly better or worse
than the level of performance in schools of siﬁilar econonic level.

The Phase II work reported here (November 1972 to October 1973) was
designed to make information on relative school performance widely available
_ in a school system and to observe the influence of this inforﬁation on
deci;ion making in areas related to student ﬁerformance. Signals of rela-
tive school performance covering school years 1970-71 and 1971-72 were
created and introduced into the school system in fhe fall and early winter
of 1972, -and a detailed study was made of their dimpact. '

Two results were expected from this effort. First, a test would be
made to determine if the simple provision ~f performance information to an
cperating school system produces different managemer. t decisions. Second,
ia the process of that test, better informat on would be acquired on how
the school system managemenc aciually attempts to influence performance.

Since January 1971, staff from The Urban Iastitute a&d”the Atlunta
Fublic4School System have worked together to define and shape various
aspects of this project, including the work reported here. Although infor-

matior. from other school systems and other research results have also bgen

* See Bayla F. White et. al., The Atlanta Project: Developing
Signals of Relari-": School Performance, The Urban Institute, October 1972.
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of value, it was decided early in our research efforts to use an actual
large school system as 2 "laboratory" in order to force the development
effort to deal with reality. The Urban Institute staff chose Atlanta from
among several large urban school systems because it tested all students
twice yearly, had sufficient data available to explore a variety of perform-
ance questioms, maintained a strong system-wide interest in improving per-
formance, and had persdénnel who would fully suppcrt the basic aims of the
‘project. This cooperation has never wavered, and it has been largely due
t~ this relationship that we arelnow in 2 position to discuss large urban

cchool systems as they actually function.

B. THE URBAN INSTITUTE APPROACH

Schocl administrators interested in performance often become overwhelmed
by numbers. All too often, the reéponse of researchers has been to create new
and different numbers. The approach used here was to make comparisons of the
relative performance of similar students, isolate significant cases of extreme
performance, and ¢isplay the results as a series of charts in which red "signals"
denote levels of relatively low performance and blue "signals" denote levels
of relatively high performance.* This signaling technique permits compact
displays of information on the rélative performance of every grade in a school .
for several years and for different -.ubject areas or for every grade in every
school in an administrative area for successive years. In this way, a large
amount of information of high interest to the school system management can be

extracted from the existing data and provided in a compact, accessible form.

* See pagﬁ II-7 ff.
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Even though there is much argument about the applicability and accuracy
of achievementltests, there is general agreement that students in elementary
schools should learn to read and to solve simple arithmetic problems. By
using relative comparisons and by being consefvative in setting boundaries
for what is to be considered "extreme" performance, this approach provides an
answer to a question Af great interest to school system administrators: "Where
exactly are our successes and our failures?ﬂ

The following hypothesis Qas then tested by the Urban Institute in Atlanta
in the past year:

Information on relative performance, when introduced into

a sufficiently well-understood planning and management structure,

does (or does not) produce measurable changes (a) in the decision-

making process of a local school system, (b) in the decisions made
by school officials, and (c) wltimately, in school performance.

In its simplest form, the hypothesis might be viewed as a test of whether
the pfovision of performance information alone is sufficient to produée pur-
poseful systemwide changes in management in the area of performance. Such
information 1is certainly a necessary ccndition, for without usable-performance
information, decisions cannot be based on the resulfs of past actions. The
presence of good performance information alone, however, may not be suificient
to cause a large school system to change its decision-making process. To
test the effects of relative school performance information bn a large school
system, compact performance information was made available, and a detailed
study was made of the impact of the information upon system operationms.

This year of study focused on those portions of the school system which
have some immediate, direct impact on the classroom. Based on the earlier
work in Atlanta, it had become apparent that the introduction of signal in-

formation would not have an equal impact on the operation of all parts of the




school system. Activities were eelected for study on ehe easis of two criteria.
First, there must be some direct interaction between the activity ana the

- classrooms of the school system. Secondly, the activity must have some flexi-
bilitx and discretion that could be used in reactiﬁg to signal information
in the short run. The three activities identified by Urban Institute staff

Fnd our adviscry board in Atlanta that met these criteria were the following:

) recruitment, assignment, and reassignment of teaching .staff,
. the instructional program, and
[ improving the skills of classroom teachers.

The study attempted to learn how these activities are normally conducted in
Atlanta, what impact the intrcduction of signals had on these activities, and
the resulting effect upon performance in classroomw. Research into thase-
activities was based on extensive structured interviewing, surveys, formal
reporting by Atlanta Public School personnel, and attendance by Urban Institute
staff at numerous operational and staff meetings in Atlanta.

In considering the information presented below, it is important for the
reader t¢ keep in mind two facts about the activities presently cccurring within
the school system:

° Actions taken to improve performance must somehow do so

through their effect on the education taking place in the
classroom. In the material below, each management activity
is examined in terms of the impact of the activity on
classrooms and in terms cf the use or non-use of informa—
tion about relative school performance.

e _ We do not now know the #xtent to which these activities

should rely on performance information in conducting
their work. We are not yet in a position to delineate
where the use of performance information should begin

and end or what management approaches aimed at improved
student performance should be.




’

C. SCHOOL SYSTLiM MANAGEMENT AND PRACTICES
. BEFORE THE INTRODUCTION QF SIGNALS

This secﬁion summarizes the operatiﬁnal characteristics of fhe school
system before the introduction of.signals. A goal of The Urban Institute
research effort has been to understand znd improve the management of large
urban school systems.‘ It is important, in order to do this, to understand
how school systems are managed at preseun.. Not only have the Atlanta Public
Schools provided an excellent source of data for developing the signals,
it has also provided The Urban Institute with a unique opportunity to
observe a school system in its detailed operation and to examine ﬁow manage-
ment decisions are made an< implemented. Atlanta Public Schools staff mem-
bers have fully coopérated in providing infurmation on their decision‘making
and in facilitating Ld4r collection of operétional data. Iudependent of our
findings on the effects of signals on the operation of the school system,
several factors have been identified concerning the management of scﬁool
systems which appear to have significance for Atlanta and other lafge urban

school ﬁystems.
Atlanta, like most large school systems, operates through a line maunage-
ment chain that starts with the classroom teacher. The chain goes up through

school princirals to an Area Superintendent, and on to the Superintendent and

for schools in a given geographic area, and on to. the Superintendent and
his immediate staff, who report to an elected School Board. Specialized
support functions such as personnel, finance, instructional services,
research and development, and buildings and facilities are handled by sep-
arate staff divisions headed by Assistant Superintendents who report
directiy to the Superintendent. Area Superintendents are responsible for

operafion of the school system within their geographic Area. In Atlanta,
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the Area Office has a support staff composed primarily of Resource Teachers.
These Resource Teachers can be characterized generally as experienced
teachers who provide specialized assistance to the principals and teachers
in individual schools. The school system is managed through a direct line
organization that is supported by a fairly large and complex bureaucracy
with distinct organizational lines and some overlapping functions.
General observations made on school system opevation in the period
before signals were introduced include the following:
. Information on the performance of students was, in general,
neither available to nor used by management units other than
the classroom teacher, principals and Resource Tcachers.*
Users who did use some performance data for the most part
dealt with absolute performance levels, rather than with -

information on variations in performance among schools and
grades.serving similar children.

® In general, mechanisms were lacking for activities of the
central schocl system management to tailor their activities
to actual variations in performance among or within schoo'.s.
There have been attempts by various activitie; to apply their resources

s~lectively to particular grades and schools; however, in nearly every case

¥
. "

examined, either the thrust of the activity was diminished or its direckion
was altered as the activity filtered down to the classroom level.

Several more specific results have been reported to support these
‘general conclusions. While these specific results may seem ﬁnique to Atlanta,
evidence from other cities indicates that the general results above are

applicable to other large urban schnol systems as well:

*  An exception to this was the Comprehensive Instructional Program
(CIP) which had created a system for supplying teachers directly with
information about their students. CIP has also used achievement data in
attempts to evaluate its own efforts. oo

Atlanta's Research and Development Department has generated and
.distributed absolute performance information and relative gains during the
course of this study. This information, which is complementary to signals,
was also distributed in 1972-73.




e In the personnel area:

~-New teachers have been hired and initially assigned without
any attempts to use the specific performance record of the
group of students eventually taught.

--Principals have no advance information about the character-
istics of teachers new to the school (e.g., information on
the teachers’ instructional strengths and weaknesses).

=~Principals have .little input into decisions about which
teachers will be assigned to their schools; those making
the decision do not have available student performance
information in a form that could be useful in making the
decision.

-~The major factor which has governed staffing assignments
is the need to meet the requirements of the court-ordered
racial ratios in individual schools. Within these con-
straints, neither the information nor the management
mechanisms needed to take relative student performance .
information into consideration was evident. -

-

e In the instructional area:

—=The Instruction Division prepares the same curriculum
guides for use in all schools. Once the guides have .
been circulated among schools, little or no information
on the implementation of the curriculum reaches the
Instruction Division. No formal mechanism exists to
assess good practices among schools or faults in the
curriculum.

--The Comprehensive Instructional Program provides teachers
with assessments of the progress of their students in
developing basic skills. This program takes diagnostic
measures from the individual student and returns the -
information directly to the teacher. It is the best
example in Atlanta of direct use of performance informa-
tion. In this case the performance information is
absolute, not relative to the school population. No
equivalent stream of data exists for the central staff
departments in relation to their own work. '

—=—Each Area was assigned at least a few Resource Teachers
whose area of specialization was reading. No assessment
has been made of the effect those Resource Teachers have had
on student performance.
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—~A textbook committee approves texts for use in the
classroom,and the Textbook Coordinator on the Instruction
Division staff advises individual principals on choosing
textbooks._  Both the textbook committee and the Textbook
Coordinator operate without empirical information on variations
in performance of Atlanta students using the various texts.

—-Directors of special programs (e.g., Title I) design
programs and make changes in programs generally using
little information about the effects on the performance
of students in the schools in which the programs are
implemented, even though some information of this type
is generated. '

° In the staff improvement area:

—-Although Resource Teachers make decisions on which
grades (and sometimes which schools) to visit, these
decisions are seldom based on relative student achieve-
ment information. ,
—-No central records have been kept of the university courses.
Instruction Division courses or Area in-service programs
that teachers attend. The Personnel Division keeps some
records for salary purposes. The effect of such training
on student performance is unknown.

—-Neither priaicipals nor Area Superintendents are systemat-
ically informed of the teachers who complete courses.
This has made intuitive evaluations by school system

- personnel of the effects of such courses impossible.

--Although each Area conducts many workshops each year,
most of the subjects are no’ directed at basic skills.
Proficieicy modules, a newl introduced teacher training
program, are available to all teachers. Although suc-
cessful completion of the module program entitles a
teacher to a salary increment, no link has been made
to determine what effect completion of the modulesz has
on student performance.

—-A rating instrument designed to test classroom teachers'
proficiency in the teaching of reading has recently been
introduced. This instrument has not been validated to
determine if its ratings correlate with the teacher's
ability to improve the performaice of her students.

—-Classroom teachers and Resource Teachers seem to have
little or no input into decisions made by the Instruction
Division about in-service training offered.

—-Neither the Instruction Division nor the Area Offices use
student performance as a measure of the effectiveness of
the courses or programs they offer to teachers.
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These findings summarize the situaticn with respect to the avail-
ability and use of relative performance information. The findiﬁgs do not
representc an evaluation of the managémenf activities of the Atlanta School
System or any other system, nor has thé feasibility of evaluating manage-
ment activities through the use of relative student performance'in the
schools been established. What this preliminary work does represent is
a survey to determine who might be interested in relative performance
information as well as an attempt ©¢o establish how m#nagement efforts are
presently organized. Our information to date indicates that management
activities as desﬁribed here are conducted in a similar manner in many
school systems. Given this management environment, one could expecE
that personnel in a school'syétem might respond favorably to the conéept
of signals displaying performance information--as they did. Most are
comnitted to improving performance. However, one can also begin to
anticipatc that the chance of an effective management response from a
school system's staff and 1line management elements to peg;ormance'inform-

ation might be low--as, in fact, it turned out to be. These results are

discussed in the next section.

D. THE EFFECT OF INTRODUCING SIGNALS OF RELATIVE PERFORMANCE
ON THE OPERATION OF A LARGE URBAN SCHOOL SYSTEM

The major thrust of the past year's study was tp make relative per-
formance information available to managers and administrators of the school
system and to determine what effect the availabilityiéf the information had
on the operation of tue school system. Atlanta school officials cooperatéd
anoléheartedly in the .distribution and explanation of the signals and in

fzcilitating our collection of information to document the effects observed.
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Four general results which characterize the findings of this part of the

study are the folluwing:

) School officials readily accepted the signals and often had
high words of praise for the signals as a useful and under-
standable mechanism which they could use in their manage-
ment roles to diagnose performance in the school system and
plan program activities.

[ In only a few cases did these same officials give evidence
"of actual use of relative performance information in making
significant management decisions.

) There was little evidence of a shift of specialized school
system activities to grade levels in schools which were
signaled as extremely high or low in relative performance.

° In the few cases, where activity did seem to be dispropor-
tionately allocated to grades having a particular type of
signal, such as in a particular Area or with a particular -
Resource Teacher, there were converse allocations of effort
which demonstrated that the signals were not. having a con-
sistent effect. :

These general results are drawn from specific observations that were made
throughout the school system on how aﬁd what decisions were made, how and to
what extent»fhey were implemented znd what, if any, effect they had on
classroom activities. Some more spécific results of our analyses in the

three areas on which we conceatrated our attention are listed below:

® Persocnnel:

--The Personnel Division staff showed an interest in using
signals to improve procedures for screening new applircants,
and reassigning current staff. There is, howevar, no evidence

that anyone followed through on this interest and developed
new screening or assignment technlques based on the signals.

--Since no new teachers were hired, signals could not play a
role in that activity this year.

-—Area Superintendents, who have authority over all transfers.
in teaching assignments in their Area, generally did not

use signals in making these decisions.
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-

-~One Area Superintendent did reassign several teachers who had
heen in a school with several red signals to schools with
several blue signals in the hope that the teachers would
be influenced by the high performcnce of teachers in their
new schools. These assignments became effective in
September of 1973. '

Instructional Program:
v

--Tn general, no evidence was detected of cases where signals
were considered in decisions involving the shape of the
instructional program for the schonl system.

-~More particularly, neither performance information in general,
nor the signals in particular, seem to have affected the choice
of pilot schools for the new elementary school curriculum or
the appraisal of the program as it is being implemented.

—=The Instruction Division staff responsible for the Com-
prehensive Instructional Program (CIP), a program started
three years ago to provide intensive assistance to teachers
and students in teaching reading and arithmetic, were
familiar with signals but gave no indication of having used
signals in the operation of the program. (In the past CIP
activity was evaluated with achievement test data, but this
has t:en discontinued.)

-~£1though several principals reported making decisions omn the
adoption of new textbooks this year for the coming years,
signals played no part in the decisions about particular tegts
or materials.

--In general, neither Area Superintendents, Curriculum Coor-
dinators nor principals reported using signals or other
performance information in discussions about the instructional
programs--either in general or for specific schools or grades.
In a few cases there was evidence of a principal using signals
to support decisions on restructuring a particular instructional
program.

Improving the Skills of the Teaching Staff:

--Two mechanisms for improving teacher skills were examined
in depth: 1in-service troining and direct assistance to
classroom teachers through the Area Office Resource Teachers.
In neither case is there evidence to support a conclusion
that signals had a general, systematic and consistent effect
on decisions concerning these activities or on the pattern of
activities that resulted.
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—-In particular, except for one or two principals, no Atlanta
school official reported using information from the signals
in designing in-service programs or in determining who should

attend thea.

—-When the school system is considered as a whole, the
distribution of Resource Teacher activity tc grades receiving
signals indicating high, low or average relative performance
is nearly identical to *:e proportion of gradzs haviag the
various types of signals. That is, the observed distribution
of assistance showed no tendency to disproportionately favor
grades signaled as having a record of extreme relative per-
formance--either aLigh or low. '

~-When the distributions of Resource Teacher assistance are
considered on an Area Office basis, statistically significant
cases of dispropartionate assistance being given to grades
having a particular type of signal are detected. Only in
Area III, however, were the differences large enough to have
any operational significance. , i

~-In those grades visited by Resource Teachers, grades having
a signal associated with low relative performance did tend
to receive a bit more assistance in terms of time spent
providing the assistance and of the number of occasions on
which assistance was provided, but the differences appear
to be due to a few Resource Teachers and a few grades, and
the overall differences are not statistically oz operationally
significant. . .

~-Thus, while there are instarces where Resource Teachers
were users of signals and disproportionately provided
~assistance to grades having a particular typz of signal,
there is no evidence of a systematic or pervasive tailoring

of the delivery of Resource Teacher assistance in response
to the signals of relative performance.

The results of our analyses are discussed in greacer detail in
Chapter V of this report. Based on these results, several implications
can be drawn on the management of large urban school systems and the value
of performance information‘in the operation of them. These implications

are addressed in the next section.

ERIC

Aruitoxt provided by Eic:



E. IMPLICATIONS OF WHAT WE HAVE LEARNED

Cur work in and with the Atlanta School System has several implications

for the operation of large urban school systems:

Decisions made at levels above the school that concern the
operation of the schools are generally made without infor-
mation regarding performance at the classroom level and

the variation that exists at this level, whether this infor-
mation is available or not. Furthermore, there do not
appear to be well defined management mechanisms or arrange-
ments which can be utf'ized by staff or line units in
responding to relative peivformance information.

In the past, relative performance information was not
available in an immediately usable or understandable form
for use by school system decision makers. [Some use had
been made of absolute performance data.]

The Urban Institute has provided relative performance infor-
mation which school officials accepted and praised; however,
this information was not generally used in making operational
decisions nor did it have a consistent or obvious effect on
the activities of the system. Further, management mechanisms
for making use of performance information in decisions ’
intended to affect performance in the schools do not exist or
are at cross purposes with each other.

Further research is necessary to say in which parts of a
school system the use of performance information is actually
feasible and to design the management techniques for bringing
such information to bear on decisions in a systematic way.

Several further implications can be drawn:

Since signals were praised and accepted by most school
officials and actually utilized in a few instances, the
continued publication of signals on an in-house basis may,
through time, result in the movement towards a management
system based on performance information. This is a viable
possibility since the costs of production are relatively low.

At a minimum, however, it would seem necessary at least to
develop a unified approach for various components of the
system to use either the signals or cther relative perfor-
mance information.

In order to have some degree of confidence in achieving

‘better performance management capabilities for large urban

school systems, it appears necessary to adopt a two-pronged
approach.
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—-Ivprovement in the performance measurement systems. The
current signaling system has obvious limitations for
central staff use which could be cvercome through alter-
native approaches to organizing student achievement scores.

--Development of management techniques for school sv.tem
use of relative performance informatiou.

F. SIGNA™.S AND STGNALING

As has been described above (and in more detail in Chapter I1I), "signals"
were used as a mechanism to display the relative performance of individual
gr;des in each elgmentary school. The mass of achievement score data was
reduced to five levels of performance in response to problems of reliability,
validity and understandability pointed out by school system personnel in
comments on the use of student.performance data.

"The past year's work has demonstrated that school systems could produce
signals in-house without large expenditures of resources, if achievement
test data and indication of the socioeconomic level of ing}uded schools or
grades are available in a machine-processable form. .Documentation.for con~
puter programs that havé been used to produce the signals and a statistical
analysis of the data is provided in the Appendix to this report. It is
estimated that Altanta, or any other similar sized school system having com-
parable data, could produce the signals in about two to threé"weeks followiné
the grading of the tests at a cost on the order of ~$3,000 (excluding printing
costs). First year costs may be slightly higher, but on—gbing operational
costs should be no more than this amount. This cost is that for starting from
raw student scores and producing signals.

During the last year, Atlanta has modified its computer processing
system and now can produce grade level averages for each school. A small

change in their subsidized school lunch computer program would allow the
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calculation of the percent of students receiving subsidized schosl lunches on
the basis thzt has been used in this system. With this information already
- available, only the slgnal preparation programs need he run. OQOur present
program typically can produce signals from this information with'one day of
analysf time and perhaps $100-$200 of computer time.
The analyses conducted on the signals this year have also demonstrated-
that:

] The technique used to identify schools performing high or
low relative to schools having students from similar socio-
economic conditions can indicate extremes of performance
across the full range of socioeconomic conditions existing
in the Atlanta studant population.

. Grades that are signaled actually do represent extremes of
performance. Individual test scores fiom grades that were
signaled were examined in detail ‘to verify that the variation
observed for the grade was not just a random event that could
statistically be expected te occur in the number of cases
detected., 1In fact, signaled differences are generally statis-
tically significant and cannot be attributed to chance
variation. .

° Within their error range, the signals appear to be able to
.identify a recurring phenomenon. The probability of a grade
having a certain signal in one year is dependent on the sig-
nal it received during the previous year. These conditional
probabilities appear to exhibit some stability through time.
There were few significant differerces in the transition
probabilities between academic years 1970-71 and 1971-72 and
between the years 1971-72 and 1972-73.  If a school system
can detect and react to such phenomena, then it has the
potential for taking actions aimed at affecting these tran-
sitions and achieving higher student performance.

Vhile the analyses during this phase of the study have confirmed the:
technical soundness and usability of the signals, they have not attempted
to fully exploit thé relative performance information that can be extracted
from data collected by the school system. Further work is also needed to
establish the feasibili;y of managing to improfe performance. Such analyses

)
were not the principle foci of this phase of the study; the majority of our
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effort was expended on analyzing the existing m;nagement of a large school
system and the effect of the iIntroduction of performance information in the
form of signals. Questions of what types of management organizations ire .
possible and to what extent each possible organization could be supported
with accura;e relative performance information are the logical next steps

of this effort. Sufficient information has already been collected to support

most of this work.

G. ORGANIZATION OF THE REPORT

The remainder of this report is divided inte four chapters. The
reasons underly}ng‘the development of signals of relative pérformance, the
techniques used in that development, and properties of the signals are
described in Chapter II. <Chapter III explains the general setting in which
the study took place and the procedures used in its implementation. In
Chenter IV, the operation of the Atlanta School System is discussed and an
examination of the management of &ctivities chosen for investigation is pre-

sented. Chapter V presents the results of tiose investigations.



- . CHAPTER I1

SIGNALS OF RELATIVE PERFORMANCE

While the reJaining.chapters of this report describe the impact of new
information on the management of a large school system, this chapter focuses
on how and why that new information was developed. The chapter begins with
a discussion of the‘phiiosophy underlying the focus on relative performance.
The technique for generating signals of relative performance is explained.

Some of the properties of signals are analyzed in the final section.

A. ASSUMPTIONS UNDERLYING THE DEVELOPMENT
OF SIGNALS OF RELATIVE PERFORMANCEL

The ultimate aim of this project is to improve the capacity of a large
school system to plan and manage ite activities in a manner which will make
better use of available, limited resources. The technique proposed provides
school officials with information about the relative performance of students
in schorls and grades within those schools throughout the school system.

