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. ’I;d like to preface my présentatibn by saying that the Michigan State

“

Assessment Program and related activities evolved over a ten year period.

I was involved in the process and because of this close involvement may °
» . .

Y »
8
tend to attrIbute more to state assessment than is the case. What has

t
-~ -

happened was influenced by many people fﬁgm local school districts, state

, and national organizations, citizens and .Others. Also, we have been blessed
€

. with a staff who saw the program through stormy formative years--when as ?

pioneering effort assedsment was synonomous with accountability and con-
" -

troversy. Persons like Bob Huyser, Ed Roeber, Dan Schooley, Tom Fisher

)

and Judy Moyeg, to name only a few you know, were instrumental in design-

-

ing the present program.
These persons and others in the Department of Educat $n working with

7
local Michigan educators developed not only a state assessment program, :ﬁh\~»

v -

also support programs and materials designed to enhance instruction for .
. . :

o

children and youth. The Michigan Educational Assessment Program

7

supborts instructional programs by providing basic skills achieve-

.« ment information to parents, teachers and pupils throughout the schooling ' .

Pprocess. It is part of a formative program to improve Michigan education.
~ R
{ .
. It began as an elementary-middle school assessment of basic reading

and mathematics skills, came to include periodic assessments of the essential

skills (i.e., science, social studies, art, music, health education); aﬁd

.0~
- ! -

~»
in the past few years has grown to include assessments of basic skills at
Vs . .

the beginnjing of high school, and a pilot program to study the application

-

of basic skills in 1life role situations. This latter program is focused

at the secondary school level and on the preparation of our young to assume

family, work, and citizen roles and to appreciate life.
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State assessment in Michigan has been just the beginning of a larger -
‘undertakfﬁ% and longer process. f{(has been the catalyst to initiate a
set of common expectacions for achievahent,;to study and improve school
curricula and management, and to report to the public and parents in acﬁieve—

ment terms. We have been motivated,as educators, to address new and in-

creasingly more difficult questionms. '

.

«

For example, the State Board of Education is responsi?le for. the general

~

supervision and leadership of education, but in the late 1960s found a
paucity cf achievement data to help them discharge their responsibility.
Thus, -they posed the question in 1968--what is the level of basic skills

acﬁlevement in Michigan? It was firsi necessary to define what should be

taught, before the level of achievement could be properly addressed. Common

goals and performance objectives were stated, and assessment tests were de-

— .

¢

velopeds based on the objectives,.

]
-

The results from the objective referenced assessments were used as

the indigators of the status and progress of basic skills achievement to

.

answer the State Board of Education question. Also, information from these

" assessments were reported to curriculum spécialists, especially the Michigan Cpuncil

of Teachers of Mathematigs and the Michigan Reading Associaeicn, who, together e
with Depar tment staff, uged the information to review and revise the minimum
objﬁctives and assessment testsf-a formative use of the assessment data. The

revided tests were used statewide for the first tide in 1980, and these data have

-

become achievément benchmarks fgr the decade cf the 1980s.

State assessment,ﬂow is ac{epted as a good indicator of the level of
achievement in Michigi? and a valuable curriculum tool.

4

A second questign, initially raised in 1970, was--Who are the children,

and which are the schools and districts, that are successful, and which are
1 L .

‘
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the ones in need of assistance? To answer this question required fixst some

’.
»

definition of stangards'for judging. Criteria for mastery on performance

queq;i&es, and school needs CE}teria-—low; moderate, high, improving, declining--

- .

were set by the State Board of Education in 1976. These criteria were based on

@

'the-concentration of low achieving pupils in the school building; and whether or

not the proportion was increasing or decreasing over the previous three year period.

-
-~

Thus, State assessment provided data which allowed judgements to be méde

»

about the level of need, and identify where assistance was most needed. Policy

initiatives ang resource gllocations were focused on those schools and districts
V4

with the highest needs. .

-

¢ A third question was raised in 1974 and was more complex, but also more
. t *
important than the first tw%wo. It was...what makes some schools more success-

ful than others?

This question, and the corollary to it..:how can we use our knowledge

to make all schools more successful?...sum up the assessment mission which

began over a decade ago.

You see, as we moved through the last decade with Michigan Assessment
\ ‘ »

« there were, and remain now, two overriding beliefs to guide us--

1. All Children Can Learn (a fundamental belief of Benjamin Bloom
and other proponents of "mastery learning'’), and

\\

2. Schools Can and Do Make a Difference.

It is with these two beliefs that we began state assessment, and these
beliefs are the reasons why ‘it Tontinues to be an important part of basic
skills instructional planning_jh Michigan. 3“ Py

Along the way a third belief (suppor;ed by research) was added,

4

. BEducational improvements are best made at the school building level.

And I might add another, pérsonal belief, (one many of you share) '

" Educators - péop}e - in a school, working together, can solve

\3\ educational problems and improve instruction and achievement.
Q - 3 #, '

- ‘
.
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It is this school effectiveness question that I would like to pursue

- with you today, Over the past decade--mostly in the last one-half %f the

decade--much attention has been directed to identifying the characteristics

' £
of schools which lead to success...success defined in many terms, but
: =S ;

AY

primarily in terms of pupil achievement. -
Prior to the 7Q's, researchers, such as Coleman, -1967, tended to explain

school achievement in terms of out-of-school factors (race,-tax base, SES).
; .

The studies of the 1970's were primarily interested in variables and condi-
tions which educators can influence through their behavior--i.e,, alterable

variables' as Benjamin Bloom calls them. He has said:
If we are convinced that a good education is nécessary for all who
live in a modern society, then we must scarch for the alterable
variables which can make a difference in the learning of children
» and adults in or out of school. Such alterable variables will do
/ even more to directly improve the teaching and learning processes
d in the schools: Our basic research task is to further understand
7 how such alterable variables can be used and their consequent effects
7 on students, teachers, and jlearning.* ’

; . 4
Bloom contrasts a view of education in, the past where researchers pur-

f sued "stable or static variables'" ¢.g., status of the family,‘teacher character-
istics, i.Q., length of school day or year) with the more modesn and useful
view where researchers focus on variables which are alterable/either befére
the teaching-learning process takes place,'or as a part of th;.process (e.g.,
time on task, teaching styles and expectations, home environment processes,
and school .entry behaviorss.

It is believed that educators understanding and acting upon alterable
variables can improve the educational enterprise and improve the achievement

’ . &.

of children and youth.

~

* Bloom, Q?njamin, All Our Children Learning, McGraw-Hill, New York. 1980 p. 16

-

6! .
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Thus, sevq;al educational researchers in Michigan and nationallylhavg

] ~ v I .
. addressed the question of what makes a school effective -- e.g.,

o The MDE beginning in 1974, with funding from the state 1egis—‘
lature, conducted an in-depth evaluation of the effectiveness
of compensatory education reading programs and found higher
achievement tended to go with:

- good teacher inservice programs focused on materials
and methodologies used in the school, '

- schools and clagsrooms where well defined learning
goals and objectives were stated, .

- schools in which teachers participated in the goal
setting and school management decisions, (Also there
’ was a-high positive correlation between teacher morale’ . ) \
v ’ and achievement. This is probably iInter-related with *
b involvement in school decision making.)

- programs where para-professionals (if used) were used as

a "second teacher,: i.e., in instructional rather than

clerical roles. ’ g

1
4
— 0 Ron{fﬁﬁond , a native Michigan educator, while a professor at a
Harvard Unjversity identified several schools in Michigan and
the Nbrtheast which had high minority populations, relatively
low SES, and high basic skills achievement. After studying these -
schools, Edmonds concluded that the main contributors ‘to the high .
I ‘ achievement were: ‘ ) ~

>' ] Y .
- the strong leadership of the principal

- the emphasis, in the school, on basic skilla{ and

the attention to léarning tasks - LI
Vv ' ce J
- a climate in the school conducive ‘to learning
(good rapport between teachers and pupils, few '

behavior problems, pleasant environment) ¢

- the broad range of instructional methods used
by teachers ‘

’ - a strong pupil assesément program, and, the usé\of
. the results to report to parents and to plan instruction.

o Wilbur Brookover at Michigan State University conducted two studies;
using MEAP data, in Michigan schools. One was focused on school 7
climate and the other was a study of "improving schools" and 'de-
clining schools" as identified from state as3essment results.
.Brookover in explaining the difference in improving and declining
schools described two kinds of school principals, and two '"mind
sets'" of school staff. &

\‘l ‘ . . . 7 N .
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- In the improving schools he observed the principal to
‘clearly be the instructional leader. The principal made
. * sure there were ‘clear expectations for learning, workeud
with staff and parents to achieve the expectations, observed
teachers, and assisted them in becoming better teachers. In
declining schools the principal tended to be a "laisse faire"
manager. Teachers were left to set their own curriculum
and expectations, and to provide instruction as tHey thought
Vfit——the principal's attitude was, they are professionals

- let them teach. .