The information on relative school or grade performance is derived from
existing data assembled in a concise, simple display to signal how well or
badly a school 1is teaching basic skills.

Why produce signals at all? Of what value are such signals? The de-
velopment of signals of relative.performance has been guided by the belief

that school officials need concise, current information in making decisions

1. Sections A and B of this chapter are taken largely from Chapter I
of The Atlanta Project: Develcping Jignals of Relative Performance, Bayla
F. White, et. al., The Urban Institute, Washington, D.C. 1972.
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about either school system policy or day-to-day aduinistration. Every school
administrato;, principal and teacher ic overwhelmed with numbers. The prob- -
lem has been how to convert those numbers into meaningful indicators of what
"is happening in a larze, complex school systém. Too often, the researcher's
response has been to create more and different numbers. But data collection
in a large school syétem can be a time-consuming, expensive operation. Unless
these new numbers are pertinent to the peeds of educational decision-makers,
there is no reason to collect the data at all. Therefore, the signals devised
in this project were built on existing data, but assembled and displayed in
a new format.

One of the most important operating assumptions behind the developmeut
éf the signals has Been that officials in large school systems do not know
precisely where té look for success or failure. Part of the problem stems
from the absence of clearly stated goals and objectives for. education, and
agreed upon measures of success in meeting those goals. But even iﬁ.the
limited case of a schnol system's success in teaching basic skills, school
6fficials rarely agree on where to look for specific'successes or failures.
Data used in any discussion are rarely current. Not every party to a dié-
cussion 2f success or failure uses the same set of assumptions in identifying
success or failure. Clearly, in order to know where to look for success or
failure in téaching basic skills, there is a need for a single standard of
measurement based on the most current data possible.

The authors of tﬁis report believe that the measurement should relate
to student performance, for it is data on performance that have been missing
elements in the management of public school systems. It is technically pos-

sible to develop a signaling system that would tell school officials which
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school libraries have the most books or which schools have the highest pupil/
teacher ratios. But, unless these signals are related to how well the stu-
dents are performing, it is impossible to assess whether more books or more
tenured teachers or fewer pupils per tégcher are desirable. Therefore, the
signaling system developed in this study relies on student perférmance as
its dependent variable; Achievement test data are presently the most readily
and universally available indicators of student performance in the area of
basic skills development. Many problems exist with the interpretation of
achievement test results. This signaling system has, howgver, been designed
to reduce the effects of these problems.

Since the signals are built on achievement test data, what should

be the appropriate unit of observation? The signaling systeﬁ focuses on
perfermance in each grade within a school as the reporting unit, rather than
the individual student or groups of students in particular projects. The
school--which is composed of a set of grades-—is'the basic administrative
unit of the school system. Although within a school the ;taff attempts to
deal with the needs of individual students, management decisions about the
allocation of educational resources inevitably involve thé 2chool or the
grade within a school as their lowest common denominrators.

That signals should indicate relative performance is perhaps the single
most important assumption underlying their development. A school system has
little control over the background characteristics of itz students. Students
are the raw material of the educational process. A group of students enters
school in the fall and leaves that grade, or perhaps that school, in the

spring. It is the job of the school system to structure its educational

programs to the characteristics and needs of its students. Educational
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research has shown that a strong corcelation exists between the socioeconomic
level of students and their performance on achievement tests, which is used
as the dependent variable in generating signals.

Given these facts, it was deemed éssential that the signals take into
account the characteristics of students in the school system and‘compare
relative performance of schools with similar student populations. Thus,
comparisons are not made between the very rich and the very poor. Rather,
signals are based on comparisons of similar schools, in which performance
is expected, a_priori, to be similar. Signals based on extremes of perform-
ance in similar schools provide -school officials'with a much more precise,
meaningful technique for pinpointing problems and successes in a large,
diverge school system. Once problems or successes based on relative perform-
ance are located, then the educator can make more informed decisions about
what action should be taken in a given situation.

Finally, because the signals were devised as'a management tool, the
informaticn they provide is intended primarily for the us; of school admin-
istrators, from the principals up through the administrative structure of
the school system. Although the classroom teacher should also be interested
in relative performance, it was felt that signal iufofmatiop should be
directed primarily toward other levels of school administration, specif-
ically the principals and éentral office staffs. The classroom teacher is
closest to the process of education and, as the primary dispenser of

"education,"

already has information about how successful the process is.
Present indicators of success or failure in the classroom grow progressively

weaker as the distance from the classroom increases. Decisions which

directly affect the process of education as it occurs in the classroom are
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often made by personnel several levels removed-‘from the level where instruction

takes place. Signals provide a device which enables busy school officials to

have a better idea of what is happening in the classroom.

B. THE BENEFITS OF A SYSTEM WHICH SIGNALS
EXTREMES OF RELATIVE PERFORMANCE

The potential benefits of information which signals extremes of perform-
ance are Implicit in the ausumptions which underlie its devélopment. Any
school system has limited resources, including money, personnel, and time,
to be used in proﬁiding education to its students, and poténtially limitless
demands on those resources. The pivotal management question is how to make
maximum use of those resources. By giving school officials clues about what
is happening in the schools and where, school administrators will have an
important tool to use in making informed decisions about how and where to
allocate those scarce resources.

While signals can be used to locate extremes of'perfé}mance, by them=-
selves tﬁey do not address the question of why the performance level exists
or of what should be done about it. However, the information that signals
provide can be used by school officials to diagnose problems and to prescribe
appropriate treatments. Ideas for treating probiems abound. There is a
tendency to apply a particular remedy in shotgun fashion. A system which.
identifies schools with similar student populations can be- extremely useful
in deciding.where to apply a remedy and in evaluating its success. It is
important to remeﬁber that signals call attention to s‘ccess as well as fail-
ure. Unfortunately, educators know as little about what causes success as
they do about what accounts for failure. Attempts to account for apparently

successful schools or grades can help school officials narrow the range of
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possible remedies for problems, thereby enhancing the likelihood of success
for the remedy chosen. - .

The signals flag only extremes of relative perf.vmance. The definifion
of what constitutes extreme performance has been established so as to elimi-
nate many of the arguments about the accuracy of achievement tests in measur-
ing individual student achievement. The signals, by design, flag only those
cases in which relative ?erformance is extremely high or low. Consequently,
the numbers of signaled cases are more compatible with the limited resources
available to affect those cases.

Information from the sigrals is potentially most useful in making deci-
sions which have a direct impact on the classroom or grade,because it is
from the grade-that the signals derive. The pattern of signals from a partic—
ular grade and subject area, such as 4th-grade reading, can provide important
clues for curriculum development activities in a school system. The pattern
of.performance in a particular sch;ol can be used in making decisions con-
cerning staffing needs for that school. Patterns in achjevement in particular
types of schools can be used to £dentify teacher training needé or to channel
teachers to in-service training opportunities. Thus, in fhe short run,
signals of extremes of relative performance can be an important ingredient
in decisions about how to target flexible resources within the school system.

In the longer run, the signals and the curves can be used to focus
attention on importa-at policy quéstions which confront school boards and
top decision-makers within a school systém. The signaling system does not
detect net changes over time in the performance of the Atlanta School System
as a whole. It provides a tool for use in identifying individual situations
that produce extremes in performance in selected grades. The shape and level
of the fitted curves, hcwever, raise the questions of overall system perform-

ance and of which types of schools to help. One policy response might be to
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concentrate efforts on improving the performance of'every school in which
relative performance is extremely low. This might mean putting effort into

a rich school where performance is at or above the national norm, but below
the performance level of similar schools in the system. Or, a policy decision
might be made to focus attention on the schools where absolu;e performance is
lowest, regardless of the fact that some of those schools may have high levels
of relative performance. Sigrals do not tell education policy makers which
course of action is better. But the signaling system will help frame poli:y
issues more clearly, and thus shéuld raise the level of debate about the

direction of public education.

C. THE DERIVATION OF SIGNALS
OF RELATIVE PERFORMANCE

‘ The information--signals--distributed to Atlanta officials has been
designed to enabie school personnel and administrators to identify grades at
individual'schools where the studepts' performance 1is cousiderably better or
worse than might be expected of students in similar schoo’s. Performance is
measured by mean (average) level on the achievement test batteries adminis-
tered to Atlanta students in the spring of each year. Schools are ident.ified
as similar based on the level of student participation in the free and reduced-
priced lunch program.

In April of each year, Atlanta administefs a battery of standardized
achievenent tests to every student in Grades 1-7. Data on mean (average)
achievement for the three years 1971, 1972 and 1973 have been used in the
production of signals. For the years 19%1 and 1972, signals were based on

results of the Metropolitan Achievement Test batteries; for the year 1973,
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signals are based on results of the Iowa Test of Basic Skills. After coa-
sultation with Atlanta officials, only results from the reading and arithme-

tic problem snlving subtests2 were used in the initial production of signals.

The signals identify extremes wf performance relative to the economic
composition of a school, as measured by participation in the free énd reduced-
price lunch program. Although educational research indicates that the socio-
economic background of §tudents accounts for much cf the observed variation
in achievement, most school systems, including Atlanta, do not keep accurate
or current data on the socioeconomic status of their students. However,
participation in the federally subsidized school lunch program can be used
as a surrogate for a school's economic composition. Since entry into the
free and reduced-pfice lunch program is determined by familf income and size,
the percent of students who participate in this program provides an indicator
of the percentage of poor students at each school. This variatle alone
accounts for 50 to 80 percent of the variation in average scores in each
grade lovel, even though the variable represents the average participation
of an entire school rather than an’ individual grade.

To produce signals of relative performance, averages by ~rade on one
reading and one arithmetic subtest of the achievement test battery for a given
year were plotted against the amount of participation in the free and reduced-
price lunch program at each school. The result of this effort is one scat-
tergram for each grade and eacn subtest (7 grades x 2 subtests = 14 scatter-
grams for each school) for each year. Figure II-1 illustrates the relation-
ship which exists between these two variables. The horizontal axis of each

scattergram represents the percent of students at any school participating

2. It is possible to produce signals using the ‘results of any achieve-
ment subtest. .




Figure II-1

Relationship Between Achievement and Subsidized Lunch Participation
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in the subsidized lunch program. The right end of the scaitergram is
labelled "High" participation, indicating those gchools which enroll more
students from poorer economic backgrounds. Each mark (+) on the scattergram
in Figure II-1 represents the grade equivalent average for all students who
took the reading subtest in the 5th grade at a particular school, plotted
against free and feduced—price lunch participation for that entire school.
Atlanta administers achievement tests in the seventh month (April) of'
each échool year. The national norm for 5th graders who took the test at

that time is defined by the test manufacturers as 5.7. It is apparent when
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looking at the scattergram that most S5th gfade average scores in Atlanta
elementary schools fall below the nutional nurm. ‘he signéls developed in
. this proiect do not compare individual school averages with the national
norm; rather, the signals are derived ffom comparisons of schools in Atlanta
which have student populations of similar economic composition.

The process of making relative comparisons has been made easier by
fitting a curve labelled C through the data points.3 Figure II-2 below
shows the resulting curve for 5th grade reading in one.year. Any point on
the curve may be thought of as the norm for schools which fall above or below
that point. Figure II-2 also includes four other curves, two above (A and B)

and two below (L and E) that basic fitted curve. These four curves represent
boundaries beyond which the average performance of students in that grade is

- considerably abuve or below the level of average performance that might be
expected of students in similar schools. Boundaries have been designed so
that only clear cases of extremely high or low relative performance are sig-
naled. Thus, only about 10-15 percent of the grades in ali schools are sig-
naled in ény one year.

Five categories of signals result from the approach iilustrated in
Figure II-2. When the level of relative performance falls within the shaded
fange shown on Figure II-2, the grade is not considered an extvema case and
receives no signal. A grade in which the level of performance falls between
the curves labelled A and B 1is signaled with a blue semi-circle. When the
level of performance falls on or above curve A, then fhe grade is signaled
with a full blue circle. When the performance of a particular grade is rel-

atively high, but the absolute level of performance is below the national

norm,.then the symbol e is placed in the appropriate full blue or half-blue

3. The curve used here is a least squares fit. Documentation for the
production of signals may be found in the Appendix.
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Derivation of Signals
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signal.é' When the level of performance falls between curves D and E, then

Lhe grade is signaled with a red semi-circle. When the level of performance

" falls on or below curve E, then the grade is signaled with_a full red circle.

Since onl& performance among similar schcools is being compared, two Sth
grades with the same.absolute grade equivalentiaverage may receive different
signals. A 5th grade'which has.a grade equivalent everage of 4.9 in a school
with many.poor students might be considerably above ehe ﬁqint of the perform-
ance cerve for schools similar in terms of economic level' it would therefore

receive a half-blue signal However, a 5th grade which has the same grade-

~ equivalent average of 4 9 in a school with very few poor students might be

4. This distinction between relative and absolute performance was made
at the suggestion of former Superintendent Joha W. Letson.
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considerably below the performance curve for similar schools and it would

receive a half-i1ed signal. -

The signals for each elementary, primary and middle s;hool in Atlanta
were organized into compact displays similar to the ones which appear on the
following page. Figure II-3 ill:strates the initial format for displaying
signals for an individual school which was distributed to Atlanta in November
1972. The fcrmat in Figure II-4 presents an additional year of information
for the same school and was distributed to Atlanta officials in August 1973,

_ at the close of this project. Each set of school signals was accompanied by
a similar display of the mean achievement score for each grade, subtest and
year. |

Presentation of data in this format enables the user to see quickly the
relative status of performance at a school. Several important facts about
performance in Atlanta's schools emerge from this approach to the use of
achiévement test data. First, most grades in a school are not signaled

| .
because the signaling system locates only extremes of performance, conserva-

tively defined. Second, in three years of signals for épproximately 130
schools pef year, there is not a single school in which every grade is sig-

naled in both reading and math. Moreover, the pattern of relative performance

within any school usually differs from one subtest to the other; the relative

performance of students within the same grade on different subtests is also

markedly dissimilar.

Reading down a single column of one grid pictures the relative perform-
ance of all grades in the school in reading or arithmetic at one point in
time. Reading across a row of one grid pictureé the relative performance of

. differe;t groups of students in the same grade over time. For a school in
. _which student mobility is low, reading'down a diagonal compares the relative
performance of the same group of students over time.

ERIC

IToxt Provided by ERI
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ATLANTA PUBLIC SCHOOLS

METROPOLITAN ACHIEVEMENT TESTS
SPRING SIGNALS

ARITHMETIC
READING PROBLEM SOLVING
GRADE 71 72 GRADE ‘71 ‘72

1 FIGURE II-3
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Another display of signals was prepared for use primarily by staff at
the Area Offjce level. The reading and arithmetic signals for every school
in an Area for one year were arrayed on a single sheet of paper. Staff in
the Area OQOffice and elsewhere thrdughout the central administration of the
school system received a set of Area_sheets for each year since 1971. This
method of displaying signals enables an administrator to see at a glance
the relative performance of every grade in all schools (as many as 30) in
an Area.

The next section of this chapter describes in more detail some of the

properties of signals.

D. PROPERTIES OF SIGNALS

" Now that the technique for the production of signals has been described,
some questions about the properties of signals can be examined. Signals have
been produced for three years and will be used to examine the following
questions:

. What proportion of grades are signaled as cases of
extreme relative performance in each of the three
years? '

) Are the extremes of performance which are signaled
of significant magnitude to be considered extreme
performance? '

e How does the assignment of sigrals from year to year
compare with that which would be expected from chance
alone?

° Was the observed pattern of signals produced in 1973
different from that expec:ed on the basis of signals
from previous years?

As the material which follows will show, signals do indeed indicate cases of

extreme performance, even when measurement error is taken into account. The
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pattern of signals is measurably different from the pattern which would have
been obtained through chance alone. Moreover, for Grades 3 through 7, the.
pattern of signal change from year to year did not alter markedly after the

signals were introduced into the Atlanta system.

1. THE ANALYSIS FRAMEWORK

In order to consider the questions posed above, an unalysis framework
was adopted which produced a con;istent set of daca from year to year. A
total of 115 schools have been included in the analysis set. The set
includes only elementary schools which remained open (did not open or close)
over the three~year period in question. The basic elemeAt selected for
analysis is the ‘grade level® (i.e., Grades 1, 2, 3, 4, 5, 6 and 7) at each
elementary school. The analysis framework thus consists of 115 schools,
each of which in general has seven grades for a total of 115 x 7 = 805 cells.6
Since a few schools do nof contain all seven grades, tabulations will gen-

erally be based on less than the maximum number of cells.

Figure II-5 illustrates the analysis framework. The shaded row (School
004) indicates the seven grade levels withir a single school. The shaded

square is the 4th grade at School J002. Each column represents a single grade

5. DHachine gradiuy of the test results from Grades 1 and 2 for 1973
were subcontracted by Atlanta to the test publishers. Due to some confusion
on format and marking, several thousand test results were not graded, ren-
dering these two grades unusable for analysis in 1973. Vhile there is some
chance of recovering these data for further use, they were not available for
use in this report. Because of this, all data have been converted for this
chapter to consider only Grades 3, 4, 5, 6 and 7. Data for Grades 1 and 2
from 1970-71 and 1971-72 have already been processed at the Institute and
are available.

6. A cell is a particular grade level at a particular school. Several
schools in the analysis set no longer have 6th or 7th grades; they have been
transferred to middle schools. Occasionally, test data are missing for a
cell, even though the grade did exist. When considering only Grades 3, 4,
5, 6 and 7, the maximum number of cells in the analysis set is 575.
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level for the entire analysis set. Each cell ig the Jigure represents a
grade level at a particular school. This figure indicates the finest level
~ of detail considered,. the level fo which a particular signal is assigned for

high (blue or half blue), average (neutral), o= low (red or half red)
relative performance. For each cell, signals are created for the reading

and the arithmetic problem solving subtests in the spring of each year.

Figure II-5

The Analysis Framework
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2. THE PROPORTION OF GRADES SIGNALED

This section addresses the question of what proportion of grades are
signaled as cases of extreme relative performance in each of the three years.
The data presented in this section are based only on Grades 3-7, because of
the scoring problems encountered in 4April 1973 for Grades 1 and 2. In each
year since April 1971, a signal of relative performance in reading and in
arithmetic problem solving has been produced for every grade 3-7 in the
115 schools in the analysis set.

A primary éurpose of the signals was to help'school officials locate
case; of extreme relative performance. The limits originally used in

developing the signals were designed to flag only about 15 percent of the
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cells as extreme. It was felt that school officials could only respond to
a minority of cases and that attention should be focused on the grades which

were known to show large variation from some "norm."

The signaling boundaries were selected in order to signal the grades at
schools lying furthest from the curve fitted through the mean scores of all
schools for each gra&e and subtest. Percentages were used because inspection
had shown that there was generally more dispersion of scores around the cufye
for non-poor schools (where the absolute score was larger) and generally
lower dispersion around the curve for poorer sghools (where the absolute
score was smaller). Thus, the use of a percentage boundarﬁ tended to
equalize the numbers signaled from various economic categories.

Table II-1 shows how signals were distributed in each of the three years,
_ for reading and arithmetic problem solving; ’"Blue" refers .to either full or
half-blue signals; "red" refers to either full or half-red signals. "Neutral"
means the level of performance in the grade was not considered extreme and

recelved a neutral signal,

TABLE II-1

DISTRIBUTION OF SIGNALS FOR GRADES 3-7

READING : . ARITHMETIC PROBLEM SOLVING

Blue Neutral Red Total Blue Neutral Red Total

VERR Vo e o L o2l e ozl 2l oz o#

1971 |46 8.2 | 480 85.7 |34 6.1| 560 ;124 4.3 |518 92.5|18 3.2 560
1972 | 57 10.4 | 454 83.1 |35 6.4{ 546 1|33 6.1{500 91.7 |12 2.2 545
1973 |56 10.4 | 453 84.3 |28 5.7} 537 |36 6.7 |493 91.8 '8 1.5f 537

0f the cells signaled.blue in reading, seven reqéived blue sig-
nals in each of the three years. Five additional grade cells received blue
'signéls in reading in both 1971.and 1972, but not in 1973; seven additional

cells received blue signals in 1972 and 1973, but not in 1971. No grade
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cell in Atlanta received a red signal in reading three years in a row. Six
grade cells received red signals in 1971 and 1972; seven other grade cells
were red in 1972 and 1973 in reading.

Table II-2 below provides data on.the amount of overlap occuring between
reading and arithmetic signéls. Each grade receives two signalé: one in
reading and one in arithmetic. There is a smaller number of grades sig-

nalad in arithmetic than in reading.

TABLE I1I-2

OVERLAP OF READING AND ARITHMETIC STGNALS
FOR GRADES 3-7 )

NO. OF GRADES WITH BLUE SIGNALS IN: NO. OF GRADES WITH RED SIGNALS IN:
. . Reading and . \ Reading and
YEAR| Reading | Arithmetic Arithmetic Reading |Arithmetic Arithmetic |
{1971| 46 24 20 34 18 11
1972 57 33 19 35 12
19737 56 36 24 28 8

Data in the table show that a grade which receives a"blue or a red
signal in arithmetic is likely to receive the same kind of signal in reading
about two-thirds of the time. There are, of course, many grades signaled
(red or blue) for reading that do not receive the same signal for arithmetic.
Further examination of actual scores would be necessary to reveal the extent

of differences in relative performance between reading and arithmetic.

3. HOW EXTREME IS THE PERFORMANCE SIGNALED?

Oﬁe way to deal with the question of how extreme is the performance
which is signaled (either red or blue) is to consider how far away from the
basic curve each red or blue signal lies; An examination of some actual
signaled cells will be ﬁsed to illustrate what has been learned about how

far signaled cells lie from the basic fitted curve.
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In the process’of fitting a curve through the achievement data for each
grade, each year and each subtest, the distrigution of the distance that the
average scores fell—from each fitted curve was collected. The standard error
(0) value for this dispersion of scores was obtained in ‘each case. For example,
the distance of the average score of all children in each red signaled grade

in reading in 1972 from the fitted curve or '

'norm" for that grade, subtest,
and year was measured. The variation of the average of a grade from the |
curve (expressed in grade equivalent units) was divided by.the standard
error (0) value for all points about that curve to determine how far away
from the curve the extreme cases tended to fall. The resﬁlts showed that,
of 35 red reading signals for 1972, 10 were more than 20 below the curve.
An additional 24 were between 10 and 20 below the curve. The remaining
signal was 0.950 below the curve; this nearest case came from a lower grade
(3rd) at a relatively poor school (100 percent free and reduced-price lunch
Qafficipation). These results appear to hold for the other sets of signals.
For the signals based on arithmetic problem solving, the limits used to
produce.the signals turned out to be even more conservative. In arithmetic,
fewer cases were signaled, and those that did receive either a blue or a
red signal were located even further from the curve than reading signals.

In absclute grade equivalent terms, the standard error of the distribu-
tion of scores arcund the curves in 1972 ranged from 0.69 grade equivalent
in 7th grade reading to 0.28 grade equivalent in 3r4 grade problem solving.
Percent boundaries were used in signaling because dispersion of the averages
about the curve is not uniformly distributed and tends to decrease as percent
free and reduced-price lunch participation increases. As an estimate of an
averdge distance used'in signaling, the 15 percent signaling boundaries are
0.9 grade equivalent units from a curve at a grade equivalent score of 6.0

and 0.45 grade equivalent units at a grade equivalent score of 3.0.
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The next question about the signaled cells 1s how accurately were their
average scores measured. That is, even though the boundaries were sufficiently
conservative,'what cffect did measurement error have on the signal assigned to
a particular cell? .The standard erro: of measurement for a single student on
the achievemeut tests used by Atlanta was approximately 0.4 grade equivalent

B in 3rd grade and 0.6 grade equivalent in 7th grade.7 The average size of a
grade ranges from 50-60 children. This suggests that the average on the grade
is measured within 0.06 (or o.A/VFEES to perhaps 0.08 (or 0.6/\[363 grade
equi&alent at one standard error. It is doubtful that this small an error
occurs in practice; however, if an error of this range did occur, it would
not disturb the estimate that most of the cases signaled are extreme. It
would simply mean that on remeasurement some alternative extreme cases might
be signaled near the boundaries.

The discussion of measurement error will become more important when
transitions of the signals from year—to—year'afe considered. Ué to this
point, the discussion has considered only whether extreme cases are being
signaled. When only signals f~r one year are considered, it is less impor-
tant that some legitimately extreme performers'aré not =ignaled as long as
those signaled are, in fact extreme. When signal changes from year-to-year
are considered, it is of interest how many cells have average values near
enough the boundary between extreme performance (red or blue) and average
performance (neutral) that they could switch signals simply through measure-
ment error. |

In the_case of signal transitions from year to year, a quick test has
been made by téking a census (through visual inspection) of those averages

which fell near the inner boundary lines in 1972 reading. To estimate both

7. See, for instance, Durast et. al., Teacher's Handbook, Metropolitan '
Achievement Tests, Harcourt, Brace and Jovanovich, New York, 1971.
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a best ard worst case, a count was made of the total number of cases {Grades
3, 4, 5, 6 and 7) falling within + 0.06 grade equivalent and + 0.15 grade

equivalent of the inner boundary lines. The results are given in Table

II-3 below.
TABLE II-3
TABULATION OF CASES NEAR THE BOUNDARIES IN
1972 READING FOR GRADES 3 -~ 7
BOUNDARY. +0.06 +0.15 -0.06 -0.15
Rlue/Neutral Boundary ' 10 21 10 26
Red/Neutral Boundary 11 44 8 17

Consider first the red boundary. There are eight réd,signaled grades
within 0.06 below the boundary and 17 red signaled grades (including the
previous 8) within 0.15 below the boundary, out of a total of 35 red signaled
cells. If we postulated as a wors§ case that the 17 signals represented the
lo range of measured value for a larger set of signals that all lay on the
boundary, then the total set would contain approximately 51 signals. [This
assumes a normal distribution in which a single 10 contains ~ 17 signals
and the total set, therefore, contains ~51 signals.] Approximately one-
half of these, or about 26, would be expected to fall in the red signal
range. One-half of the 26 (agajin on average) might be expected to change
from red to neut?al simply due to measurement error in the next cycle of
measurements. That wouldlmean tﬁat 13 of the red signals become neutral
simply due to remeasurement. While theyivnuld still be relatively extreme,
they would not'be signaled red in the remeasurement.

.Clearly, both the error range and'assumpfions used have been made
extreme in this case to show how many of the 35 red signaled cells might
be signaled neutral during a remeasurement. Even.in thié worst case, the

probability is 13/35 (or 0.37) that a red signal would become neutral.
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If the indicated range of 0.06 had been used as 1o, and the same procedure
followed, the number of potential switches would have been 6 of 35 or 17
percent. Using the same assumptions for blue, 7.5 (13 percent) to 16 (28
percent) of the 57 blue signals would become neutral in a remeasurement.
These calculaéions will be referred to again when transition prdbabilities

are discussed later in the chapter.

4, IS THE ASSIGNMENT OF SIGNALS DUE TO CHANCE?

Since changes are always being made within a school system, it is
extremely difficult to predict how much stability can be exfected in the
signals from vear to year. School officials could provide no yardstick by
which to predict the effects on relative pgrformance of changes in teachers,

"shifts in student populations, and the continuous modification of the
instructional program. If all such changes‘were beneficial, then increasing
stability in blue signals and less stability in red signals (within the
limits of measurement error) might be predicted. The’anal§ées conducted to
date indicate that most actions by school officials produce diverse effects.

It is important for the reader to realize that thié is quite different
from saying that no action by school officials makes a difference. It may
be that present constraints and lack of systematié purposefulness create
effects which cancel out. Consider the hypotietical and oversimplified
example of a teacher-caused red signal. Suppose that the poor teacher is
replaced with an excellent one and, in the next school year, the signal
for that grade becbﬁes neutral or blue. The poor teacher is not likely
to have left the school system. Instead, the poor teacher is likely to havé

been reassigned to another school. This transaction could result in the

creation of a new red signal (all other things being equal). Without better
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attribution or more detailed analysis, the lack of systematic improvement
.throughout the school system would lead one to conclude (as our early exam-
inations indicate) that teacher transfer does not lead to improvement.

The point is that this lack of effect in the statistics does not necessarily
mean that the teachers make no difference. It can as easily mean that the

control mechanism works in such a way that no net change is produced.

The allocation of signals from one year to the nexf will now be
examined to determine if they could have been assigned by chgnce alone. Most
statistical tests address the question of whether the assignment of signals
to cells is significantly different from a chance distribution. The data

which follow address the following hypothesis:

] The signals in 1972 were assigned to cells at random and were
not conditioned upon the signal given to that cell in 1971.

Table II-4 below contains a matrix which shows the distribution of reading
signals for 1972 based on the reading signal received in 1971.
TABLE 1I-4

ACTUAL SIGNAL OCCURRENCES FOR
GRADES 1-7 IN READING, 1971 AND 1972

1972
Half Half
Blue Neutral Red
SIGNAL: 771 Blue Red
| 32 54 624 53 8
Blue 15 3 3 9 0
Half Blue 62 8 9 45 0
1971l Neutral 633 19 40 527 42 5
Ha1lf Red 42 2 2 29 1
Red 19 0 0 14 2
]

This matrix was divided into zones for initial testing of the hypbthesis s

foliows:
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TABLE II-5
ZONE DEFINITION8

1972
Blue Half Neutral Ha{f Red
SIGNAL: 771 Blue Re
32 54 © 624 53 8
Blue 15 A B c
Half Blue 62
1971 | Neutral 633 E
Half Red 42
D G
Red 19 F
KEY: A - Blue both years £ - Neutral both years
B - Blue in '71, Neutral in '72 F - Red in '71, Neutral in '72
C - Blue iu '71, Red in '72 G - Red both years
D - Red in '71, Blue in '72

For the hypothesis stated above to be correct, the signals in 1972 siould
be distributed proportionately among cells and any particular gronpiug of
cells (such as the zones above) should not affect this.

Consider Zone A, which is composed of cells signaléd either fuli or
half-blue both years. There were 77 such cells in 1971. If the signals
were randomly and independently assigned in 1972, theun the probability of
3—27;1—54 =p = 0.112, If the binomial

distribution is used as an approximation, then the expected number of blue

any cell receiving a blue signal is

cells in Zone A is w = np = 77 (0.112) = 8.6 and the standard deviation (o) is

o =4/np(1-p) =4/77(0.112) (0.888) = 2.8. That is, if the hypothesis were

true (and two possibilities in 1972 are considered; blue or not bhlue for the
cells that vere blue 1 1971) then we would expect to find in Zone A about
8.6 blue signals in 1972 with a standard deviation of 2.8. 1In fact, there are

23 blue cells in 1972--or about five standard deviations from the mean.

8. The zones 'meutral to blue" and "neutral to red" have not i.een
carried along in this example. There are many different causes of these
transitions and they generally occur at or near a chance rate.
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The * _sults of similar analyses for the remaining zones are presented in
Table II-6 (for .eading) and Table II-7 (for arithmetic). The probabilities
for each case ére not shown. Instead the results are presented in units of
standard deviations from the mean. The upper portion éf each table displays
the predicted mean (u), standard deviation (o) and the observed mean (ﬂ) for
each zone. The lower portion of each table gives the value of Z (where Z =
A
JigJio for each zone. Where the normal is a good approximation, a unit normal
value of Z that is a little larger than 1.6 would be representative of a one-
tailed test at the .05 level of significance; fcr a two-tailed test, the .05
leval would be 1.96. The diagonal running from upper left to lower right
represents the tendency for the cell representing the same grade to have the
same signal in a succeeding year. The other diagonal represents the tendency
of the signals to shift to the other extreme (e.g., red to blue, blue to red).

On the basis of the value summarized in Tables II-6 and II-7, the
hypothesis that signals in 1972 were assigned ét‘random can be rejectéd in
many of the zones witnuvut adjusting for other descriptive variables such as
student mobility or staff changes. In zones A and G, the high Z values
indicate that assignments of signals in 1972 were nét random but were depen-
dent upon the signal received in the preceding year. The positive sign c¢a Z
indicates that more signals were assigned in 1972 to these cells (i.e., more
remained high or low) than would have been expected by chance. Negative
signs indicate that fewer occurrences existed than would have been dictated
by chance. - When examiﬁing negative Z's, the reader will alsd 1.2ced to examine
M and 0, since in some cases a nearby boundary (0 or no cases) leads to a

value for Z that is not as large as might have been expected.
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TABLE II-6

- VALUES FOR THE PREDICTED MEAN, THE OBSERVED MEAN,
THE STANDARD DEVIATION, AND Z-VALUES, IN READING,
197i AND 1972

a. .‘L’O"ﬁ;
1972
l HALF * HALF
SIGNAL | BLUE BLUE NEUTRAL RED RED TOTAL
B L = 8.6 H= 62 E = 6.1
o = 2.8 o= 3.5 c = 2.4 77
HB G = 23 ﬁ= 54 ﬁ = 0
1=512.0
1971 N o= 9.9 633
) ' B=527.0
| o ® o= 6.8 |m=49 poF o 4.8
o = 2.5 o= 3.1 o = 21 61
R g o= 4 B= 43 2 <40
TOTAL 86 624 61 771
b. Z-Values: i
' . 1972
HALF HALF
SIGNAL | BLUE BLUE NFUTRAL RFD RED TOTAL
B | :
g = 5.1 Jz=-2.4 & = -2.5 77
HB,
i
1971 N 2= 1.5 633
HR
2 = ~-1,.1 Z= -19 -3 = 4.4 61
R
TOTAL 86 624 ©o6l 771
i
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Many cells do change signals from year to year. This can come from a
combination of effects from teacher transfer, pupil transfer, error of
measurement, change of teaching techniques or curriculum, etc. For instance,

it was observed earlier that changes of perhaps one-fourth of the signals might

come about through measurement error. 1In addition, a rather vandom method

\

of managing changes in' the educational program and faculty may produce
apparently random results when gross statistical techniques are used. Even
with these present, this analysis indicates that there is a nonrandom
mechanism at work selecting signals. That is, knowing the signal of a grade
in 1971 definitely gives probabilistic information about the signal received

by the grade in 1972. Therefore, the hypothesis of chance assignment is

rejected.

5. DID TRANSITION BEHAVIOR CHANGE
THIS YEAR?

As stated before, changes in the level of performance from one year to
the next are tc be expected in a school system. Students change, as does the
curriculum, teaching staff, and/or materials used in a grade at a schoél.
Moreover, the school system may already be taking steps to alleviate or
replicate conditions which give rise to signals. This section addresses
the patterns of allocation of cignals of relative verformance for 1971, 1972,
and 1973 and how the transitions from year to year differ. Since data also
Qere available characterizing the éhanges that occurred between 1971 and 1972,
it was possible to compare the transitions in performance signals made at
grade levels at individual schools from spring 1971 to spring 1972 with the
transitions made from spring 1972 to spring 1973 (the period during which

signals were introduced).
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Téble 11-8 preseﬂts data describing the transitions of signals in
reading for Grades 3, 4, 5, 6 and 7 of the_llS-school analysis set. The table
“includes all grades that were present and signaled in both years (544 grades
or-cells). :To understénd Table II-8, think of the signals as being distrib-
uted to cells of grade levels at schopls by the signaling technique for 1971.
Table II-8 shows that in 1971--of the cells signaled in both years (544)1:5&
cells received blﬁe signals (full blue or half blue), 467 cells received’
neutral performance signals (no color), and 33 célls received red signals
(full or half red). Of those same 544 cells in.1972, 57 cells were signaled

blue, 452 cells were neutral, and 35 cells were signaled red.

. TABLE II-8

ASSIGNMENT OF READING SIGNALS, 1971 TO 197

1972 ' 3
SIGNAL: Blue Neutral .Red Total
Blue _ _ _ |_ 12 _ | _32 | _o_ |l. 4
1971 |Neutral _ | 44 _ | 394 _ | 29 ||_4é67 _
Red | _ 1 _ ). 2 _ | _6_| 33|

Total 57 452 - 35 - || 544 N

‘Observe that of fhe 44 cells that were blue in 1971 (top row of daté),
12 rémained blue in 1972, 32 received neuvtral signals, and no cell became - —
red in 1972. Table I1I-9 displays the data convérted into % probability of
_transition matrix for reading, from 1971 to 1972. The maffi%'éhows the
' probabiiify of makiﬁg anf of the possible transitions froﬁ one signal cate-
gory fo)another, based on the data from 1971 and 1972. For instance, thé '

probability that a blue in 1971 would remain biue 4n 1972 was 0.27.

4
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TABLE II-9

TRANSITION PROBABYLITIES FOR 1971-
1972 READING (GRADES 3 -~ 7)

- ' 1972
SIGNAL: Blue | Neutral Red
Blee |27 _f__.73 1\ 0
1971 |Nestral | .09 | .85 _| .06 _
. Red _ .03 .79 .18

Consiﬁer ﬁhis matrix aé providing the basis for estimating théwf;an-
sitions which might be éxpected between signals in.1972 and those which
occurred in 1973. For instance, consider the set containing the 57 cells
that were blue in 1972, If these 1971-72 transition probabilities were to
apply in 1972~73, then the following distribution of signals would be
.expected for those 57 cells:

57 x (0.27) =‘15.4 would remain blue,

57 x (0.73) = 41.6 would become'neutralh and

57 2-( 0) ; 0.0 would become'red;
The actual numbers of signals for_1973 were 14 blue, 42 neutral, and one red.
These numbers differ by less than 1o from those expectéd9 ;nd demdnstrate
that the 1972-73 transitions of blue signals afe predictable using the
1971~72 transitioh probabilities for blue signéls. The implication of this
finding is that there waé no sharp change in the transition behavior of blue
signaled cells ffom 1972 to 1973. With tﬁese actual ngmberé, a simple X2
test with one degree of freedom using the actual number yiélds the following
value: | | |

x2 _ (14-15.4)>
15.4

+

o,
(43-41.6)" _ .

41.6

- 9, Where O is defined as \np (1-p) = \JS?(.Z?)‘(.73)~.3,3.
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‘indicating again *hat the observed data in 1973 are distributed about as
would have been predicted from the 1971-72 transition probabilities.
This kind of examination was extended to cover the transition in signals
‘ for reading between dpril 1§72-and April 1973. Those cells from the 1972
signal set present in the 1973 signal set must be used in developing the
expected transitions from 1972 to 1973. A total of 534 cells10 were present
in both April 1972 and in April 1973. The division of the 534 cells (present
in 197é‘§nd 1973) into signal categories in 1972 was as follpws: 57 were

blue in 1972, 443 were neutral in 1972 and 34 were red in 1972. The total of

534 cells is slightly lower than the total in the 1971-72 transition set be~
cause some 6th and 7th grades were transferred to middle schools'ip 1973 and,
hence, were excluded from the analysis set. Applying the transition probability ':
.matrix to these data, the transition.table for 1972/1973 would be expected |
to resemble Table II-10. tThe projections have been rounded to whole numbers
for display here.]

.TABLE II-10

PREDICTED TRANSITIONS OF READING SIGNALS
IN 1972-73 BASED UPON 1971-~72 DATA

1973
SIGNAL: -Blue Neutral Red Total |
Blue | _ 153} 42 _ | _ 0 ||_57
1972 | Neutral : 40 _ __3_7_2 _ _~21_ _442_
Bed __V_ 1 _j._ 21 _(_¢6 || 34
Total S 56 ' 445 33 534

‘Table II-11 then compares the observed transition counts with those pre-
dicted for 1972-73. ‘The largest variation is in the case of neutral to red -

[there are fewer reds observed than were predicted], this is not

10. . Data for Grades 1 and 2 were not yet available for 1973 and there-
fore the number of cells is reduced to 534.

Qs SRR OGS )




II1-32

statistically significant. For the schoel system as a whole, therefore,
there is no indication of a large change in transition behavior in reading
between the tﬁo periods 1971-72 and 1972-73.

TABLE II-11 °

A COMPARISON OF PREDICTED/OBSERVED
TRANSITIONS BETWEEN 1972 AND 1973

1973
SIGNAL: Blue Néutral. Red
mee | Py | Py |
1972 Neutral 40/40 376/383 27/20
Red . 1/1 27/26 .6/;.—

A simiiar-examin;tion can be made for arithmetic problem solving signal
transitions. Here; lower numbers of fed and blue signals make the results a
little harder to, rely on statistically. o

Table II-12 presents cutcomes for arithﬁetic.similar to that pre-
viously.reviewéd for reading. The probability of transition for the 1971;72
caée‘has been used to predict outcomeslin 1975. - The ﬁrédicted\diétribution
(rounded to whole numbers)vis shown in Table II-12. |

TABLE II-12

PREDICTED TRANSITIONS OF ARITHMETIC SIGNALS
1972-1973 BASED UPON 1971-1972 DATA

1973

SIGNAL: Blue Neutral Red Total

Blue | 13 19 | 1 33

1972 | Neutral = | 24 _ 459 | _ 5 || 488
Red | .0 9 3 12

Total 37 487 9 533
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Table 1I~13 displays the comparison of the predicted transitions for
arithmetic signals to the observed signals. In this case, there is some-
what more variation thaﬁ in reaaing. Both blue-to~blue and red-to;;ed
" show smaller populations than préd?cted. The difference in the blue distri-
bution would be statistically_significant sz = 3,25 with 1 degree of free-
dom) at the 0.1 level, but not at the 0.05 level of significance. That is,
there are fewver blues remaining blue than WOUld have been predicted from
1971~72 data.

TABLE II-13

A COMPARISON OF PREDICTED/OBSERVED
TRANSITIONS BETWEEN 1972 AND 1973

1973 e
SIGNAL: Blue Neutral | Red

L 7S /YR 7Y -
1972 ;fiufffl.__ __f4(ZZ_ ___459/454 ff]
Red s "I ’

There are also fewer reds remaining red than might have been predicted,
although not statistically significant (the tables contain rounded data and

the actual expected values are red-to-neutral = 9.4 and red-~to-red = 2.6,

where a binomial approximation of o =\Ini>q = \l,12(.22) (.78)~1.4). Since.
the reduction is.also somewhat sfmmetricalg one m¥ght also wish to examine
the residual error at'each point, if any Significant behévior conditioned on
signals had been found that might affect problem-solving signals in this way.
Since.no signél—conditioned actions were found that were likely to haye |

caused-this change, the behavior may be a function of the particular
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signaling technique in use on these data, or a function of test differences,11
or a reflection of the myriad of changes taking place in a fairly unsystematic

way within the school system.

6. CONCLUSION

These above illustrations display some of the properties and
behavior of the operational signaling system in producing signals of cases
of extreme relative performance. The signal curves illustrate but do not
directly address some additional important policy questions raised by the
distributions of achievement scores within the Atlanta School System. For
example, the shape of the fitted curve shows that poorer schools tend to have
increasingly lower achievement scores. That this is éeneraliy true in school
- systems has ﬁeen.dOCumented by extensive national research. Whether lower
scores in poorer schools are acceptable and whether methoea are available to
alter this condition in a local school system are policy questions of some
magnitude.3 Signals provide novanswer to these peiicy questions._.Rather, the
signaling technique merelf‘points out that this cohditibn seeme to recur year
after year. “

ﬁhat the signaling technique does adjust for is the econemic level of-
the students at each school and, in essence, it creates a new "norm" (the
fitted curve) for all schools based upon the economic level of the stﬁdents
at each seheol. Onee this is done, it is seen that some grades_at some
schools still exhibit high or low performance relative to other schools with

similar student populations. Signaling isolates these cases of high and low

11. There is some indication that the mathematical problem solving
results may be distributed somewhat differently on . the Metropolitan Achieve-
ment Tests than on the Iowa tests. The Department of Health Education and
Welfare had not released the results of its "anchor test” study of test
comparisons in time for their use in this report. - Later work may be able
" to consider this. - '
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relative performance so that they are brought to the attention of the school
system. That is,.signaling provides short-term information: the locations
in the school'system where someAextremes of relative performance are occur-
ring after an adjustment has been made for the socio-economic characteristics
of the student population. . |

The next question for consideration 1s how the relationships between
signals and the decisions and actibns or school officials were established.

The next chapter explains the approach used in this study.



CHAPTER III

THE EXPERIMENT: SETTING AND PROCEDURES

The signals, described in the preceding chapter, were distributed to
Atlanta school officials in November 1972. The purpose of this chapter is
to acquaint the reader with the Atlanta School System, to give the reader a
perspective on the major events of the 1972-73 school year, and to describe
the procedures used to monitor the activities of school officials in order to

detect the impact of signal information.

A. CHARACTERISTTICS AND STRUCTURE
OF THE ATLANTA SYSTEM

When the schools opened in the fall of 1972, the Atlanta system had an
enrollment of over 96,000 students, a teaching staff of 4,700 and an annual
General Fund budget (excluding capital funds and most federal funds) in
excess of $97 millions., Enrollment, which peaked several years ago, had
declined to 91,000 by the end of the school year. Black students accounted
for ovér'75 percent of the total enrollment in 1972-73, and the proportion
continues to grow.12

Atlanta -tudents typically attend element Vy scuvol (Kindergarten through

Grade 7) and high school (Grades 8-12). However, there has been movement

¢

12. In September 1973, enrollment had declined to 89,000 students (ap-

proximately 80 percent black); the teaching staff had declined to 4,600
positions.
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toward a new organizational pattern which will divide students into elemen-
tary (K-5), miadle (Grades 6-8) and high-schools (Grades 9-12). During
1972-73, there were 123 elementary schools, 5 middle schools and 25 high
schools organized into five geographic areas. As total enrollment decrezses,

the total number cf schools and the size of the teaching staff also decreasse.

Figure III-1 illustrates the organizational structure of the Atlanta
system during the year under study. Once every four years, voters in Atlanta
elect a Board of Education to set general policy for the school system, in
close consultation with the Supe#intendent and his staff. The School Board
has authority to raise revenues for the operation of the schools; no public
approval is required for changes in the property tax raté.~

The School-Board appoints the Superintendent and the other principal
administrative officers of the system. The Superintendent of Schools pre-
sides over the day-to-day operations of the schools, aided by a staff of
six-Assistant Superintendénts, a Comptroller and five Area Superintendents.
Unlike many school systems, Atlanta has had no Deputy Superintenaent. Flex-
ibility has been the ke§ ofganizing pPrinciple of the séhool system. The
major officials of the schbol system have operated in the absence of any
writtén Jefinitions of their responsibilities and functioms.