- The staff attitude in the improving schools was characterized
+ as--we have problems but as teachers and professionals we are

in control of tHings and can solve the problems. The job will
be demanding but these children can be motivated and can learn.
In the declining schools,staff seemed to have a "woe is me"
attitude. They believed kids to be worse than they u#ed to

. be, parents uncooperative, and the school couldn't do every-
thing. (Liftleiwonder tgat achievement was.declining.) - . .

Therg are several other studies, but these were three very much drawn .

from Michigan schools. 1In addition, Department evaluationsﬂpf ESEA Title I

programs in Michigaﬁ have yielded school effuctiveness information supportive of the
- . - . ' . -~
other studies. Nationally there have been studies by: Michael Kean in

Philadelphia, the Rand Corporation, and, the most outstanding contributions

by Benjamin Bloom at the University of Chicago.

About three years ago,{the Department formed an ad hoc group of locai
and university research and curriculum types to begin to look at the results
~ . .
. of the broad range of the school effectiveness studies, and to critique and
synthesize the findings for application in real s;hool settings. The ad hoc
group was supported by our Department staff,; and the Title I, Technical

Assistaq;e Center. The survey was of emperical studies where achievement was the

criterion, and the predictor variables were factors in control of educators.
T 4 .

There were one hundred eleven such studies reviewed.

o~ A synthesis of the findings from the studies produced eight principles,

or variables, which reoccur in the literature and relate to schopl effective-

ness. Briefly, the eight principles are:




.y

.

1. The more time spent on instruction the greater the achievement gain.

\ 4
Instructional time appears to be ong of the most significant
. . ; X

[ -

variables that relate to achievement: 1In a global sense, time

- refers to the quantity of ichooling—measurqﬂ over intervals of
months, or perhaps a.year. Attendance, of course, is related
to achievement...students must be in school to receive instruction.

Mor? direct evidence fegarding the ortance of time is found in

the numerous studies focusing on Yengaged" time (time on task)...

the productive use of time available. A good approach to prodpc- .

-
N
tive time use is mastery learning. Under mastery learning, students :

\

tdake as much personal timé, and as much instructional time, as
they require to attain a particular criterion. "The Mastery Learn-
ing Model provides-students with opportunities to experience

success before they must move on to a new skill. -

The greater the amount of parental involvement, the greater the achievement.

LY
.

a

Children whose parents exhibit concern for their achievement, and

“ ’ who ‘expect a lot of them, tend to do better in.school. This may

-

be exhibited through direct involvement of parents, either in. &
schools as a para-professional, or through direct instruction-at A J

N home. . .hoth are positivé influences. Of course, interest in

&

school activities mﬁy also Qe expressed'through participation in

parent conferences, review of home work and reports, and discuésions" A\

*

*

o : -
.

< about school. -

Ld N

3. High-expectations on the part of the principal are éssocihted gith
greater achievement.

Principals who have expectations of their students, and who firmly

believe that all their students can master the basic academic

o

) , . - B ‘

9 ‘~:_. ’
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objectiveé, tend to be in sbhoqls thqz;ﬁfelsuccessful, or improving,

’ 13 .
ih terms of achievement. These principals assert their instructional

v »

leaaership By work%ng with staff.td set goals for both teachers and.

sﬁudeqts, and by working'with them for attainment of the, goals.
” ' ¢

Al

'They also eyalua:e achigvement on the éasis.sf th> goals. Principals

< .

may express their commitment in less direct ways, such.as making

teacher inservice opportpnitieé available to staff.
&

4, High teacher expectétions arelassociated with high achievement.

' .
Research has also shown that teacher expectations have a positive
effect on student behavior and learning. Of course, highly related//

is t@g belief, on the part of the teachers, that all have the

=
e !
abiT¥e gb‘succeed (f.e., All Children Can Learn). This expectation

is accompanied by a feeling that they, as teachers, do make a.

difference. . _

4

5. Higher achievement gains are more likely to occur in classrooms
characterized by a high degree of structure, with teachers who are

SUEEOI‘C%FQ. .