In general, the Assistant Superintendents and the Comptrﬁller function
as staff to the Superintendent. With one exception, each has been respon-
sible for certain central activities associated with the operation of the
schools. Each Assistant Superintendent provider services to schools and
teachers which are usually filtered through the Area Office. Each Area
Superinten'ent serves as a line administ%ator,"responsible for all aspects

of the educational process occurring in the schools in his geographic area.
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What follows is a capsule description of the responsibilities of each major

administrator and/or division within the-Atlanta system as they existed in

1972-73,

1.

Assistont Superintendent for Administrative Services. This division
provides ceuniralized services to the schools and to other parts of

the central administrative structure. Major responsibilities include:
purchasing and distribution of expendable supplies, materials, fur-
niture, textbooks and library materials; maintenance of school build-
ings and grounds; operation of food programs; provision of school
detectives to investigate crimes which occur on school property;
maintenance of pupil records on attendar:ze, enrollment, and mobility.

ComELroller The Comptroller is responsible for the formulation of
Atlanta's annual General Fund budget as well as for the supervision
of all payroll and accounting activities which accompany the adoption
of the budget. Atlanta has adopted a program budget format for the
preparat.on and accounting of its funds. The computer facility is
part o’ the Comptroller's responsibilities. Pupil attendance, prop-
erty iwmventories, payroll, textbook, library and audio-visual supply
purchasing, some grade reporting, high school student scheduling and
achievenment test processing are all computerized in Atlanta.

Assistant Superintendent for Instruction. The Instructional Division
is the largest of the staff groups in the Atlanta structure. Al-
though the division has about two dozen diiferent components, its
activities can be grouped into four broad categories: the develop-
ment, Maintenance and revision of curriculum; teacher training and
staff development; the administration of special projects or p.rograms
(usually federally funded); and pupil services, including the admin-
istration of activities for exceptional children, gu1dance, health,
and social services.

Assistant Superintendent for Personnel. This division is responsible
for the recruitment, certification and placement of all school system
personnel. Personnel directs +the competitive process established

for selecting individuals to fill any position above the level of

the classroom teacher. Substitute teachers are recruited and cer-
tified by Personnel (although the individual school principal is
responsible for arranging to have a particular substitute cover an
empty classroom). -

Assistant Superintendent for Research & Development. A primary
function of the kcsearch & Dev:lopment unit is the development of

new federal projects for the school system. Staff members prepare

proposals and, once federal funding is secured, have responsibility
for federally required evaluation of those projects. R&D coordinates
all research projects underway in the school system. Staff members
produce a newsletter, distributed throughout the school system, sum-
marizing the results of selected educational research.
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6. Assistant Superintendent for School Plant Planning. This division
is responsible for the acquisition of land for future facilities,
che planning and construction of all new facilities and major ad-
ditions to existing facilities, major renovations, and for the
equipping and furnishing of new buildings. Money for these activ-
ities comes from a separate Capital. Funds budget. Most construction
is done under contract to the school system.

7. Area Superintendents. The five Area Superintendents serve as the
direct link between the Superincendent. the rest of his staff and
the schools. Each Area Superintendent has a staff of instructional
persounel, called Resource Teachers, who observe, assist and help
train classroom teachers in the schools in that Area. The Area
Superintendent figures prominently in every decision which affects
the operation of a school: organization and staffing; recruitment
and assignment of principals and teachers; sel- :tion of schools as
sites for special programs; equipping or remoldeling schools; assign-
ment of pupils; curriculum selection; budget preparations; community
relations, etc.

B. THE YEAR IN ATLANTA

\

The introduction of information about relative performance was not the
only.event to disturb the vorma’ routine of the school sy:Lém dﬁring the
1972-73 school year. 1In fact, 1572-73 witnessed major changes both in the
organization of the school system and in the personnel responsible for its
day-to-day operation.

Throughout the entire schoel year, the Atlanta Sphool S&stem was involved
in a school desegregation :suit whose settlement sffected the assignment of
studeﬁts and staff and resulted in a major uvpheaval in the administrative
structure and persounel of the school system. Between October 7, 1972, when
the Appellate Court first ordered the school system to come up with an ac-
ceptable desegregation plan, and August 23, 1973, when that same Court finally
upheld the pian'(agreed upon by the pla@ntiffuand the Atlanta School System
in February 1973), for a period of one year, the Atlanta school community was
in a 'stat~2 of uncertainty about the scope and nature of aﬁy future arrange-

ments.
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Under the terﬁs of the compromise plan finally accepted by the Court,
no Atlanta s;hool would have less than 20 percent black enrollméﬁt, although =
some all-black schools would remain. The ;equired racial composition of
Atlanta schools was to be achieveg tHrough a‘combinatiqﬁ of techniques, in-
cluaing pairihg of schools, voluntarylstudent transfers, school closings and
some busing. In 27 gchools, teachers would.be_reassignedlto élter the racial

) . . .

composition of the faculty. Over 2/3 of Aélanta's schools had been affected.
by the compromise plan b& the time school‘opened in September 1973.

The compromise plan did not stop with the transfer of studerps and staff.
A major feature of the compromise plan was the provigion that at least 50
.percent of the top administrative positipns,’inclﬁding that of.Superintgn&enég
were to be filled b§ blacks. To ascomplish this, 16 new admiﬁistrative posts
were to be createa. Thé search for-a new Superintendent began in the middle
of the school yéar and continued uﬁtil July‘1973, when Dr. Alonzo.A..Crim
was named to succeed Dr. John W. Letson. The 16 new positions remained vacantf
aﬁd théir~responsibilities undgfined, pending the arrival of the new Super-
iﬁtendent; The process of selecting a new Super;qteﬁdent;icouﬁieﬂ ﬁi&ﬁ the
potential expansion and.reorganizatioh of the top—level'aamiﬁistrative sgaff,
created an'a;mosphere of unéertainty among existing administrative personnel
which7ré$ul£ed in a general rgluctance=to make decisions or tqltake acfions.
- To a large'exfent,'the schocl system marked time during much of the year.

Quite independént Qf.the desegfégaﬁion plaﬁ, a number of other - changes
in key administrative ﬁersonnel occurrea during the yeér.” For several
years preceding 1972e73, none of;the_top,l3 executive poéitions in the school
-SYStém changed haﬁds. Yet, within a 12-month %eriod, beginning in August 1972,

five of the executive staff, including the Supefiﬁtendent,.thrée Area Super-

intzgsgﬁts'aﬁd the Assistant Superintendent for Personnel, were replaced.

e TP J



I11I-7

Even the School Baard was not immune from ci:ange during 1972-73. 1In
March 1973, the portioms of the Atlanta city charter governing the method_of
election to the School Board were revised. Effective as of the October 1973
election, the Atlanta School System will be governed by a nine; rather than
a ten member School Board. The method of election of Board members was
changed so that several of the then sitting Bcard members would have to step
down or seek re-election from the same district.

As mentioned earlier in this chapter, total student enrollment has
declined in recent years. Moreerr,-there héve been important shifts among
the existing population. As a result, the distribution of schools and
students among the five geographic Areas had become very’unequal. In October
1972, the School Board adopted a plan to divide the system into six Areas,
each serving approximately 15,500 students and 25 schools. Because of the
uncertainty over the desegregation plan, that reorganization plan was aban-
doﬂed. Once the school closings aﬁd shifts §f rupils necessitated by the
desegregation plan were agreed upon, a new plan for organizing the school
system was drawn up. The new pla;, put into effect at the close of the
1972-73 school Year, equalizes the number of schools and ;tudents in each
of five Areas.

The administrative reorganization and the desegregation'plan have had
far-reaching effects on students and staff. Within the space of one school
year, the following changes occurred: 12 schools were closed and 4 were
opened; 2 high sciools were converted to ﬁiddle schools; 24 schools were
affected by Area boundary changes. Alternative arrangements had to be made
for students ané teachers whose schools were closed. For those schools
affecged by the new Area boundaries, the new school year would mean a rew

Area Superintendent, a new, set of Resource Teachers and, in general, becoming
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accustomed to a different style of administration. For Area Office staff,
the changes have meant -becoming familiar-with the program, staff and problems
oi new schools.

The disruption resulting ’rom the Court decision and the reorganization
" was compounded still more by a significant reduction in federal funds avaii—
able to Atlanta under Title IV-A of the Social Security Act. In December
1972, Aflanta's share of Title IV-A funds for the next 12 months was reduced
by about 80 percent (an emount equivalent to about 10 percent of the Generil
Fund budget). The funds had beeﬁ used to provide early childhood education
programs, after-school programs for older children and a variety of supple-
mentary services. . The school system had hired staff under.one—year contracts
at the opening vf school, on the assumption that Ti;le IV-A funds would con-
tinue to be available at the 1972 level. The drastic reduction in IV-A funds
for 1973 forced school system officials to close down programs in mid-year
and to find other employment for TV-A staff with'teaching contracts.

In sum, during 1972-73 a number of major changes occurred in the Atlanta
School System to disrupt the norm;l activitiec of school personnel; thesa

changes did affect the continuity of school system activities. However, no

school system is ever static.

C. THE SCOPE AND STRUCTURE Cr THIS STUDY

The research effort which is the subject of this report began in November
1972 wi;h the distribution of signal information to Atlania school officials.
The objective of the study was to determine what effect (if any) the pre-
viously unavailable information on relative performance hau on the manage~

ment of the school system. The hypothesis which was the subject of
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investigation can be stated as follows:

Information on relative performance, when introduced into
a sufficiently well-understood planning and management structure,
does (or does not) produce measurable changes (a) in the decision-
making process of a local school system, (b) in the decisions made
by school officials, and (c) ultimately, in school performance.

In its simplest form, the question of whether the signals had an effect
on school system management involves an analysis of the information feedback

loop within the school system. Figure III-2 represents that simple feedback

loop.
FIGURE III-2
SIMPLE TIEDBACK LOOP
School System L SIGNALS.
fdministrative ¥ — — = —~ — — @ - - — o —_ e —
Structure r~ o ' ' .]
Educational Measures of Comparisons
%
Process )} Students and 7 and
Performance Analysis

The school system has an administrative structure which is responsible for
the operations of the educational process. That procesé occurs in a set of
schools and classrooms which comprise the school system. Signals are de-’
rived from measures which define the composition of the schools and the
performance of the studente in those schools. Comparisons are made from
these measurements and the results analyzed and synthesized to produce a set
of signals whicﬁ are then fed back into. the schools' administrative structure.
In théory, if school system officials respond to the signals and alter their

accions, the resulting changes should affect subsequent measurements,
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comparisons and signals. The cycle is then repeated.

In an actual school system, of course, the prccess is not that simple.
The administrative structure of a large school system involves several layers,
each with different responsibilities and differing degrees of influence over
the educational process. Each administrative unit may héve need of different
information to support the decisions it can make. The process of education
occurs in hundreds of classrooms throughoué the system. Each school has a
different set (or sets) of students and an educational program that may vary
substantially from grade to grade. A bzsic purpose of the school system is
to make changes, over both thé long and the short term, in the knowledge and
behavior of its stu@ents. Measurements of educational process, the students,
and their performance are, at best, imperfect and often non-existent. And,
instead of one feedback loop, there will be many--to each administrative
level in the school system, to the school board, to the gen2zral public, to
parents. Each par.y to a decision brings pressure to bear on the educational
process in response to a variety of incentives. The question under study has
been the extent to which signals of relative performéhce bYecame an incentive
to school system officials to change the educational process.

Ary assessment of the impact of information on the operations of a large,
complex organization is both difficult and time-consuming. It was necessary
to 1;mit this one-year research.effort to aaéeable proportions by focusiné
on those portions of the school system .riginally thought to have some im-
mediate, direct impact on the grade or classroom where the measure of relative

performance is taken. Bused on earlier work in Atlauta,l3 it had become

13

13. White, et al., op. cit.
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apparent that the introduction of signal informatioﬁ would not have an equal
impactvon thg operations of all parts of the sc'wol system. While it could
be argued that all school system officials shruld have an interest in infor-
mation abcut relative school performance, not all w its within the administra-
tive structure had an equal opportunity tc affect the process of education
in the classroém in ghe shert time space of this study.
Two criteria were used to select the édministrative units to be studied
.in the effort to discover the .fects of signal information on the school:
system's operations: (1) there must be some direct interaction between the
administrative unit and the classroom; and (2) the administrative unit must
bave some flexibility to react to signal information. Th: first qriterion
reflects the fact tﬁat the signals are derived from the school and its com-~
ponent grades or claésrooms. Each signal reflects the relative level of
performance of the students in a particular grade at a particular point in
time, rather than the level of performance of a group of students in an
entire school or in a special program (e.g., Title I) or special project
(e.g., after-school study centers). Some adminis;rative units clearly have
more direct links to the classroom than others. The second criterion, the
flexibility to act, also stems from the nature of the signals. Signals
represent clues to the existence of problems and successes at a particular
point in time. Less than one school year elapsed between the distributioh
of 1972 signals and the production of 1973 signals. Some administrative
~decisions or practices could not be expected to change in so short a period
of time.
" Applying these two criteria to the Atlanta administrative structure,

four units of the school system seemed most likely to be affecied by infor-

mation about relative school performance: the Area Superintendents and _heir

ERIC

Aruitoxt provided by Eic:
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staffs, the Divisions of Instruction and Personnel, and the principal. Each
of these administrative unit: has direct and sometimes daily contact with the
educational process at the classroom or gradexlevel. These units work singly

and often in concurt to improve that process. Yet, there was little evidence

that the performance of students had been a major consideration i1 decisions
governing most of the activities of any of the administrative units under -
study.

The principal, the Area Superintendents and their staffs, and the Divisions
of Instruction and Personnel engage in a variéty of activities which may
affect the educational process. In its simplest form, the components of
that process can be thought of as students in a classroom, an instructiomal
program and a teacher or teacﬁers. This study coggiders thoée activities
which can affect the process from the outside: (1) changing the teacher
or teachers; (2) ch#nging the content or the materials used in instruction;
(3) aug.enting the skills of the teacher(s). Educational practitioners
(and the authors of this report) make the a:sumption’that changes in staff,
the instructional program or the skilis of the staff can improve the pexr-
formance of students in the classroom. And, since the level of relative
performance of a grade in a school is the basis for the signals, the ac-

tivities of principals, Area Superintendents and their staffs, and the In-

- struction and Personnel! Divisions which may change the staff or the skills

O
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of staff or the instructional program in a grade have beeé the subject of
this inquiry. 1In each case, the study team attempred to determine how the
activities are ‘''mormally" carried on by school officials and how signal
information affected those activities. The fbllowing paragraphs pose some

of the questions about the impact of signals.
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1. Effects on the Recruitment, Assignment..... ceassignment of Staff.
Decisions about school staffing involve principals, Area Super-~
intendents, and the Personnel Division. Prior to the introductien
of signals, decisions about the recruiting and placement of new
teachers did not appear to be influenced by data on student per-
formance in the grade vhere a vacancy existed. Neither did student
performance appear to enter into decisions about the reassignment
of existing staff or the composition of the staff at a school or
in a grade. Would signal information affect decisions about the
desired skills or characteristics of new teachers, the placement
of new teachers, the reassignment of existing staff, the staffing .
of an entire school?

2. Effects on the Instructional Program. After consultation with
teachers, principals, Area Cffice staff and mewbers of the Instruc-~
tion Division, changes may be made in the struoctule, content oha SRS -
materials of the instructional program in a grade. Are signals
used by any of these parties in decisions about where to make
changes in the instructional program or in deciding which changes
to make? Do staff of the Instruction Division or the Area Office
attempt to associate extremes of relative student performance with
particular textbooks, .instructional approvaches or organizational
arrangements?

'3, Effects on Ffforts to Improve the Skills of Teachers. Improvement
in the skills of teachers can be made in several ways: through
the provision of direct assistance to the teacher by another member
of the school system's staff or through the teacher's participation
in in-service training programs. Area Resource Teachers, who are
curriculum specialists assigned to Area Offices, Tegularly provide
direct assistance to classroom teachers and also conduct workshops
and supervise other in-service activities. The Instruction Division
also organizes in-service programs. Do signals influence the way
in which Resource Teachers allocate the time or effort they spend
in direct assistance to teachers or the decision about which
teachers to assist? Are signals a factor in decisions by principals
or Resource Teachers to refer teachers to in-service trazining
courses? Are signals used in decisions about the subjects of in-
service programs?

Once the administrative units of primary interest to this study were
identified, efforts were made to determine the extent to which the new infor-
mation (signals of relative performance) was utilized in the completion »f

assigne responsibilities.. In the short run, there c>uld be at least two

different kinds of impact or effect. The new information could have had

a direct effect on the-actions of one or arother part of the sciool system.

ERIC
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For example, as a result of the signals, a principal might have done some-
thing to treat the situation revealed by the signals. But the new information
might have had little or no direct effect on action and still had an effect

on the deliberations which precede the decision to act. In this latter case,
the observed pattern of action will have remained anchanged, but the signals
might have been consulted by tﬁe parties to the action. In the longer run,
the cumulative effect of using new information in thinking about a course

of action should be to affect the action taken. Since this study focused

on 2 time span of less than one year, it has been concerned with the effects
cf signal information both on actions taken by school officials and on their

deliberations, whether or not any action was taken.

As stated edrlier, this project is predicated on’the twin assumptions
that the activities and actecrs selected for stndy have some potential for
affecting the educztional performancg of students and that those activities
might be affected by signral information. The truth of the first assumption
remains to be demonstrated because the interactions described in this study
are not well documented either in the research literature or, more importantly,
in the Atlanta School System. In other words, there is neither an accepted,
recognized level of interaction between any two parts of_the school system,
nor a clear relationship between increases in the quality or duantity of thg
interaction and increases in student performance.

The absence of any advance knéwledge about the level or content of
"normal" activities selected for study has had important implications for
testing the effects of signals. First, considerable effort Qas devoted to
prepar;ng a description of these routine'activities, without regard to <ignal
information. Second, it was clearly imyossible to specify in advancc. what

level of change wouid occur in any activity after the introduction of signals.

O
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Therefore, the approach taken has been to see 7f grades which received signals
indicating relatively high or relatively low performance were given dispro-
'portionate attention by school officials.

The next section of this chapter explains the procedures used to gather

data during the study..

D, PROCEDURES USED IN-THE STUDY

Two different techniques were used to gather new data for the study:
structured interviews with participants in the activities under examination
and special forms or surveys on which Atlanta personnel recorded information
about specific activities. Efforts to learn about the school levei of the
Atlanta School System focused on a randomly selected sample of 37 elementary

schools.

1. STRUCTURED INTERVIEWS

Table ITI-1 (see next page) provides an indication of‘the scope and
content of the interviews conducted during the course of this study. Prin-
cipals, Area Superintendents and Resource Teachers were interviewed on two
different occasions.

In several instances, similar questions were asked of the'parties to
an activity or decision which might affect the élassroom or grade to provfde
a picture of how each viewed the service rendered or the decision made. In-
formation about the activities of Resource Teachers, Area Superintendents

and the Division of Instruction collected during 1972-73 was augmented by

less structured interv'ews in an earlier phase of this project.
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TABLE III-1

STRUCTURED INTERVIEWS

DATE OF PERSONS
INTERVIEW INTERVIEWED : FOCUS OF INTERVIEW

December 72/ 5 Area Superintendents Reactions to signals: explanation
January 73 of specific signals; anticipa-
ted response to signals.

- e e e e e e G e e e b e e e e e e e e am m  d e e —e e sm e Ee e e . o = e . — — —— — —— —

August 73 4 Area Superintendents Actions taken since introduction
of signals. '

February 73 . 31 Resource Teachers Reactions to signals; explanation
of specific signals; descriptions
of the nature and extent of Re-
source Teacher contacts with

" teachers, principals, Area Su-
perintendents, Instructicn Di-
vision staff, and other parts of
the school system.

June 73 18 Resource Teachers Whether and how Resource Teachers

- had responded to signal infor-
mation; review of Resource
Teacher assistance to classroom
teachers.

January - 37 Principals Reactions to sighals; information
FYebruary 73 about the general organizaticn

’ of the school, its staif, secio-
economic composition; contacts
between the school and other
parts of the school system.

b e e e e e e s o . - = e — e — = — — - =]

May 73 37 Principals Specific artions taken as a re-
sult of signals; services pro-
vided to the school by Resource
Teachers, Instruction Division
staff; changes in instructional
program and staff for the coming
school year.

b o e e e e e e e e e e e e e e B e e e e e v md e e e o e == e - S e —— e oy e e e S

January - 3 Personnel Staff Information about the process of
August 73 staffing schools and the effects
of signals on that Pprc _ass.

May 73 . 6 Instructior Division Information about services pro-~
’ Staff vided to schocls and the pro-
‘ cedures for makiigz changes in
curriculum or textbooks.

ERIC
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2. REPORTED DATA

- Three new data collection instruments were devised and.used in this
‘study. Each is described below.
a. REPORT OF SCHOOL VISIT FORM
The Report of School Visit form (Figure II1I-3) was designed for use
by a Resource Teacher each time he/she visited a school to assist a teacher..

The form provided the first uniform information about which schools and which

teachers received assistanﬁe from Resource Teachérs, as well as other impor-
tant information about the nature of the assistance provided. The Resource
Teacher indicated on the form the status of the teacher visited (tenured or
probationary), school and grade visited, the primary subject in which assist-
ance was given, length of the visit, who initiated the visit, fhe e2rvices
rendered during the visit and the diagnosis or recommendation iade. The
forms were printed in triplicate, so that two copies could be retained in

the Area Oificé for use there. ;

The forms were used regularly by Resource Teacheré in all five Areas
from October 1972 until the end of the schoel year. There were 83 Resource
Teachers assigned to Arvea Offices in 1972-73, including both curriculum
specialists (60) and social workers, psychologists and visiting teachers {23).
The forms were intended for use primarily by curriculum specialists. Table
I1I-2 provides initormation about the use of the Réport of School Visit form
in each Area. Since no comparable data about this facet of Resource Teacher
activity existed prior to this time, it is difficult to determine the extent
t.- which the data provided by Resource Teachers accurately portrays their
activity. However, the variziicn in the ‘total number of forms completed by
individual Resource Teachers, both within and among the Areas, may indicate

that Resource Teacher visits to schcols were nunder-reported.
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FIGURE T111-3
ATLANTA PUBLIC SCHOOLS

Report of School Visit

Check Check
: one one
Resource Teacher's (DO NOT WRITE IN DARK BOXES) >
. . © -
Name: 1 ol 5 z
Name(s) of . Sl glls| B
Teacher(s) 51 ¢eil=1 2
Visited Grade/Title [ W PR

i L

School Date of visit
choo e J l l__] ate of visi . ]

Primary subject in which assistance was given {(Check one) -

— reading o . science os . foreign language o - discipline 10
— math o . social studies os —_physical education cs3 ——organization n
. language arts o3 —_art/music s —_vocational education o __ planning 1

Place an X on the line below {o indicate the approximate lengih in hours of this visit (excluding travel time).
l B 1 1 1 1 |
Ya 1 12 2 212 3 3 4 ‘ 4% 5 5% 6 [ID

1. Who initiated this visit? (Check all that apoly) . I52 ] l ] [ l
—a. You . d. Area Superintenden
— b. Classroom teacher __ e. Other (specify: )
.. ¢. Principal

2. What services did you render during this visit? (Check a!t that apply) a7
-— a. Observation of the teacher [—l I l J lj
—. b. Demonstration of teaching technique, materials or equipment -
-~ €. Consulization or conference ’

——d. Assistance with or interprctation of tests
—. e. Assistance with extracurricular project -
—f. Other (specify: )

53 A
3, What recommendation did you make? (Check all that apply) LD,....LL. !_]

—— a. Recommend workshop or in-service program
— b. Recommend prcficiency modules

—- ¢, Follow-up visit scheduled for
—-d. No follow-up nccessary

—- e. Problem referred to another Resource Teacher,
. Other (specify:

4, Additional comments on the visit.

URBAN INSTITUTE copY ' : Ui, so7-4

O
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TABLE II1I-2

RESOURCE TEACHER RESPOKSE TO'REPORT OF SCHOOL VISIT FORM
oY AREA. 1972-73

| 0 |
AREA  AREA ' AREA AREA AREA
1 1 11 ! oar w v TOTAL
Number cf Resource 20 ] 20 | 11| 16 ! 16 83
Teachers in Area | | i |
Number of Resource* 13 | 8 { s | 12 ! 10 52
Teachers Returning Form | | | |
_._.__,_._.._._.__.--__._.____.__“___.._.-.____.7 _________
Number of Forms Returned® | 672 ! 221 I1012 E 1010 | 266 3181
! I
Fewest Forms Completedt 6 ! 5 ] 16 | 2 | 2 -
by Any Resource Te .cher | {
______________________ }—.-___—-.._————.-———..._.-———.__-
Most Forms Completed by 177 76 294 | 335 l 74 -
Any Resource Teacher® I l | ]

tecacher visits are coufined te those grades for which
signals exicted (L.e., Grades 1-7).

t. " REPORT OF WORKSHOP OR IN~SERVICE PROGRAM FORM

The Report of Workshop'on In-Service Prdgram form was also Jdesigned
for use by Resource Teachers. It providcs information--again, for the first
time--about the effort Resource Teachers devote to in-service training activ-
ities during the year. The Report of Workshop or Tn-Service Program form
(Figure III-4) was completed by Resourc: Teachers each time that they prepared
and/or conducted a workshop or in-servi:ie program. The Resource Teacher re-
corded information about who prepared the program, how much time was spent in
preparation, who conducted it, the subject and objectives of the program, its
length of ti@é and who attended it. .Table I1I-3 provides information about

the number of workshop forms completed during the 1972-73 school year.
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FIGURE 111-4
ATLANTA PUBLIC SCHDOLS

Report of Workshop or In-service Program

Area_______ __Date of this program

Program prepared by

Program conducted by:

Continued from: (Date)
Wil bz continwedon: . (Date)
Time of this prograny:;  from _ io o
Subject . |
Objectives___ ___ _

Tolal time spent in preparation for this program - —.hours

Names of participants at the program

HAME SCHOOL

GRADE/TITLE

O

ERIC
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TABLE III-3

RESOURCE TEACHER RESPONSE TO WORKSHOP OR
IN-SERVICE FORM, BY AREA, 1972-73

AREA | AREA [AREA [ AREA | ARLA

I IT 111 IV I v TOTAL
No. of forms completed 70 , 0 r 87 , 33 ] 14 204
_____________ e e e e e e e e e — - ]
No. of Resource Teachers 12 ’ 0 r_ 7 ' 10 l 7 36
conpleting forms | I | 1
]

c. CLASSROOM TEACHER SURVEY

A mall survey was sent to a sample of teachers in 37 elementary
schools selected for intensive study. The survey was desigﬁed to gather
information about the kinds of services which were actually received by
classroom teachers in 1972-73. Such information would provide a picture of
how the teacher perceived the services provided by other parts of the system
and would help to corroborate informatior gathered in other parts of the
study. '

The 37 elementary schools were composed of 199 grade levels or cells.
Teachers ig 96 of those cells were included in the survey: 48 cells were
selected at random and 48 cells were selected to prévide adaitional infor-
mation about the ;ervices provided to teachers of grades where performance
was relatively high or low. A total of 233 teachers received questionnaires
in May 1973; each questionnaire was accompanied by_a letter explaining its '
purpose and assuring the respondent's anonymity.

Table I1I-4 shows for each Arealthe number of teachers sampled and the
number and proportion of questionnaires returned.

"

’
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TABLE III-4

RESPONSE TO TEACHER QUESTIONNAIRE, BY AREA

mon | Reber | S | e |
I 45 31 69
11 46 34 74
111 53 26 | 49
v 52 35 | e
v 37 28 76
TOTAL 233 154 66 |

The next two chapters of this report describe what was learned as

a result of these data collection activities.




CHAPTE2 IV
THE MANAGEMFNT CT LARGE URBAN SCHOOL SYSTEMS--
AS OBSERVEL IN ATLANTA
One .f the results of this study has bza'n tte accumulation of knowledge
about the actual operations of a large, urban school systen. This chapter
preseu.s the information in terms of a discussion of each of the three deci-
sion areas chosen for study: staffing, the instructic:al program and inprov-

ing the skills of staff.

. A. INTRODUCTION

This study is concerned with the effects of information on the manage-
ment of a large school system. It is based on the assumption that actions
of school officials which directly affect the educational process will ulti-
mately affect the performance of students in the class;oom.

The preceding chapter identified'tge parts of the school system adminis-

trative structure and the three activities which have been chosen for study.
The tasks addressed by this chapter are (a) to define for those activities
how deéisions are made and how the various administrative parts fit together
and (b} to identify the existing bases for making decisions and the incen-
tives which ewist for or against change. An understanding of these tasks
will, in part, account for the way Atlania officials responded, or failed

to respond, to signal informafion. r

Most of the material in this chapter was collected during the 1972-73

school year. Each set of activities whién will be discussed in the remainder



Iv-2

of this chapter is assumed to have a dicect effect on the level of perform-
ance in the classroom &r grade--and, *hus, an effect on the signals of

relative performance.

B. THE RECRUITMENT, ASSIGNMENT
AND REASSIGKRMENT OF STAFF

There are two basic sources of teachers for any classroom: the teaching
staff already employed by the school system and the pool of applicants for
teaching positions. Decisions aﬁoet which teacher or teachers stand before
a class may involve the principal, the Area Superintendent an” the Personnel
Divisior.. Personnel Divisicn staff take the lead in recfuiting new teachers
and in making the initial assignment of each new teacher; the Area Superin-
tendent plays the central role in the transfer or reassignment of existing
teachers. The interactione which occur between the Persomnnel Division,
the.Area Superintendent and the principal when a new teacher is hired or

a teaching assignment is changed are described below.

1. RECRUITMENT OF NEW TEACLERS

The process of recruiting potential teachers for Atlanta schools operates
souewhat independently of the actual need for teachers in the classroom. Per-
sonnel Division staff direct the recruiting drive, supported by a recruitment
committee composed of representatives from all parte of the school system.
Most recruiting has centered on college cempuses; as a result, most new teach-

ers nired by Atlanta have been recent college graduates.

‘

~

14
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The annual cycle of hiring and assigning new teachers occurs as follows:

e Throughout the sthool year: a file of candidates is created by
accepting and screening applications from prospective teachers.
Applicants complete a standard written application form, which is
supplemented by a personal interview.

* 1"t ll14

e Late spring and summer: blanket contracts are offered to
candidates based on decisions about the number and type of new
teachers required for the subsequent school year.

® Late summer and early fall: vacancies which cannot be filled

with existing tcachers are filled by new tiachers; additional
teachers are hired and assigned as needed.

Ordinarily, vacancies which have not been filled by the reassignment
of existing staff are filled by new teachers. The request for a new teacher
originates with the principal, who identifi:s the grade and school where the
vacancy has occurred and the race needed to maintain the required racial
composition of the faculty. The principal sends the request to the Area
Superintendent, who revievs it. If approved, the request is forwarded to
Personnel. In addition to information about the location, grade and the
race of the position, Personnel may have available information o~ the instruc-
tional approach or organizational pattern used in the school. While official
information available to aid placement is limited, principals and Area
Superintendents do comumunicate to Personnel information about the vacancy
on an informal basis.

Once the assignment is made, Personnel informs the teacher, principai
and Area Superintendent. If the teacher accepts the assignment, the Personnel
Division considers the vacancy '"filled'" and does not participate further ia
the transaction. In only a very few cases is the ne' teacher hired with

knowledge of the grade and school to which he .or she will be assigned. The

princ¥pal may receive formal notification that a new teacher has been assigned

14. A '"blanket contract" is a contract to teach in the Aclanta School
System with the specific assignment to .be made later.

RIC
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to the school after the teacher has arrived. Principals have no advance
information about the chavacteristics of ‘the new teacher or the teacher's
instructional strengths and weaknesses.

All new teachers are required to participate in au orientation profram.
Half of the program is designed and conducted by the Area Office staff and
half by the central teacher training staff of the Instruction Division.

A new teacher is on probatinn for a period of three years. At the end
of each of those years, the principal must apprai<e the teacher's performance
and make a recormendation about whecher the teacher is to be retained for
another year. The Area Superintendent reviews the principal's rating and
recommendation. Before supporting a recommendation not ;O'retain a pro-
bationary teacher, the Area Superintendent usually makes an independent
appraisal of the teacher, eituer directly or by sending a Resource Tea:zher
to observe th' teacher's performance.

Since . .tal student enrollment has been declining for the past several
years, the need for new teachers has resulted primarily from reéignations
and retirements of eristing staff. Resignacions are submitted by the teacher
directly to the Superintendent, with copies t> the principal and Area Svper-
inténdent. For the 1970-71 school year, an extensive recruiting effort was
requiréd to fill the large number of vacancies which occurred following the
court-ordered adjustment of the distribution of black and white tcachers at
each school in the Atlanta system. By Septembet of 1970, approximately
1,000 new teachers were offered jobs for the school year--nearly double the
usual number. In September 1972, the school system hifcd and placed 324
elementary school teachers. Due to the'rapidiy declining enrollment and
the closing of 12 schools, no new elementary school ﬁeachgrs were hired for

September 1973.
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2. ASSTGNMENT OF EXISTING STAFF

During the course of employment by the Atlanta Schocl System, a teacher
may be :ransferred to a new grade assignment, transferred to 2 new school
(in the same Area or in another Area) or may be promoted to another position

within the school system.

a.  TRANSFERS WITHIN A SCHOOL

In Atlanta, as in nearly all school systems, the most commron and
basic pool of personnel consiscs of the staff at an individual school. Once
assigned to a school, a teacher is under the immediate supervision of the
principal. Typically, the final assignment of teachers go-specific grades,
classes and tasks is made by the principal. 1In particular, principals can
and do alter grade assignments of teachers in tlie school from school year to
school year or, in some cases, duringithe school year. These transfers can
be motivated by any of the following: teacher dissatisfaction with an assign-
ment; suggestions by the Area Superintendent; decisions to altef the staffing
pattern and instructional program in the school. The’Area Superintendent is
always consulted about a change, but Personnel is not involved in these deci-
sions. The Personnel Division is notified of a change in grade assignments,

but there may be a considerable time lag.

b. TRANSFERS AMONG SCHOOLS
Each spring, the principal and Area Superintendent meet to review
the school's in§truct13nal program, staffing needs and budget for the coming
year. Based on the student enrollmeut L'ojecéed for the following September,
the staffing allocation fo; the school is established. The combined staffing

ailocation for all schools In an Area form a somewhat self-contained personnel
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pool. As long as an Area Superintendant maintains acceptab.e student/teacher
and black/white staff ratios at each school, he can redistribute peisonnel
assigned to schools in the Area at his discretion; he need not seek the
approval of -Personnel or of other.Area Superintendents.

Staff may be transferred into a school for any or all si the following
reasons: increasing enrollment at the school, resignations oi retirements of
existing staff; changes in the organizatioh or instructional program at the
school; special needs of the étudents; to meet the required racial compo-
sition of the faculty. At their annual spring staffing conferenqes, the
principal and Area Superintendent review the type of personn2l needed at the
school. Ihe Area Supeiintendent looks first to the pool of teachers within
his Area in making assignments to a school. It is only when the Area Super-
intendent cannot fill the positions b; transferring staff within his Area
that the other Area Superintendents and the Personnel Division are qalled
into the staffing process.

Principais‘have relatively little input into the decision about which
téacher(s) will be transferred into their schools. If a principal knows a
specific teacher is available and that the teacher has the necessary attri-
butes for the job, the Areé Superintendent may help in get!Ing that teacher
assigned to'the school. 1In most cases, a teacher is transferred into the
e~hool without the advice or consent of the principal. The principals infer—
viewed expressed dissatisfaction with the way in which these tranciers take
place. At present, the formal notice of the arrival of a new teacher comes
from Personnel; the notice gives only the name and previous school assignment

of the teacher. Principals expressed their preference for more information

about the new teacher in advance of the teacher's arrival at the school.

O
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Requests for transfer may be sent directly to the Area Supérintendfnt

by the teacher; such reque: ts do not nevd the approval of the principal. A
" request for transfer is sent on to ?ersgnnel by the Area Superintendent.

The teacher may indicate his/her preferences for r issignment. Administra-
tive transfers (those due to school closiqu or the «limination of pusitions
at a school) have priority over requests for reassignment due to personal
reasons. The Personnel Division takes an active role in the reassignment
of teachers only when the transfer invoives more than one Area. Then Person-
nel compiles a list, ordered in terms of seniofity, of all feachers requesting
a transfer and distributes the list to all Area Superintendents. A teicher

who is transferred can appeal the transfer directly to Per.onnel.

3. SUMMARY

During the past 12 months; four factors have governed the staffing
decisions of Atlanta officials. Decreasing student enrolloent has had
an obvious impact on staffing. ¥No new teach. 3, except special education
teachers, have been hired since January 1973; Atlanta now has a huge waiting
list of applicants for teaching positions. The rlosing of 1% elementary
schools and the conversion of two high scﬁools into middle schools is the
second factor affecting decisions about staff assignments. Teachers from
closed schools are given prigrity in new assignments; high school teachers
are not alwayvs qualified to teach in middle school grédes.' The third major
Tactor éffec;ing st~ffing has been the drastic cutback in federal funds (es-
pe~ially Title Iy—A). Teachers hired under annual contracts had to be
absorbed Ly the system when federal funds were“cut in mid-year. Atlanta

has not had to let any teachers go thus far. The natural attrition of staff

ERIC
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Jue to retirements and resignations has mzdc the situation somewhat less

desperate. The major factor governing staffing assignments for 1973-74
" is tne need to meet the requirements of the court-ordered racial ratios

in individual schools.

C. SHAPING THE INSTRUCTIONAL PROGRAM

Decisions affecting the instructiornai program (the ¢ cond component of
the eaucational process at the classroom level) are also made at.several
levels within the Atlanta system. The details of the irstructiona prograa
for a particular grade or school are the primary concern of the prin:zinal

“and staff at the school. The development and revicion of curriculum for
the entire system are a major concern of the Division of Instruction. The
implementation and day-to-day review of certain facets of the instructional
program in the classroom fall to the staff of the Area Office. Each unit
works with the others, even on those activities for which one unit assumes
primary responsibility. The next two sections describe the shaping of the

instructional program from the perspective of a mel ,ol and of the school

sys:emr as a whole.

1. SHAPING THFE INSTRUCTIONAL PROGRAM
FOR A PARTICULAR GRAVE OR SCLOOL

Atlanta principals claim major respons. bility for decisions about the
way grades or classrooms are organized and the instructioral materials znd ‘
appreach used throughout the school. The prinéipal will discuss and sezk
approval for changes in organization or instructional approach with the
Area Superintendent. Most principals tend to share responsibility for

ERIC
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decisions about organizational or curriculum changes with the teaching fac-
ulty. The choice of textbooks is often made by vote of the entire faculty

or the faculty of the grade(s) involved. Over the past few years, there has
been a shift from the traditiornal self;contained classrooms toward more flex-
ible teaching arrangements. Once a different crganizacional patéern is
adopted, Area Reiource Teachers are usually called upon to provide assistance
to the school (principal and teachers) in implementing the new pattern.

The principal and teachers can and do seek advice on instructional
matters from both the Instruction Division staff and A 'ea Resource Teachers
The Instruction Division sometimes sends information to the school concerning
new text offerings in various subject areas; curriculum guides are created

to assist teachers; information is available about texts and materials;

" perindic workshops are sponsored by the Instruction Division for principals

O

ERIC

and teachers. Principals have indicated that advice on the choice of text-
books is the most sought after service provided by the Instruction Division.
While curriculum coordinators from the Instructiion Diﬁisio; do visit schools,
principais interviewed in this study claim overwhelmingl' to initiate those
visits. The two exceptions to this statement are those schools where there
are federal projects (e.g., Follow-Through or Title 1) operatiny and those
schools piioting the new elementary curriculum. Direct involvement in the
instructional program.at a school by Instruction Division staff is more fre-
quent in these instances,

A complaint frequently expressed by principals is that there is no
routine way in Atlénta to share informacion about good practices which exist
in a school or skhools. The principals feel that the existing mechanisms

for axchanging information about a particular method or text or innovation

at a school or by a particular teacher are inu .equate. The Division of

Aruitoxt provided by Eic:
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Research and Development doe- cﬁmmarizc and disseminate information about
research findings, but the presentation may be too geweral or the results
not timely enough for -he needs of the princiéél.' While the Area Superin-
tendents have regular meetings of -all princiﬁals, even these meetings do not
provide an appropriate forum to exchange ideas for several reasons. First,
the meetings include frincipals of all schools—-, imary, elementary, middle,
a~d nigh schools-~and the innovation may bé at such a fine level of detail
that only a few of thoselpresent wo. 1d be interested. Perhaps more impor-
tantly, the agenda for thesc mertings is often fixed, with no place on it
for a general discussion of innovative ideas or practices. Within the
schor?, the principal may encourage teachers to observe the classes of
colleag 2s who have Aemonstrated instructional success. But principals

repeatedly expressed the need for a regular, systematic way to share the

information beyond the school level.

2.  SHAPING THE INSTRUCTIONAL PROGRAM
FOR THE SCHOOL SYSTEM

Within the broad outlines of an instructioﬁal'program'for the entire
sys tem, each school attempts to tailor its specific educational program to
the needs of its stué.nts. The Division of Instruction, which takes the ’¢ad
in molding that programs, is thé largest of the stgff groups in the Atlanta’

structure. The development of curriculum and the administration of special

projects (usually federally funded) are two of its major activities,lb which

bear directly on ihe educatic-al prozess in the classroom.

-

’

15. The other broad categories are teacher training (discussed in the
next section of this chapter) and pupil services. These categories are
arbitrary groupings used by the authors of this report. The Instruction

Division has about two dozen components, each headed by a director or coor-
dinator.” It has had no fsrmal organization.l structure, )




1v-11

Tn the Atlanta asystem, the deve!cprent or revision of carriculum is a
’
joint undertaking, Yather than the exclusive vespmsibility of the Curriculum

4

Develepnent department. The entirc olorentary carriculum is urdoergeing revis-
ion by a ccnmittcc composed of teachers, principals, Area Superintendents and
Area Resource Teachers, as well as staff from the Instruction Division.
According to.a 1970 progress report, the Elementary Curriculum Revision Com-
mittee was-given the task of developing a curriculum model which "would enable
a teacher to begin teaching any child at his performence level in a given area

and help him move fc¢:ward." The model was to include:

e provisions for individualizing instruction (analysis and diagnosis,
'~ appropriate content, teaching strategies, and evaluation)

@& provision for the child to ﬁerform adequately on his'own level
(self-pacing, self-evaluation, and self-direction)

° plens for continuous progress of students' -

o provision for the development of self-understanding and under-
standing of others.l

The revised curriculum.was introduced on a pilot basis at one school
in'l971-72. During the period covered in this study, the revised curriculum
was in use‘at nine more schools. Each school whlch adopred the new curric-l
ulum was provided with a manual containlng information on how to implement
the curriculum, teaching aids (such as the teaching model), as well as
'technicel assistance from the Curriculum Reuision Committee's.staff. In
addition to;technical'assistance provided directly fromvthe Instruction;
Division, one Resource Teacher in each Area wes responsible for assisting
the elementary schools piloting the new curriculum and:for ohtaining equip-

ment and/or"materials neaded to implement it. 1In the administration of

16. "Elementary Cu"riculum Revision Committee Progress Report,"'.
‘Atlanta Public Schools,lSummer l970, p ... - _ Lot
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the school witu the new curriculum, there is a 'heavy dependence on community
involvement and joint decision making armong principal, teachers and parents.
The ten pilot schools were selected because it was bel.eved that the prin-
cisals, s.affs and parents would be receptive to the nmew curriculum and
methrds of organization.

Another major project of the Instruction Division is the Comprehensive
Instructional Program (CIP), a locally funded :ompensatory education project
designed to improve the basic skills of elementary students. The CIP program
was begun three years ago. Durlng ite first two years, it concentrated on
the teaching oF Teading in the primary grades; last year fhe focus was
expanded to include the teaching of arithmetic in upper elementary grades.
The two tangzible products cf the CIP program to date have beeﬁ the develop-
ment.of diagnostic reading tests for use in identifying and correcting
reading problems of individual students and the development of proficiency
modules for use by elementary school teachers of reading and mat‘n.17 No
spe- ial diagnostic test for arithinetic has been deveioped.

The wmechanism for implementing the CIP program has bgen the assignment
of 19 Resource Teachers to the five Area Offices to assist principals and
teachers in improvins, the teaching of reading and arithmetic. However, once
Resource Teachers were assigned to the Area Jffices, it was left to the
trca Superinteﬁdent to decide how the Resource Teachers would be dictributed
among the ch?ols in the Area. The direrctor of the CIP péog;am and the
'Resoufce Teachers meet weekly to discuss issués of common concern.

. /

e .
17. Proficiency modules will ;7/discussed iy more detail in the
" teachler training section of this c/apter.

/
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Staff of the Instruction Division, known as subject-area coordinators
or specialists, are available to individual schools or teachers for consult-
ation on curricular mattnis. However, most of the curriculum coordinators
are oriented toward middle and high schools. One way the Instruction Divi-
sion does have a direct effect on elementary schools is in the selection
and purchasc. of textbooks. Most textbooks are paid for with state menies
and their adoption is subject to state approval. According to state guide-
lines, a tecxtbook may haﬁe a life of no more than five years. Once every
five years, the state reviews ali texts in a given subject or discipline
and produces a list of textbook series that can be used in the state of
Georgia. Following the publication of one of these 1isté,.the Atlanta Text-
book Coordinatow establishes a committee of reachers, Resource Teachers,
and Instruction Division staff to review and rate texts on the basis of
their appropr ateness for use wich students performing at various levels.
The‘results of these reviews (abo t a paragraph on each text series) are
distributed to the principal as a basis for <clecting text series for use
in the school. Typically, one te;t series in a given disgipline 1s adopted

for an entire school.