‘

Structure is manifested in several ways: 1) structure refers to

goal direction, and the muéual undérstanding of the goals by studéﬁts,

4

parents and teac@ers; 2) by the exfent to which the classroom is

-

organized, efficient, ,and well managed; and lessons are weil plan-
- A \

ned; and 3) by the ‘amount of supervision that takes place in the

-

classroom. Supervisi&h‘is important because it enables the teacher

to ensure that all students. are involved in the classroom activities,
»

and are engaging in on-task behavior as much as possible.
Organizatidén does not mean the teacher is rigid, not humane, caring,

* - ¢
etc. A warm supportive teacher who is able to prov%de supervision

)

Y]

. - 10)
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and clear direction toward the achievem ntA5§S£learly stated

objectives, should produce notable achievément gains for the

-

class. g - !

-
.

6. The use of positive feedback or reinforcement by teachers is
assoclated with greater achievement.

Teachers, who are successful in raising the achievement levels

of students, tgnd to use a higher rate of praise and encourage-

» ©

. ., ment. It is important, however, not to use verbal praise, or

[ . .
other forms of positive reéinforcement, either too much or inappro-

priately; 4.e., non-sincere. For example, if a low-achieving
student is praised for getting two of ten items correct on a test,

the student‘may cqme to feel that it is acceptable to score at that

.

¢ »

level. .

7. ‘The use of tutoring is related to achievement.

Tutoring, whether by adults, older students, or same-age péers,
can be an effective way to bring about better achievement. A

possible explanation is that one-to-one is a superior use of

.

instructional time and produces greater achievement. This would

indicate an interrelatipnship of the variables, time on task and

tutoring. ~ '

>, ]

8. Recitation promotes greater achievement gains, and the use of
factual" questions in class *is associated with greater basic
skills achievement. .

Several studies have found that recitation (generally defined as

a

response by a student) is an effective means of promoting both the

v
.

acquisition and retention of knowledge. There is evidence that
-

the knowledge-acquired, and retained, tends to be that of the

. curriculum content actually "rehearsed" by fhe recitation &uestions,
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‘ : -
i ’ ‘ . .
rather than coa;snt not reheatrsdd. In other'words, it is advisable

to ask questions and elicit responses ahbout any piece of information $

£
'one particularly wishes the stUJEnES to learn. Recitation is effective .
LN - . - . )
whep used by teachers with good managerial sﬁ(lls. .

’

Although/}he results of reiearch on the use of "factual" versus

higher cognitive questions are somewhat mixed, the evidence appears

to be in fAvor of the facdtual variety when basic skills attainment

.

is the desired outcome. A factual question is one which calls for

~

the student merely tokregall verﬁatim, or in his own words, material

previoﬁsly read or taught by the teacher. Higher cognitive questions
l' . ’
require students "to state‘predictiona\ solutions, explanations,

.

evidence, generalizations, interprétations, or opinionms."

These eight principles'are by no means a comp;e%ensive group of factors

which influence achievement iﬁ schools, nor are they guaranteed to pfodhce ¢
better achievement in all‘gases. Many of the principles may seem obvious

and based on common sense~-however--what may appear obvious is not always

_ supportéd by research and/or theory.(/. . .
Thereare factors which tend to influenceJachievement. How they influenée,t

positive or negatiée, depends on how educators (the professionals) apply then.
R 4
In the last analysis, the humans control the environment——research provides

.

information, but it must be applieg to make a difference, The application

A

ca for sophisticated and professional decisions. Many of the principles

»

are felated one to another and probably need to be employed ™ combination.
Staee assessment began in Michigan with, some modest goals of describing
' . v . .
the copditions of Michigan education. It, however, became the catalyst or,

as John Porter called it, "the centerfold for elemengary and gecondary

—,
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R 'education in Michigan.' It stretched people's thinkinggabout,curricula,

- L d

‘oo delivery of services and parent and public reportlng,;and stimulated new
¢ . -

0
s =~

education coaitions to address the needs in educatiéni 4hile we continue
. . f".j oo
» to pupkue better answers to the three question$ abOVe, there i pow a «
. e ..
' . fourth questionr—how can schools best be changed and xﬁproved to produce N

® ’

S ——
more learning? Fhis qgestion is now being ;ddressed and could be the most

.

chailenging one of all. Remember, schools do make a difference, and we can. ., N

+~ mak® schools even more effective. 1 believe the above eight principlesy - .
. , , .

when'applied in a school, can improve the school, so all children will learn

J

. *  even better.