3. SUMMARY

Decisions about the shape and i.ontent of the instructional program are
probably the best example of the ffxid management which characterizes the
operation of Atlanta schools. Eacl instrﬁctional decision usually involves
one or more representatives of each administrative level in the Atlaata

-

system. Iducational goals are vaguely worded. The outiines of the instruc-

tional programs to meet Those goals are fiiled in under the direction of

RIC

Aruitoxt provided by Eic:
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the Instruction Division staff. This staff, however, spends relatively

little time actually in the classroom. Instecad, the Instruction Division

looks to Area Resource Teachers to make operational thoie guidelines. There
appears to be a lack of any cleér'delineatioﬁ of the responcibilities

of Area Superintendeqts and their staffs on the one hand and the Instruction
Division on the other, for the implementation of the instructional program.

As a result, the principal and teachers at.a school malke the crucial deci-
sions about the actual way in which the curriculum is assembled and imple-
mented. No well-defined feedback mechanism exists for staff outside the school
to determine what kind of instructional program really exists in a classroom

and what problems the teacher may encounter in implementing the curriculum.

D. IMPROVING THE SKILLS
OF THE TEACHING STAFF

A third set of actions which affect the euucational process in the
classroom are those which attempt to improve the skills of the teaching staff.
Two kinds of actions will be considered: (1) the pré?ision of direct assist-
ance to classroom teachers, which usually occurs on a one-co-one basis; and
(2) the participation by the teache: in one of the structurcd teacher train-

ing activities available in Atlanta.

1. DIRECT ASSISTANCE TO TEACHERS

Classroom teachers can and do initiate requests for direct assistance.
Often they turn to colleagues on the staff or to the primcipal. However,
because the principal and the teacher have daily contact within the school,

the principal is often the person who first becomes aware that a classroom

B
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teachter needs assistance. According to principals interviewed in this
study, a major clue to a teacter's performance comes from the principal's
personal oBservation of the teacher. Most principals report several visits
a week to each classroom to check on both teécher and student progress.
Casual visits to the classroom are augmented by periodic conferences between
th, principzl and teacher. The principal may also demonstrate a lesson for
a teacher or teachers; 40 percent of the ﬁrincipals intexrviewed reported
giving demonstration lessons on such topics as reading, how to use diagnos-
tic tests, science and story teliing.

Outside the school, the most readily available source of assistance
Vfor the classruon teacher i1s the Area Resnurce Teacher. Sixty of the 83
Area Resource Teachérs are curriculum specialists$ the number of curriculum
specialists assigned to any one Area varies from € tc 15. Math, science,
English, foreign language and social studies Resource Teachers are as31gned
to work primarily with high sclicol .-ac’ers and principals. Art, music and
library Res.urce Teachers work with art or music teachers or librarians
éssigned to the schools in the Areé, ard only infrequently sith classroom
teachers directly. The remainder of the curricula specialists in each
Area work almost exclusively with elementary schools.

The way in which the Resource Teachers are utilized varies from Area
roIAreé. Some Area Superintendents assign eaéh'elementary Recource Teacﬁef
to a group of schools (although the number of schools assigned varies from
Resource Teacher to Resource Teacher, even within the same area). Decisicns
about which-te;chers to assist, what services to provide or the conditions
under which a visit is made are usually left to the discretion of the

Resource Teacher.

ERIC

Aruitoxt provided by Eic:
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During 1972-73, Resource Tcachers reported 3181 visits18 to elementary
or middle schools. Each time a visit was made, the Resoﬁrce Teacher was
asked to indicate who initiated the visit: the Resource Teacher, the teacher,
.bthe principal, the Area Superintendent. Table IV-1 below presents the respon-

ses to that question [multiple responses were permitted], tabulated by Area.

TABLE IV~1

INITTATORS OF RESOURCE TEACHTR VISITS, 1972-73%

Total Area 1 Area 1. Area 111 Afea Iv Area V

Initiator (n=3181) | (n=672) {n=221" (n=1012) (n=1010) (n=266)
Resource

Teacher 64% 637% 697 497 777% €87
Teacher 23% 30% 237 20% 20% 277
Principal 197% 237% 117 . 22% 16% 197
Area Super-

intendent 12% 27% _ A 9% 11% 0.47

*ource: Report of Scheol Visit Forms
According to the information provided by Resource Teachers, half to three-
quarters of all visits to elementary or middle schools are initiated at
least in part by Resource Teachers. Teachers are credited with initiating
visits more often than principals,

Resource Teachers may provide assistance to teachers in a variety of
curricﬁlar or Instructional areas. During 1972-73, Resource Teachers were
asked to indicate,'for each visit reported, the primary subject of the
assistance given. Twelve options were provided: nine rela*ed to curricular
areas; the other three were planning, organization &«.d discipline. Although

asked to indicate only one subject for each visit, most Resource Teachers '

18. . See Chapter TII p. 17 ff,
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reported providing assistance on several topics during a single visit.
Table IV-2 below summarizes data on the subject of the assistance reported

during 1972-73.

TABLE IV-2

SUBJECT OF THE ASSISTANCE GIVE}
BY RE3SOURCE TEACHERS, 1972-737

F—¥SUP]ECT or Total Arca I | Area II | Area III {Area v Area V
ASSISTANCE (n=3181) | (n=672) { (n=221) | (n=1012) (n=1010) ! (n=266
Reading/ '

Language Arts 47% 64% 297 247% 55% 82%
Arithmetic 10% 13% 1% 47 14% 167%
Social Studies 5% 27 13% 8% 3% 3%
Science 4% 6% 2% 2% 5% 27
Planning/ )

Organization 36% 48% 167 427% 27% 43%
Discipline 3% 6% 3% 2% 3% 47

*Scurce: Report of School Visit Forns
Reading and language arts have been the most frequent sutject of Pesource
Teacher visits, except in Area III. The frequency with wvhich assistance was
provided in other subject areas drops off sharply. - Planning and organiza-
tion seem to have been the other major concern during 1972-73.

An examination of data on the number of schools and grades visited at
1east-once during the year provides another insight into the pattern of
assistance provided to classroom teachers, Based on reports filed by
Resource Teachers, at least one classroom teache: (K;7) was visited in all
but four of the 127 elementary and middle schools during 1972-73; in addi-
tion, Resource Teachers reported visits tec pr}ncipals and other staff not -

~assigned directly to the classroom (e.g., music teachers) in more than 85

percent of the schools.
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The number of grades wisited at least oace during 1972-73 is shown in
Table IV-3 below. The;data are presented by Area, first for Grades 1-7 and
then for kindergarten. Based on reports filed by Rescurce Teachers, teachérs
in 62 percent of the 946 grades in Atlanta elementary and middle schools
vere visited at least once during the year. There was cénsiderable varia-

tion among the Areas in the coverage reported Ly Resource Teachers.

TABLE IV-3

PROPORTION OF GRADES
VISITED BY RESOURCE TEACHERS, 1972-73%

Area _ Grades 1-7 Kindergarten 1 Grades K-7
Total |7 Visited Total |% Visited Total |% Visited

I "|o126 1 75 19 1 89% us | 17%
II 154 : 417 22 | 17% 176 | 457
I1I 179 | 627 27 447, 206 | 60%
v 189 7172 - 27 i 33% 216 | 67%
y’ 175 | 58% 28 11% 203 | 51
Total 823 ‘ 617% 123 477 946 - | 607

*Source: Report of School Visit Forms

Perhaps a better indication of the extent of the direct assistance
provided by Resource Teachers can be seen in Table IV-4 below. The table
shows the frequency with which Resource Teachers visited individual grades
(1-7) in individual schools. While frequency does not say anything about
the length of the visits or the nature of the assistance provided, it does
indicate the amount of exposure Atlanta teachers had to Resource Teacher
assistance in the classroom. Thirty percent of 506 grades (1-7) visited
were visited only once during the year; 15 percent were visited only twice

by Resource Teachers; just 8 percent of the grades visited were visited

more than ten times. The pattern of visits by Area IV Resource Teachers
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TABLE IV-4

FREQUENCY OF VISITS TO GRADES 1-7
_ BY RESOURCE TEACHERS, 1972-73 %

Percent of Grades 1-7 Visited

Frequency of Total Area 1 | Area II |Area III |Area IV | Area V
Visits _(n=506) (n=95) {n=63) (n=112) (n=135) (n=101)]

1 29% 29% 48% 31% 147% 36%

2 15 8 21 16 11 20

3 12 10 11 12 | 14 ' 13

4 10 13 2 10 10 12

5 5 7 10 4 7 -4

6 6 4 6 5 6 8

7 4 2 3 5 7 4

8 3 6 0 4 4 2

9 3 7 0 0 6 1

10 2 2 0 4 4 0

Over 10 8 9 0 8 17 1

* Source: Report of School Visit Forms

is somewhat different. In that Area, 17 percent of the grades visited were
vicited on more than ten occasions, and only 14 percent of the grades visited
were visited only once.

The pattern of assistance to classroom teachers varies from Resource
Teacher to Resource Teacher. Table IV-5 (see next page) presents informa-
tion zbout the visits reported by each of the 52 Resource Teschers who
supplied information for 1972-73. The designations I-A, I-B, etc., identify
individual Resource Teachers who filed repofts. Column 1 ihdicétes the
total number of elementary and middle schools visited by that person, either
to aid a classroqm teacher or to visit with some other member of the school's
staff. Column 2 indicates the number of'thosenschools for whicﬁ at least
one report of assistance to a teacher in Grades 1-7 was made. Column 3 shows

the number of different teachers (in Grades 1-7) assisted by each Resource

Teacher during the year.
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TABLE 1V-5

CTSLEOCLS VISITED AND CLICSROOM TLACHEVS

ASSISIED BY RESOURCE TEACHER, 1972-75¢

RESOURCE Conbrei L Coiity 2 COLLMN 3
TEAGIER SCISALs W .
BY ACEA TOTAL ¥UMHER ASSISTANCE W TOTAL KITBER OF
" OF SCHOOLS PRUVIDED TG TEACHERS | TEACKLRS ASSISTED
VISITED 1% GRADES 1-7 IN GRADES 1-7
I-A 18 6 7
- 15 12 19
I-C 8 0 )
I-D 4 0 0
-E 5 5 39
I-F 2 2 31
-G 1 9 26
I-1 12 3 s
I-1 [ 4 5
- 7 5 34
I-K 5 0 0
I-L 10 0 0
I-M 3 3 17
II-A 4 4 4
II-B 11 2 4
1I-c, 8 7 17
1I-D 5 4 12
II-E 19 19 47
II-¥ - .5 4 18
II-G 19 3 3
1I-H 4 0 0
III-A 27 25 72
1I1-B 28 15 24
11I-C 22 10 46
I1I-D 22 11 20
III-E 26 19 18
III-F 13 4 6
11I-G 29 0 0
S ITI-H 24 - 13 2
III-I 11 1 3
IV-A 14 13 28
IV-B 8 1 1
IvV-C 15 16 35
IV-b 10 10 79.
IV-E 5 5 45
IV-F 8 7 82
IV-G 2 2 4
1v-n 5 5 2
V-1 1 0 0
v-J 3 3 8
IvV-K 12 0 0
IV-L 2 "0 0
v-A 5 3 7
v-B 4 4 14
v-C 9 2 "o
v-p - 4 4 . 1
vE 2 © o2 2
v-E 4 % 44
b 13 9 35
v 4 4 26
v 4 4 39
v-J 2 . 0 0

* Source: Report of School Visit Forms Completed During 1972-73.
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As can be seen in Table IV-5, the number orf schools visitéd by a single
Resource Teacher ranged from 29 to 1; the number of teachers in Grades 1—7
assisted by a single Resource Teacher ranged from 82 to 0. Two-thirds of
the 52 Resource feachers reporting visited at least one school in which no
classroom teacher was assisted. Variations within Areas are as great as
variation between Areas.

The reports filed- by Resource Teachers accounted for 3,625 hours19
spent visiting the schools. Table 1V-6 shows the total amount of time each
Resource Teacher reported (Col. i) and the amount of time spent with class-
room teackers in Grades 1-7 (Col. 2). The final column in Table IV-6 shows
the proportion of reported time spent with teachers in Crades 1-7. The
remaining portirn of each Resource Teacher's reported time was spent with
principals, kindergarten teachers and other staff nét directly assigned to a
grade. Although 52 Resource Teacher s reported visits to schools, ten of
theﬁ worked exclusively with school’staff not assigned directly to Grades 1-7.

In summary, according to the reports filed by Resource Teachers, the
direct assistance proviaed'by tne; during 1972-73 tended to be primarily self-
ipitiated. Reading/language arts and planning/organizatian were the primary
subjects of assistance rendered. FResource Teachers visited teachers in 61
percent of the elementary grades at least once during the year. Fifty-six
percent of the grades which were visited at all by Resource Teachers were
visited three times or less duriné the year. The number of schools visited,
the number of teachers assisted, the amouﬁt of time spent in direct assist-

ance varies from Resource Teacher to Resource Teacher.

-

r

"19. This total probatly underrepresents the time spent at schools
for three reasons: the forms were not used during the first month of school;
Resource Teachers do not abpenr to have reported every visit to a school; no
time was reported on approximately 3 percent of the completed forms.
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TABLE IV-6

TIME SPENT AT SCHCOLS VISITED
BY RESOURSE TEACHLR, 1972-73%

RESOURCE |zt ko e COMRR 2 1 GO 3
tEAcHEn | TOTAL TLM: (I3 HOURS)[TOTAL TLNE (IN HOURS)| PERCENI OF TOTAL
BY ARDA REPORTED SPENT REPORTED SPENT REPORTED TIME
“ AT SCHOULS 1N GRADES 1-7 SPENT I GRANES 1-7
1-A 148 28 19
1-B 42 25 60
1-C 73 0 0
1~-D 70 0 0
1-E 184 136 74
1-F 22 22 100
1-G 89 54 61
I~-H €6 6 10
I-1 9 6 66
1-J 128 90 70
1-K 8 0 0
1-L 40 0 0
1-M 24 24 100
11-A 4 4 100
11-B 44 8 18
11-C 56 49. 87
1%-p 24 20 85
1I-E 64 60 93
11-F 32 26 82
11-G 40 3 8
11-H 15 0 0
111-A 124 75 60
11I-B 302 39 13
11I-C 150 83 55
111-D 77 40 52
111-E 160 69 43
111-F 46 . 7 15
171-G 55 0 0
111~ 86 52 60
111-1 25 2 8
1V-A 60 58 97
1V-B 14 0.5 4
1V-C 101 83 82
IV-D 313 267 85
IV-E 107 98 " 91
1V-F 376 339 90
1V-G 7 7 100
IV-H 36 36 100
V-1 6 0 0
1v-J 36 © 32 90
IV-K 46 0 0
V-1 2 0 0
V-A 7 6 86
v-B 22 22 100
v-C 32 8 25
V=D 15 13 87
V-E 2 ’ 2" 100
V-F 70 67 96
V-G 110 €6 60
V-H 39 38 97
V-1 76 62 82
v-J 2 0 0
* Source: Report of School Visit Forums Completed During 1972-73
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2. TEACHER TRAINING ACTIVITIES

)

Another approach to improving the skills of the classroom teacher,
teacher training, may be defined as the set of organized ard structured
coursés, vorkshops and other enrichment activities available to Atlanta
teachers. Participation in one or another of the teacher training activities
alnmost always occurs as a result of a decision by the teacher. A teacher may
enroll in teacher training activities for a variety of reasons: to earn a
salary increment; to improve general skills{ to learn new techniques; to
obtain an advanced degree; to enhance the possibility of promotion within
the school system's hierarchy. While a principal, a Resource Teécher or
other personnel may suggest that a teacher enroll in a training program, no
one may compel a teécher to attend.

There are foﬁr major types of teacher training cpportunities offered to
Atlanta teachers: university courses outside the Atlanta school system;
programs sponsored by the Instruction Division; workshops conducted‘by Area
Resource Teachers; and proficiency modules. Each of these teacher training

éctivities will be described %helow.

a. UNIVERSITY COURSES OUTSIDE THE
ATLANTA SCHOOL SYSTEM

A teacher may enroll in a university course for credit towards a
salary increment or to obt:in an advanced degree. The Atlanta Area Teacher
FEducation Service (AATES), founded in 1945, publishes each year a 1ist of
courses offered at local universities which have been approved for sélary

increment credit by the school system.

r

Very little is known about which specific teachers are enrolled in such

courses. Several principals interviewed indicated that teachers at their
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schoolé were enrolled in these courses. When a teacher successfully com-
pletes a course, the school system is notiried. The Personnel Division.
maintains the payroll records for the school system and is notified by the
Instruction Division when a {eacher has completad sufficient training to be

entitled to a salary increase.

b. INSTRUCTION DIVISION PROGRAMS
The Instruction Division sponsors a variety of courses, conferences
and wcrkshops for Atlanta staff, including teachers. This Divisien 1is also
responsible for the orientation program which each new teacher in Atlanta is
required to complete.

Training activities sponsored by the Instruction Division usually have
salary increment crcdit associated with them and aré known in Atlanta simply
as "in-service" activities. At the beginning of each school year, a list of
the courses or workshops to be offefed during the year is distributed to
At}anta staff. The list of workshpps or in-~service programs is -amended
throughout the year, as new courses are offered.

Final data were not available on participation in 19f2—73 programs
sponsored by the Instruction Division. There was no indication, however,
that the pattern of participation would differ substantially from that for
the preceding school year. According to the school system's data, 57
approved courses were offered by the Inétruction Division in 1971-72. The
courses varied in subject matter, length and the kind of participants who
enrolled. Subjects relevant to elementary teachers included are art (2
courses), communications skills (1 course), English (2 courses), mathematics

2 coﬁrses), science (3 courses) and social studies (7 courses).
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A total of 1,507 staff members participated in those courses. Atlanta
records do not indicate how many different teachers were involved in these
in-service programs. The school system does not maintain permanent or
historical records either on which staff members have received in-service
training in a given subject or what the training may have involved. At no
time are principals officially or systematically informed which ;eachers are
enrolled in an in-service program. The teécher usually informs the principal
directly, but no mechaniém exists to give the principal or Area Superinten-
dent a record of which teachers are enrolled.

The Instruction Division is also responsible.for organizing én orien-
tation program for each new Atlanta teacher. The Instruction Division
establishes guideliﬁes for the program which require the new teacher to
attend special meetings, to observe an experienced teacher and to visit
local points of interest. Esch Area Office tailors the contents of one-

half the orientation program to meet the needs of the Area.

c. AREA WORKSHOPS
Resource Teachers conduct workshops for teachers and other staff

of the schools in each Area. During 1972-73, Resource Teachers in four of
the five Areas provided inf crmation about the workshops conducted through
the Area Office. Information on 204 in-service programs was provided by 56
different Resource Teachers on the Report of Workshop or In-~Service Program
form.20 No forms were received from Area II Regource Teachers.

Workshops were offered on a variety of topics: reading, art, team
teaching, class?oom management and testing, to name but a few of the subjects.

{ Reading (or language arts) was named in more than 25 percent of the forms as

20.- See Chapter III, p. 19 for a deséription of the form.
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the topic of the workshop. No other topic was so often the subject of an
Area workshop. Only 6 percent of the workshops dealt with arithmetic, -
although 15 percent of the teachers surveyed in conjunction with this pro-
ject indicated a desire for in-service progréms in arithmetic. Approximately
10 percent of workshops deal with classroom organization or management
or the plamning of tﬂe instructional program.

A typical Area workshop is organized and conducted by Area Office staff
for the benefit of all téachers in the Area. However, more than oﬁe-third
of the workshops were held at individual schools and were attended exclu-
sively by the teachers ag the school where the workshop was held; In one
Area, 11 workshops were organized for the faculty at a newly opened sciool.
| ‘More than half.the workshops were attended by more than ﬁen persons;
attendance ranged.from a high of 100 to a low of four persons. The typical
program was conducted after school hours and lasted about two hours. Nearly
three-fifths of the workshoﬁg were completed in é sihglg session; tﬂe |
remainder were continued over several sessicns. Some Area workshops spanned

several calendar months and met on a weekly basis.

d. PROFICIENCY MODULES

Proficiency modules represent a new direction in in-service training: -
a series of structured individualized instruction for teachers. The moduieé

were developed several years ago by the school.system and the University of

'Georgia, as a part of the Comprehensive Instructional Program (CIP). To date,

modules have. been completed in reading and arithmetic. A module is designed

g

'go that a teacher takes a test to determine pfoficiency in teaching math or

reading. The results of the test determine weaknesses of the teacher, who

then may choose one of several learning paths to gain needed proficiency.
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Each teacher progresseé through the module at his/her own rate, completing
one topic at a time. The Séhool Boar& invlate December 1972 adopted a
"~ policy that probationary teachers who do not satisfactorily demonstrate pre-
ficiency in teaching must complete at least Sne module before being advanced
to tenured status. ¥mplementation of this policy is only just beginning.
Successful completion of a set of proficiency modules carries with it
salary increment credit,_and the overall supervision of modules rests with
the Instruction Division. Day-to-day management of the moduies falls to the
Area Office; Resource Teachers assist classroom teachers with the modules by
providing needed materials -and by being available at specified “imes for
aséistance. The clgssroom'teacher must ﬁass a written test on the contents
of each module unit and then éuccessfully demonsirate the newly "acquired
proficiency.in a classroom situation.

- Each Arga Office was asked to provide a list of participants in the
modules and to indicate which teachers completed the module program. Area
III does not use the modules, but the other four Areas provided some infor-
mation about participation. In Areas II aﬁd IV, a t§£a1 of 42 teachers
enrolled in the module program; these Area Offices did not indicate how many
teachers complétgd the modules. In Areas I and V, a svotal of 66 teéchers

énrolled in"the modules, but only 15'cbmp1eted the moduie program,
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E. CONCLUSION

This chapter has fogused on three areas of the Aélanta school system
that affect thg educational process as it occurs in the classroom. Changes
in staffing assignments, in the instructional programs, and in the skills of
classroom teachers have been discu§sed in térms of the decisions that are
made, the actions that result and the actors who influence them. -

The process described is not a systematic»ohe; decisions are made in
response to a variety of pressures. ' Actions are often taken on a case—by—
case or ad hoc basis. Information about the performance of students rarely
enters the decision process.

The next ehapter describes the effects observed when information on
school performance was introduced during the 1972~73 school year. Partic-
ular emphasis is placed on effects of signals oh the three activities

described in this chapter.



CHAPTER V

EFFECTS OF THE INTRODUCTION OF SIGNALS

This chapter présents the reactions of Atlanta personnel to the idea
of comparing relative performance and then discusses the impact of signal
information on the three types of activities discussed in the previous chapter:

staffing, the instructional program and improving the skills of the staff.

A. INTRODUCTION

At the cutset of the current study, two different kinds of signal
materials21 were distributed to Atlanta staff: (1) booklets containing a
brief explanatien of the derivation of signals, the signals'and.mean achieve-
ment scores for ;ach school in an Area; (2) sheets displaying the signals
for all schools in an Area for each of two years.(197l and 1972). A smsller
booklet was prepared for each school principal'conta;ning the exflanation of
the derivation of signals and the signals and mean achievement scores for

'his/hér school.

The distribution of these materials began'in November 1972. Signall
booklets were never distributed directly to teacﬁers, since the signals were
viewed primarily as a management tool for use by school officials above the
school level. The extent ta which signals were ﬁade available to teachers
was left to the discretion of the principal. [Principals of six schools

requested and received additional booklets for distribution to teachers.]

21.  See Figure II-4, p.II-13.




Signal materials were distributed to principals and Area Resource Teachers
through a series of briefings organized by each Area Superintendent. Signal -
materials were explained and distributed to Instruction Division and Person-
nel Division staff in December 1972 and Januéry 1973.

The effects of the introduction of signals in Atlanta wili be discussed
in the next two sections of this chapter. The idea of signaling relative
performance was generally favorably receiv;d. Since the impact of
signal information is partly a function of how the information is received,
the next section of this chapter describes the reactions of schogl system
officials to the idea of signaling relative performance. Section C turns
lto an examination of the impact of signals on the activities described in

the preceding chapter.

B. REACTIONS TO SIGNALS AMONG
SCHOOL OFFICIALS

The reaction to signals of relative performance throughout all layers
;f the Atlanta administrative structure was genéraliy positive. There was
widespread praise for the format used to present a massive amount of dafa
in ahdlear, concise manner. Two Area Superintendentg noted.that previously
they had never had fime to examine student performance as measured by
achievement fest results because of the volumé of data involved. The coﬁ-.
puter print-out.of achievement test results for the schools in a single
Area is uSually‘severél inches thick. Principals also commended the format

and the handy size of the signal booklets.




Reactions to the idea. of comparing relative performance of schools were
somewhat more varied. RAtlanta staff at zll levels endorsed, in principle,.
the comparisons of schools which have similar stude;t populations.

Especially appealing to some prihcipals was the idea of comparing performance
among Atlanta schools, rather than with the national norm established by the.
achievement test manufacturers.

Thé same ambivalence toward the use of achievement test results to.judge
performancé which has been expressed by the lgrger cbmmunity of educators was
echoed by Atlanta officiéls. While édmifting their use of achievement
results to confirm ppinions about teachers, curriculum or students, school
officials (especially principals) expressed concern over‘the reliability and
appropriateness’of achievement tests as an evaluative tool.

‘The signaling technique relieé on participation in the free and reduced-

22 as the criterion for identifying similar schools.

price lunch program
Criticism of the use of subsidized lunch participation in generating signals
came almost exclusively from a fe? principals and Resource Teacﬁers.

They expressed reservations about the use of ffeeAand reduced-price

lunch data to describe the socioeconomic composition of a school. Because
the inco?e cut-off point for eligibility to participate in the program is so
low, principals of some sch;aié where small numbers of studeﬁts receive sub-
sidized lunches felt that the variable overstated the economic composition
of the school. That is, two schoéls--one composed of the children of corpora- -
tibn presidents and the other, children of assembly line workers--may both

have comparable rates of participation in the subsidized lunch program, but

would not be expected to have similar patterns of achievement.

22. See Chapter I1I, p.7 for the discussion of how the variable is
used in conjunction with mean achievement to.generate signals of relative
performance. .




Seve reciviants of siqnals sugacsted that,- because of the controversy
cver sehoel deseqveqation and the urisusl dcgfce of studeﬁt wLiiitw duc uJ
© as vet uncertain ﬁusfna patterns, the varistle was not suitable at ihe
vprescnt tire; these officizls uruvally c;nceded that subsidized lunch partici-
pation would be a saticfacteory socloeconenic indicator when the situation
becomes more stable. .Suggestions for other variables to use in lieu of or
in addition to free and reduced-price lunch participation included neigh-
borhood stability,,tgacher and/or pupil attendance data, community involve-
ment,.parental interest in the school, and evaluations of teacﬁer.performance.
No one intér#iewed could offer a sgtisfactory source of data presently avail-
able in Atlanta for measuring these attributes.

In the initial round of iﬁterviews,23-Area Superin;endenés;'Resource
Teachers and principals were asked to account for the existence of particular
red or blue signals.24 In the second round of interviews, these officials
were questioned aboﬁt how signals had béen used or who in'fhe school system
could have most use for the information.

- Few principals expressed surprise at tﬁe signals for‘their schools;
this reactian lends operational‘support,QO the sgatistical evidence of the
validity of the signéls. The presence of a blue signal in a grade was
generally attributed by the principals to the success of a teacher or
teachers. The presence of a red signal was generally attributed to student
discipline problems, student transiency, overcrowding, the absence and/or

inexperience of particular teachers. Principals had more difficulty

23. See Chapter III, p.l5, for a description of these interviews.

- 24. The reader is reminded that a red signal (either full or half
red) indicates relatively low student performance and a blue. signal (either
full or half blue) indicates relatively high performance. Most grades
receive a neutral signal indicating no extreme of performance. (See Chapter
1I1.)
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accounting for situations in which the signals for the same grade in math

or ceading were different. Many principals wanted to know why certain grades *
were signaled and not others; they felt that explaining the reasons for

signale would lead to the development of solﬁtions to problem situations.

Principals were very inconsistent in their responses to questions about
the usefulness of signal - .formation. Nearly 80 percent of the priacipals
interviewed felt that signals could be of ﬁost use to principals znd teachers,
while less than half felt that Area personnel could make best use of signal
information. When questioned about the routine interactions betwgen
principal and teacher, few principals felt signals would have any effect on
those interactions. The principals did suggest that signals could affect
the relationship between the school and the Area Office. They predicted
that the signals might cause both the Area Superintendent and Resource
Teachers to pay more attention to grades with red or blue signals, that
Resource Teachers might visit those grades more often, that Area staff might
sct up workshops to deal with problems suggested by patterns in the signals.
Principals were less certain about the effects of(siénal informaticn on the
activities of the Instruction Division or the Personnel Division.

Resource Teachers and Area Superintendents had more difficulty in
interpreting signals for specific schools and grades because the impressions
on which they base their judgments of performaﬁce are not equally current-fér
all schools. The presence of a red or blue signal tended to be explained in
terms of the ''quality of teaching" in.that grade or the overall '"quality" of
the faculty at the school. Other explarations for signals--either red or
blué—fincluded curriculum changes, test administration, teacher attitudes,

and the presence of '"unusual" students at the school.




Both.Area Superintendents and Resource Teachers tended to focus on red
signals. Several Resource Teachers planned to examine the reading programs
in grades with red signals in reading ~r in ;chools with several red signals.
One Area Superin:endent was so surprised by the red signals at two schools
in the Area that he changed the assigument of one of the reading Resource
Teachers to include those schools.

In summary, the signals of relative performance distributed for the
first time in Atlanta in late 1972 were well-received, particularly by
principals, Area Superintendents.and Resource Teachers. The underlying
principle of comparing performance in similar schools was accepted. The
method of displaying signal information won praise for irs simplicity. The
transition from-accepting the idea in principle to thg application of signal
information to decisions by school officials was much more difficult to
make. The remainder of this chapte; discusses the effects (or lack of
eff;cts)‘of signals on (1) che assignment of teachers and the staffing of
schools; (2) the shaping of the instructional program; and (3) improving

the skills of the teaching staff.

C. IMPACT OF SIGNALS ON TEACHER ASSIGNMENT
AND SCHOOL STAFFING

F:rom the beginning of this study, Atlanta officials have said that the
classroom teacher is a key factor‘in vhether or nof students progress. As
reported above, Are2a Superintendents, Reséurce Teachers and principals alike
attributed the presence of red and blue signals to the quality and attitudes
of the teaching staff. Yet neither the assignment of individual teachers
nor tﬁe staffing of schools has been substantially affected by the intro-

duction of information about relutive performance.. Throughout the year,




decisions about indiyidual teacher assignments and the staffing of entire
schools were influenced by considerations cf the racial composition of
faculties and the declining student enrollment.

"Information on reilative performanée, as rgflected in the signals, was
expected to be useful in hiring new teachers and in reassigning.existing
staff, When signals were explained and distributei to them, Personnel
Division staff expressed interest in using signals to identify character-
istics of teachers in red and blue signaled grades. They hored to determine
if training, years of experience, type of certification orAteacher turnover
appear to affect the level of performince among grades inm s’x1lar schools.
Thus, signals could be used as an output measure in a research effort to

determine characteristics of successful teachers. The results of such an

. effort could be used as a screening device in selecting new teachers or in

making teacher assignments.

Altbough the Personnel Division staff showed an.interest in using
signals to improve procedures for screening applicants, tﬂ;re is no evidence
that any'one followed through on this interest. The small size of the staff
of this Division in reality meant that no single staff member had the time

needed to direct or conduct the research needed to answer questions about

teacher characteristics. Moreover, the value of signal information to

. Perconnel staff 1s reduced because information about which specific grades

and schools will require new teachers is not available during the normal time
of recruiting and hiring new teachers.

The-potentiai impact of signal information on the reassignment of
existing staff is higher. As long as signals can be available prior to thé
time most new assignments are made (over the summer and during the first
weeks of the new school year), then signals can provide information about

the current and proposed assignment for the teacher in question.



‘Signals played no part in the selection of new teachers, since no new
elementary teachers have been hired b& Atlanta since the introduction of
signals. Moreover, according to the Assistant Superintendent for Peréonnél;
signals played no part in central decisions about teacher reassignment made
during the last months of'fhe 1972-1973 school year. Area Superintendents
provided only one instance of the use of signal information in reassigning
staff. One Area Supe?intendent reassigned several teachers who had been in
a school with several red signals to schools with several blue signals in the
hope that the teachers would be influeﬁced by the high performance of
teachers in their new schools. The new assignments were to take effect in

September 1973.

D. IMPACT OF SIGNALS ON THE
INSTRUCTIONAL PROGRAM

The development of curriculum guidance for the entire school system
and the demonstration of new instfuctional approaches within the-school
systeﬁ are usually multi-year activities. Moreover, Title I and other
federal programs have certain restrictions on where and how money can be
used. Consequently, it might have been predicted that signal information
would have litﬁie or no impact on decisions relating to the instructional '
program in the short period of this study. At best, it might have been -
predicted that signals would be gsed by Iqstruction Division staff to
investigate the characteristics éf-the instructional program iﬁ grades
where performance was either relatively high or relatiQely low. fhere is

no evidence to show that signals were even considered in decisions involving

the shape of the instructional prqé;gﬁ for the school system.




The elementary school' curriculum is ﬁeing“revisedn As the new curriculum
- guidelines are developed, they are being field-tested in a sample of schools. -
The number of schools piloting the new curriculum by September 1973 had
doubled to 20. There has been no quéntitative evaluation of the new curricﬁ—
lum to date, nor is one pianned. Neither performance information in general,
nor the signals in particular, seem to have affected the chodce-of pilot
schools of the appraisél of the curriculum being developed. ' ;
The Comprehensive Ipstructiqnal Program (CIP) is another example of an
“instructional activity which is éimed at improving student performaqce.
When the program began' in 1970, 50 of Atlanta's elementafy schooels were
designéted CIP intensive schools, on the basis of a combination of economic.‘
need (using‘1963 data) and fourth grade reading perfbrmance. The evidence
is that some of the 50 schools received more'atténtion than the other 75
‘Atlanta elementary.schools; some did not. In fact, as was repbrted in

Chapter IV, it was left to the discretion of each Area Superintendent to

.decide how CIP Resource Teachers yere to be used. The CIP conducted its own
evaluatioﬁ'for the first two years of iés existgnce, but this effortlhas'been
- abandoned. Signals might te used aé an indicator §f where intensive assist—
ance should be provided; and changes in signals couldAserve as an indicator
of program effectiveress. Whi%e the Instruction Division stéff of the Clé
iwefe familiar with signals, tﬁey gave no indication'qf having used signals
in the operation of the program.

Signals did not stimulate investigations of the characteristics of the'
,instfuctional programs in red or blue signaled gradés.. For example, In-
strucﬁion Division staff could cite no attempts to develop empirical evidence
of the success or failure of particular texts. VAlthbugh several principals
reported‘adopting new textbooks for théAcoming‘yeaf signals played no part
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in the decision zbout whicn texts to adopt. Nor did Resource Teachers re-
port using signals in decisions ahout particular texts or materials. While
30 percent of the first grades in cne Area received red signals in math and
40 percent of the third grades in another Area received blue signals in math,
neither Area Officg.personnel nor curriculum development staff reported

having given any thought to what might have occurred in thos2 grades. Neither

Area Superintendents nor principals reported using signals in discussions
about the instructional program for the schools. One principal in the survey
did use the signals to support a decision to restructure the arithmetic pro-
gram in a grade which had r=ceived red signals for two years in a row.

E. IMPACT OF SIGNALS ON EFFORTS TO

. IMPROVE THE SKILLS OF THE
TEACHINLG STAFF

Two mechanisms for improving teacher skills--direct assistance to
classroom teachers and structured teacher training activities--were described
in the preceding chapter. The remainder of this chapter is concerned with

whether signals had an impact on the provision of direct classroom assistance
to teachers. The evidencé of that is largely quantitative; in the case of
in-service training, the evidence is mostly qualitative and based on personal
interviews, |

No Atlanta official reported using signal information in the provision
of teacher training. The Resource Teachers who organized and conducted
workshops could cite no instances of the use of signals in decisions about
the subjects to be offered or the leccation of the workshops. Neither
principals nor Resource Teachers remembered directing a teacher from a red
signoled prade to enroll in an in-service program or proficiency module,
although both principals and Resource Teachers did make such recommendation
without regard to signals.

ERIC
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Answers to questions about the impact of signals on Resource Teacher
assistance to classroom teachers are more complex. As described in Chapter
III, Resource-Teachers provided information on visits to schools during the
1972-1973 school year on the Repo;t of School Visit form. The recorded in-
formation was processed to create a data base for analyses of Resource
Teacher assistance during the 1972-1973 school year, to determine if signals
had a measurable effect on the distribution of that activity among elementary

grades. Information was not available on the pattern of Resource Teacher

activity prior to September 1972, nor was there any agreement a priori as

to what should be the pattern of direct assistance by Resource Teachers.
Consequently, the analyses have been restricted to var.iations within the
pattern of activity for the 1972-73 school year. In particular, the follow-

ing question was addressed.

e Can variation in patterns of Resource Teacher activity during the
1972-1973 school year bLe associated or contrasted with variation
in patterns of signals for 19727
That is, it was assimed that the signals based on 1972 achievement, which
were distributed in late 1972, could affect the pattern of Resource Teacher
1
activity for the 1972-73 achool year.
By using different measures of a:tivity and different definitions of

"assocrations' or "contrasts' can be

patterns of activity, a variety of
examined to provide evidence of the effect or lack of effect of signals.
Three general measures have been used in the analysis to categorize Resource
Teacher assistance to teachers: grades visited, time expended on visits, and
the frequenéy of visits., As will be seen shortly, a variety of specific

measures can be defined for each of the three. Two patterns of Resource

Teacher activity have been considered -~the distribution of Resource Teacher
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activity over all the grades that could have been visited and the distribu-
tion of Resource Teachér activity among the grades actually visited. The,
. -"
first distribution was used to answer the question:
e Among the grades that existed (and conceivably could have been
visited) did Resource Teachers give a disproportionate amount
of assistance to grades having a particular type of signal?
The second distribution was used to answer the question:
e Among the grades that were in fact reported as having been
visited, did Resource Teachers give a disproportionate amount
of assistance to grades having a particular type of signal?

Both questions were addressed in order to take into consideration restrictions

on Resource Teacher activity which may have prevented them from providing as-

sistance to some grades, independent of the type of signél.that existed.

All of the analyses presented below are based on those visits by Re-
source Teachers which involved at least one classroom teacher in Grades
1-7 in primary or elementary schools.25 The focus on Grades 1-7 was dictated
by.the.fact that these are the only grades for which signals existed. Thus,
instead of the 3,131 Resource Teacher visit forms which were collected and
used to describe Resource Teacher activities in Chapter IV, the analyses
of the effects o£ signals on Resource Teécher assistance to the classroom
are based on the 1,875 visits involving classroom teachers. The remaining

1,306 visits were te principals and other school staff not directly

assigned to the classroom.

25. The number of visits and grades used in this chapter are sometimes

different than those used in Chapters II and IV because in those chapters

different sets of schools were used as bases for analysis and discussioen.
Here visits to schools (or grades) for which there were no signals (blue,

" ‘neutral or red) in 1972 were omitted.
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The remainder of this section is divided into two parts. The first
part examines the impact of signals on the distribution of Resoyrce Teacher
assistance among all grades in Atlanta; the second part examines the impact

of signals on the actual assistance provided.

1. THE.IMPACT OF SIGNAL INFORMATION ON THE
ALLOCATION OF RESOURCE TEACHER ASSISTANCE

The results presented below compare the observed distribution of Re-
source Teacher assistance to classroom teachers with what would have been
expected if assistance had been given in profortion to the total number of
all grades with each type of signal. If the observed and expected d;stri-
butions do not differ significa;tly, then it can be concluded that the Re=-
source Teachers did not give a disproportionate amount of assistance to
grades having a particular type of signal. Such a result could be inter-
pretéd as an indipation that signal information aid not affect the allocation

26 This interpretation

of Resource Teaéﬁér assistance to classroom teachers.
seems reasonable, since the aim of the signals is to jidentify extremes of
performance on the assumption that the system will‘react to this information
and provide evidence of disproportionate attention to the grades exhibiting
extremes of performance.

Two terms are used throughout the analyses. presented below: the expected

distribution and the observed distribution of Resource Teacher assistance.

26. The distribution of Resource Teacher assistance in prior years may
have been quite different from that observed in 1972-1973. Thus, it .could
be argued that the introduction of signals was associated with a redistri-
bution of Resource Teacher effort. Baseline data on the distribution of as-
sistance prior to the introduction of signals are not available, rendering
impossible - such pre/post comparisons.
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Expected distribution. The distribution which would be expected
if Resource Teacher assistance were provided in the same propor-
tion as blue,.neutral and red signals2/ for April 1972 were
distributed among the grades that existed. )

Observed distributior. The actual distribution of any measure
of Resource Teacher assistance provided in 1972-73 to grades
identified as having received a blue, neutral or red signal in
April 1972,

Amalyses have been conducted using the observed and expected distribu-
tions defined in terms of several measures of Resource Teacher assistance:
grades visited, time expended and frequency of visits. For each measure,
the observed distribution of Reséurce Teacher assistance has been calculated
for all grades in Atlanta and for all grades in each Area. The analyses
of the distribution of Resource Teacher assistance by Area seemed necessary
since Resource Jeachers are assigned to an Area Office and the pattern of
their activity might be expected to vary among the Areas. All analyses
wvere conducted using the observed and expected distributions defined rela-
tive to reading and arithmetic signéls. The results were similar. There-
fore, dat# presented below refer primarily to reading signals. 1In those

few cases where different results occur for arithmetic, the exceptions are

noted.

2. EFFECT OF SIGNAL INFORMATION ON
GRADES VISITED BY RESOURCE TEACHERS

The most basic measure of Resource Teacher assistance is "which
grades are visited," without regard to the amount of assistance given.

Resource Teachers state that it is not possible to visit every grade.

27. Throughout these analyses, the term ‘'blue signal" refers to
relatively high performance as indicated by a full or half blue signal;
"red signal" refers to relatively low performance as indicated by a full or
half red signal; "neutral signal' refers to performance which is not sig-
naled as extreme. (See discussion of signals in Chapter II.)
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A total of 806 grades existed in 1972-73 and received a signal in
April 1972: 10.8 percent received blue signals; 81.6 percent received
neutral signals; 7.6 percent received red signals in reading. During 1972-
1973, Resource Teachers reported at least one visit to 485 of those grades
(60 percent). The observed distribution of grades visited, according to
type of reading signal was 10.3 percent with blue signals, 83.1 percent
with néutral signals and 6.6 percent with red signals. Thus, the observed
distribution of grades visited is nearly identical to the existing or
expected distribution of signalg. The observed and expected distribution
do not differ by more than 1.5 percent.

To determine .if the differences were statistically.significant, the
two .distributions were compared using a chi-square (or Xz) test with two
degrees of freedom and a sample size determined by the number of visits
that actually occurred. The reSul§s indicate that the detected difference
WOQld be statistically significant only at a confidence level on the order
. of 20 percent or more. That is, the difference is not significént at any
of the typically used levels of confidence, such as 1 percent, 5 percent
or 10 percent, In operational terms, a 1.5 percent difference means that
only 12 grades out of the 806 total (or 10 out of the 658 neutral grades)
were visited that might not have been exﬁected to be visited.if assistance
were provided ﬁroportionally. Similar resqlts‘occur when the analyses.are
conducted on an Area basis and wﬂen arithmetic sign%;s are used. The da;a

used to obtain these results are pfesented in Table V-1.
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TABLE V-1

EXPECTED AND OBSERVED DISTRIBUTION OF RESOURCE TEACHER VISITS TO
EXISTING GRADES, BY SIGNAL AND BY AREA, READING, 1972-73

EXPELTED . OBSERVED DIFFERENCE
GRADES DISTRIBUTIONSI DISTRIBUTIONS2 SIGNIFICANT AT
CONSIDERED PERCENT OF SIGNALS PERCENT OF SIGNALS LEVEL OF: >
Blue -Necutral Ted Blue Neutral Red 12 5%
ALL GRADES 10.8 81.6 1.6 10.3 83.1 6.6 o )
::F;A_I ______ 5.8 8.5 17| 1o ses 22 | % s
aea 1t | sz ees 104 | 22 e3 es | w0 s
| aREA 111 | 2.6 .0 9.4 | 24 108 1.8 | m s
:E@::E:: _:35:_}7_5"15 _______ 1 ens 94 | m  wm
| area v 11.1 a?E'"EI"'""Lﬂf"él"l?F"'""}J"}J""

1. Distribution that would be expected if visits were proportional to the distribution of signals.
2. Observed distribution of Resource Teacher visits by type of signal. ’

3. Statistical significance determined by a x2 test with twe degrces of freedom and a sample gize equal
to the number of.visits that occurred.

In‘summary, when the number of grades vigited is used as a measure of
Resource Teacher assistance, there is no evidence to indicate that a dis-
proportionate am;uﬁt of assistance was given grades having a blue of red
signal in reading or arithmetic. The same result is obtained when considering
Resource Teacher visits to all schools in the system or the schools in eaéh

of the five Areas.

However, as has been pointed out, a measure based on whether or not a
grade was visited at least once during the schobl-year does not take into .
consideration the amount of assistance given. The number of grades visited
is simply a measure of.the minimum level of effort provided. 1In order to
examine the amount of Resource Teacher assistance provided classroom teachers,

analyses based on time expended on Resource Teacher visits have been per-

formed. The results of those analyses follow.
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b. EFFECT OF SIGNAL INFORMATION ON TIME
EXPENDED DURING RESOURCE TEACHER VISITS

o
The length of each visit reported by Resource Teachefs provides a means

of weighting the amount of assistance given in a visit. If eaéh grade had
only one teacher and each Resource Teacher visited only one teacher at a time,
then the reported time could be used as a measure of activity without any am-
biguity. However, in most Atlanta.schools, several teachers are assigned to
each grade level and, on isany occasions, Resource Teachers simultaneously
visit several teachers from one or several grades. DPersonnel other than
classroom teachersAalso participate in many visits. In order to examine the
impact of signal information as measured by the length of Resource Teacher
visits, a method had to be found to allocate the benefit, as measured by

" time .spent on a visit, to the participants and the gradés they represent.

Since no accepted theory exists to scale the benefit of group versus

individual meetings between teacher and Resource Teacher, two defiﬁitions

of time were considered:

(1) Resource Teacher Time: Each grade is allocated a proportion of
the total time expended by the Resource Teacher equal to the
proportion of participants who are teachers in that grade. That
is, 1f a Resource Teacher spends a total of t minutes simul-
taneously visiting n persons, of whom m are teachers in grade g,
then a measure of time expended on grade g during the visit ¥ 1is:

T(v,g) = E&.

(2) Teacher Time: Each grade is allocated a multiple of the total
time expended by the Resource Teacher equal to the number of
participants who are teachers in that grade. That is, if a
Resource Teacher spends a total of t minutes simultaneously
visiting n persons, of which m are teachers in grade g, then a
measure of time expended on grade 8 during the visit v is: !

T'(v,g) = mt.

Resource Teacher time assumes that the benefit to each participant in
a visit (as measured by time) is equally divided among the participants so

that the sum of the benefit (time) equals exactly the time the Resource Teacher

EKC
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expended. On the other hand, the second measure, teacher time, assumes that
all participants derive the same amount of benefit as if jonly one had been

present. That is, in the second case, benefit to each participant is assumed

to be independent of the number of teachers present.

While both measures were used in the analyses performed to determine if
signal information had an effect on Resource Teacher assistance, the results
|

obtained using Resource Teacher time did not differ from the results obtained

using teacher time. Thus, while data which appear in the succeeding para-

graphs refer only to Resource Teacher time, the findings are generally appli-

cable to teacher time.

Resource Teachers reported spending 1,978 hours28 assisting classroom
teachers of Grades 1—7; If these hours had. been expended in direct propor-
tion to the signals assigned to the grades in reading, then 10.8 percent of
the time would be expected to be spent in blue signaled grades, 81.6 percent
in neutral grades and 7.6 percent in red signaled grades. In fact,.the ob-
served distribution of Resource Teacher time was as follows: 9.6 percent in
blue signaled gradeé, 82.5 percent in neutral grades, and 7.9 percent in red
signaled grades. As.with the distribution of grades visited, the observed
distribution and the expected distribution of Resource feacher time were very
similar; a Xz comparison of the difference is not significant at a confidence
level of 25-pefcent or less. |

The differences between the observed and the expected distribution of
Resource.Teacher time are even less significant when viewed in light of the
operation of the schoél system. For example, a difference of 1 percent be-

tween observed and expected amounts of Resource Teacher time represents less

28 . The total time reported by Resource Teachers, including assistance
to principals and other staff not directly assigned to Grades 1-7 was sub-
stantially greater than 1,978 hours. .

/
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|
than 20 hours out of the total amount reported over the entire school year.
_ |
Thus, in terms of Resource Teacher time, the sum of the ab.olute difference
between observed and expected effort given to blue, neutral and red signals

represents less than 47 hours of reported Resource Teachers' time over the
|

whole school year--hardly an operationally significant difference for the
combined efforts of the 52 Resource Teachers who submittéd reports. The
differences detected for Resource Teacher effort relative to arithmetic
signals are even smaller than for reading.

' Different results are obtained when the distributions are calculated
on an Area basis. 1In particular, the difference between the observed
distributions of Resource Teacher time and the expected distribution of Re-
source Teacher time relative to reading signals is statistically significant
at the 1 percent confidence level for Areas I, III and IV. When arithmetic
signals are used, the detected differences are statistically significant at
the 1 percent level only in Area III. When the level of statistical con-

fidence is 5 percent, then detected differences relative to arithmetic signals

become significant for Area I. These results are presented in Table V-2 below.

TABLE V-2

EXPECTED AND OBSERVED DISTRIBUTION OF RESOURCE TEACHER TIME,
BY AREA AND SIGNAL, 1972-73

a. Reading Signals

EXPECTED 1 OBSEKVED 2 DIFFERENCE
GRADES DISTRIBUTIONSL DISTRIBUTIONS: SIGNIFICANT AT

CONSIDERED PERCENT OF SIGNALS PERCENT OF SIGNALS LEVEL OF:=

Blue Neutral Red Blue Neutral Rec. 17 57

ALL GRADES 10.8 81.6 1.6 9.6 82.5 7.9 NO NO

AREA I 15.8 82.5 1.7 9.9 87.2 2.9 YES YES

AREA I1 3.2 86.4  10.4 1.9 89,0 9.0 NO NO

AREA 111 21.6 9.0 9.4 35.6 62.0 2.4 YES YES

AREA IV 3.3 87.8 8.8 2.3 84.7  13.0 YES YES

; AREA V 11.1 82.8 6.1 9.9 86.9 3.1 NO B
Q _ .

[SRJ!:‘ (Continued on following page)
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TABLE V-2 (continued)

b. Arithmetic Signals

EXPECTED OBSERVED DIFFERENCE
GRADES DISTRIBUTIONS X _ DISTRIBUTIONSZ SIGNIFICANT AT
CONSIDERED PERCENT OF SIGNALS PERCENT OF 51GNALS i LEVEL OF:2
Blue Neutral Red Blue Neut ral Red : 17 5%
AlL GRADES 8.4 85.9 5.7 ] 7.6 86.6 5.7 { NO NO
" T Tloo s2 os | 61 92.6 1.4 ] w oy
I_-;:RY.A 11 _;;-‘——89.6—“—;-8- ~~~~~~~ 1 —8__“-9_0—8—“—7-4 _______ N -0___-&-0_—_—.—
}_ ;R;Z-A-‘I-I‘I _____ 2 ; ; T -‘7:.3 o -5_.; 7T -3_2_5_ T 21—2~ - .—6—3 _______ Y :S_ " —Y;S_ T
a3 es  ss | 23 %03 14 | w s
[ aea v Tea s as | 1w as | w

1. Distribution that would be cxpected 1f visfts were proportional to the distribution of Eignalc.

2. Observ: ' distribution of Resource Teacher visits by type of signal.

3. Statistical significance determined by a X2 test with two cegrees of freedom and a sample sire equal
to the number of visfts that occurred, :

While the differences between the observed and the expected distribution
of Resource feacher time in Areas I, III and IV vere statistically significant
at the 1 percent level in reading, the differences appear to have been in-
significant in terms of the operation of the school system. Moreover, there
was no common pattern across Areas, .In Area I, there was a slight shift in
attention (as measured by Resource Teacher time) away from blue signaled
grades towards grades with a neutral signal. In terms of actual Resource
Teacher time, the maximum detected difference in Area I represented only 22
hours of Resource Teacher effort out of a total of 368 hours reported. 1In
Area iII, Resource Teachers spent more time than expected with blue signaled
grades (in reading and arithmetic) at the expense of both red and neutral
signaled grades., The differences between observed and expected values in
the blue signaled grades of Area III represented about 31 hours out of the
290 hours reported by Resource Teachers in that Area. In Area IV, effort

was shifted from neutral signaled grades to red signaled grades. The
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differential effort on red signaled grades represented 37 hours out of the
890 hours reported.

Thus, except possibly in Area ;II, data collected on how Resource
Teachers expended time provide no evidence to indicate that grades were
singled out for attention according to the signal they receiﬁed during the
previous school year. This finding is particularly true when the distribution

of time is considered relative to math signals.

Ih still another effort to examine the distribution of direct assistance

provided By Resource Teachers, a measure based on the frequency of visits was

utilized to weight the attention given to grades visited. These analyses are

discussed below.

c. EFFECT OF SIGNAL INFORMATION ON THE
FREQUENCY OF RESOURCE TEACHER VISITS

As with the time expended, a measure of Resource Teacher activity ﬁased
on frequency of visits prcvides a means of weighting the amount of attention
giﬁen to grades having different types of signals. If each grade had oﬁly
one tgacher and a Resource Teacher visited only one teacher at a time, then
the frequenéy of visits to a particular grade would be equal to the number
of visits reported. However, as has already been pointed out,.most grades
have several teachers and many visits involve several teachers frqm one or
more grades. ‘Thérefore{;as with the "time" measures, it was necessary to
adopt some mechanism to distribute each visit among all the participants.

Once again, two measures for the frequéﬁcy of visits to classroom
teachers were defined. They parallel the measures defined for time spent
assisting teachers. One measure allocates each Resource Teacher visit'among
all participants in the visit, on-the assumption that the benefit to the

participants is shared equally. The other measure assumes that the benefits
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to each participant is independent of the number of patticipants and, there-
fore,'sllosates one visit to gggh_participaht. |
. When both measures were used to analyzs Resource Teacher data, the
results were the same regardless of how frequency of visit was defined.
The resﬁlts.are also nearly identical with those reported above whes time
was used as a measure of Resource Teacher activity. In particular, when
all grades are considered without regard to Area, the observed distribution
of visits is quite close to the distribution which would have been expected
1f the visits had been allocated in direct proportion to the number of
-grades having blﬁe, neutral or red-signals. For eiample, for grades
signaled in reading, the observed distribuiion of visits was 10.4 percent
to blue signaled grades, 81.6 percent to neutral signaled grades and 8.1
A percent to red signaled grades, almost identical to the expected distribu-
tion of 10.8 percent blue, 81.6 percent neutral, and 7.6 percent red. Using
a X2 test of significance, the differences between these distributions are
sot significant at confidence levels up to 50 percent. The maximum dif-
fersnce between the distributions occﬁrs relative_to the red signals and
that is only a difference of 0.5 percent. This re;resents a total of less
than 10 of the 1,875 visits reported by all Resource Teachers for the
. entire year. The results of the analyses of Resource Teacher frequency

of visits may be found in Table V-3,

-
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TABLE V-3 °

EXPECTED AND OBSERVED DISTRIBUTION OF THE FREQUENCY OF
RESOURCE TEACHER VISITS BY AREA AND BY SIGNAL, 1972-73

RIC

to the nunber of visits that occurred.

8. Reading Signals
EXPECTED OBSERVED D—] FFERENCE
GRADES DISTRIBUTIONSL DISTRIBUT1ONSZ SIGNIFICANT AT
CONSIDERED PERCINT OF SICNALS PERCENT OF SIGHALS LEVEL OF: %
Blue  Neutral  Red Blue Keutral Red 1% 5%
ALL GRADES 10.8 81.6 7.6 10.4 81.6 *8.1 NO NO
AREA 1 ] 15.8 82.5 1.7 _1_ 9.8 37.-.2 3.0 _ 'IES-. IES
| aezarr | _3.._2___—3;.:_ 104 2.1 865 14| X0 Y
i XR-‘.;A—I;I —————— 21.6 69.0 9.4 36.—9_ 39.5 3.6 i YES YES
] :R-E_A-I; o 3.3 8;.-8- - 8.8 2.2 85.3 12.5 - YES YES
_;R;A—V _______ 1_1.—1___8;.;—__6-1__-__ _9._3_ ;7-.-0__—3.7 1 N;__ o B
b. Arithmetic Signals
ALL GRADES 8.4 85.9 5.7 8.5  B6.2 5.3 ) X0
a1 | 0.0 8.2 08 | s _—;z.—s"_fs":" “w ws |
[(wen 1 | 2.6 e 7.8 | 22 w8 8o | w
Carea 1| 20.5 73 s3] w1 607 sa | ves v |
Caem v | 33 818 88 | 2. su2 65 | w s
AREA Y 61 8.4 44 | 3a s s7 | wm  wm |
1. Distribution that would be expected 1f visits were proportional t:; the distribution of sigrals.
2. Observed distribution of Resource Tea;:her visits by type of signal.
3. statistical aig;'.ificance deterrined by a X2

test with two degrees of freedem and a sample size equal
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As vhen time was used as a measure of Resource Teacher assistance, sta-
tistically significant differences between the observed and expected frequency

distributions appear in Areas I, III and IV in reading (at the 1 percent level)
and in arithmetic in Area ITII (at the 1 percent level) and in Areas I and IV
(at the 5 percent level). However, only in Area ITI do the differences ap-
pear large enough to have some operational significance.

There is no pattern to the differences observed among Areas for
reading. In Area i, red and neutral signaled grades were visited slightly
more often than blue signaled grades, but in operationél terms, that dif-
ference represented only about 21 visits out of 357 reported. In Area III,
blue signaled grades were visited more often, at the expense of neutral and
red signaled grades; the difference amounted to 57 of the 373 visits reported.
In Area IV, red signaled grades were visited at the expense of neutral and
blue signaled grades, but the differenCe‘represented only 29 visits out‘of
793 reported.

In summary, analyses using the distribution of visits as a measure of
activity corroborate the results obtained when time was used as a measure of
activity. That is, when all grades are considered, reported Resource Teacher
activity was distributed among grades having blue, neutral and red signals
in nearly the samé proportions as the signals were distributed. And, while
statistically significant differences between the observed and proportionate
distribution were detected in Areas I, III and IV, only in Area III were the
differences large enough to have opéfational significance for the school

systen.
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d. SUMMARY
The preceding analyses have been addressed to the questioa of whether
or not Resource Teachers gave a disproportionate amount of assistance to
grades in 1972-73 which had received a particular type of signal in April
1972. Resource Teacher assistance was measured in terms of the number of
grades visited, the amount of time spent in assisting teachers in those grades,

and the frequency of visits to those teachers. It was assumed that if

.signal information had no effect on the allocation of Resource Teacher as-

sistance, then the observed distribution of any measure would be proportional
to the distribution of blue, neutral and red signals among existing grades.
The results may be summarized as follows:

o® When all grades were considered without regard to Area,
no statistically significant differences were detected
between the observed distribution of Resource Teacher
assistance and the expected distribution. This result
applies when Resource Teacher assistance is measured
by grades visited, time expended or frequency of visits,
The result holds when either reading or arithmetic
signals are used to define Resource Teacher assistance.

© When Resource Teacher assistance was examined on an
Area basis, no statistically significant differences
were detected between the observed distribution of
grades visited and the expected distribution. The
result holds when either reaiing or arithmetic signals
are used to define Resource Teacher assistance.

e When either time expended or frequency of visits was
used as a measure of Resource Teacher assistance,
statistically significant differences were detecied
in Areas 1, III and IV. The greatest differences
occurred relative to reading signals. Only in
Area III, however, did the differences appear large
enough to have any significance in terms of the opera-
tion of the Area.
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2. THE IMPACT OF SIGNAL INFORMATION ON
THE RESOURCE TEACHER ASSISTANCE PROVIDED

ihe analyses presented in the preceding section focused on the allocation
i
of Resource Teacher assistance. This section discusses the variation in Re-
!
source Teacher assistance to those grades which were visited at all. The

grades visited by Resource Teachers were categorized by the type of signal

1
1

. .2
each grade received in reading 9 in 1972. The amount of Resource Teacher

assistance (as measured by time expended and by frequency of visits) to blue,
neutral and red signaled grades was calculated. The distribut’ cn ~f Kesource
Teacher'time and the frequency of Resource Teacher visits for cach type of

signal have been compared to determine whether Resource Teachers géve a dis-

proportionate amount of assistance to either blue, neutral or red signaled

grades. There was no way to determine in advance of the study whether
there should be a difference in the amount of assistance provided or how

much that difference should be.

a. OBSERVED EFFECT OF SIGNALS IN TERMS
OF TIME EXPENDED

Once again, Resource Teacher time30 was used ¢S a measure of Resource
Teacher assistance. The total amount of Resource Teacher time spent in a grade:
over the entire year was determined, and rumulative irequency distributions,
using intervals of 15 minutes in length,'were prepared for blue, neutral and
red signaled grades. The tﬁree cumulative frequency distributions are pre-~
sented in Figure V—l.( Each curve in Figure V-1 is presented as a smoogh ap-

proxination to the step function actually calculated.

29. Each of the analyses discussed in this section was conducted for
arithmetic, as well as reading. The results were essentially the same for

reading and arithmetic, and only the results for reading are presented.
30. See p.V-17 for the definition of Resource Teacher time.
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FIGURE V-1

CUMULATIVE FREQUENCY DISTRIBUTION OF GRADES
ASSISTED BY RESOURCE TEACHERS: TOTAL HOURS
OF ASSISTANCE PROVIDED DURING 1972-73!

b3 . .
100 _ - ; |

- 80

CUMULATIVE PERCENT OF GRADES PROVIDED ASSISTANCE

DISTRIBUTION-OF: )
---------- BLUE SIGNALED GRADES
omeme NEUTRAL. SIGNALED GRADES
w—sasrm= RED S}IGHALED GRADES

4 5 6 7 8 8 10 11 12028
HOURS OF ASSISTANCE PROVIDED
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As can be seen from observing the three curves in Figure V-1, they ‘are
remarkably similar. In fact, using the Kolmogorov-Smirnov Two-sample Test for
cumulative distributions, the detected differences for reading are not sig-
nificant at the five percent confidence level when either the distributions
are considered for either:

blue and neutral signaled grades, or
blue and red signaled grades, or

red and neutral signaled grades.

The curves in Figure V-1 differ noticeably only when we consider grades
in which a large amount of time was expended over the year by Resource
Teachers. Specifically, approximately 20 percent of the red signaled grades
visited received at least eight hours of attention but only 6 percent of blue
signaled graaes received that much assistance from Resource Teachers. These
observations.indicate that_Resource Teachers favor red signaled grades when
expending a relatively large amount of time.gl However, the differences are
neither statistically significant nor large enough to he operationally

significant:

The variation among the curves for large time values does have an
effect on the measures of central tendency (which give weight to extreme
values of a distribution). In particular, the mean or average time expended
over the year in grades with each type of signal is as follows: blue sig~-
naled grades--3.§§ hours; neutral grades--3.74 hours; and red signaled
grades—~4.24 hours., However, using a t-test, the differences in mean time

between red signaled grades and blue or neutral signaled grades are not

31. Note that the.expended time is the total amount of time reported
as being expended over the entire year by all the Resource Teachers.
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even statistically significant at a 10 percent confidence level. The
observed differences result from a few red éignaled grades which recéived a
large amount of Resource Teacher; when the median is use% ag a measure of
measure of central tendency, the differences are even le%s. In particular,
the median amount of time expended in each category of signals is as follows:
blue--2.88 hours; neutrél--Z.SO hours; and red--2,92 houﬁs. Clearly, these
are not operationally significant differences. _ )

‘In summary, while differences can be detected in the distribution of
Resource Teacher time spent in grades having a blue, neutral or red signal
in reading, the differences generally are not significant and do not indicate

a pervasive tendency to provide assistance to grades having a particular

type of signal.

b. OBSERVED EFFECT OF SIGNALS IN
TERMS OF FREQUENCY OF VISITS

The frequency of Resource Teacher visits32 was also used as a mea-,
sure of Resource Teacherlassistance« The total number of Resource Teacher
visits to each grade was calculated. Cumulative frequency distributions
based on the total number of visits reported_over the entire year were pre-
pared for the blug, nevtral and red signaled grades. The three cumulative

frequency distributions are presented in Figufe V-2. Once again, the curves

appear as smooth approximations of the step functions actually calculated.

As can be observed, the three distributions tend to behave similarly.
In fact, using the Kalmogorov-Smirnov Two-sample Test, the distributions of.
the frequency of visit measure are not statistically significant when con-

sidering the distributions for reading relative to:

32. See p.V-21 for the definition of frequency of wvisit.
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FIGURE V-2

CUMULATIVE FREQUENCY DISTRIBUTION OF GRADES
ASSISTED BY RESOURCE TEACHERS: TOTAL NUMBER
OF VISITS OCCURRING DURING 1972-73

DISTRIBUTION OF:

eseseecees BLUE SIGNALED GRADES
ommemeeme NEUTRAL S IGNALED GRADES
smcoeeee RED SIGHALED GRADES

.5 ' 2 T T LA} 7‘lﬁ R lz ) L] L4 )Is
NUMBER OF VISITS

; THE HORIZONTAL AXIS--THE KUMBER OF VISITS--HAS BEEN
ELONGATED BETHWEEN 0 AND 2 TO DISPLAY THE CUMULATIVE EFFECT
OF VISITS VHAT INVOLVE SEVERAL CLASSROOI1 TEACHERS. THAT

- 1S, EACH GRADLC RECEIVES A PROPORTIONAL-CREDIT FOR THE VISIT

EQUAL TO THE PROPORTION OF TEACHERS FROM JHAT GRADE whO
WERE INYOLVED IN THE VISIT, SEE PAGEV—ZLFOR A COMPLETE
DEFINITION OF RESOURCE TEACHER FREQUENCY OF VISIT MEASURES,)
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blue and neutral signaled grades,
blue and red signaled grades, and
red and neutral signaled grades.

As with the distributions of time expended, the curve for the dis-
tribution of visits for grades which had a red reading signal dominates the
other two curves for small values of the measure; the reverse is true for
grades which received a relatively large number of Resource Teacher visits.
However, the difference between the curves for large values of the '‘fre-

o

quency of visit measure” is not as great as when "time" was used as a
measure of activity. Thus, the means or averages for the distributions in
Figure V-2 do not differ from one another as much as when time was the
measure of actiﬁity._ In particular, the mean or average nﬁmber of visits
that occurred to grades having tlue signals was 1.9 visits; for neutral
signals, 2.0 visits; and for red signals, 2.6 visits. The medians for the
three distributions ar§32,7, 2.3 and 2.8 visits respectively. Clearly, the
differences that exist Between these measures of central tendency of the
distributions of Resource Teacher effort among grades‘having blue, neutral
or red signals does not have much significance in terms of the operation of
the school system.
3. SUMMARY

The'analyseékof the characteristics of the Resource Teacher visits
-which were reported in 1972-73 failed to show any oberationally imporﬁant
tendency for Résource Teachers to single out either blue, neutral or red
signaled grades for speciél attention. Analyses have also been conducted
on a grade level basis as well as on an Area basis. In a few cases, sta-

tistically significant differences were detected between the observed and
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expected distributions, but none of the differences have obvious operational
significance nor are they as great as those-detected in the Area analyses.
Furthermore, there is no apparent pattern of differential assistance to a
particular grade or group of grades having a particular type of signal.

For these reasons, the detailed discussions of the grade-by-grade analysis

hiave been omitted from this report..

The results and implications of the findings on the effect of signals
that have been reported in this chapter are further described in Chapter I.
Chapter I also presents other principal conclusions and impliéations of

the study.



