*

DOCUMENT RESUME

ED 231 775 . SP 022 473

AUTHOR Klausmeier, Herbert J.; And -Others ‘

TITLE Inprovement of Secondary Education-through Research:
< . Five Longitudinal Case Studies.

INSTITUTION Wisconsin Center for Education Research, Madison.

SPONS AGENCY * National Inst..of Education (ED), Washington, DC.
REPORT NO PR-83-12

-

PUB DATE May 83.

CONTRACT . NIE-G~-81-0009

NOTE . 316p. )

PUB TYPE ‘Reports - Research/Technical (143)

EDRS PRICE MF01/PC13 Plus Postage.’

DESCRIPTORS *Academic Achievement; Case Studies; Change

Strategies; Educat1onal Change; Educational
Objectives; Educational Research; Educational
Strategies; *Imptovement Programs; Institutional
Characteristics; Longitudinal Studies; Middle
Schools; *Outcomes of Education; *Program
Development; Program Implementation; *Research
Utilization; Secondary Education; *Student.
Improvement

ABSTRACT i
Two middle schools, one junior high school, and two

senior h1gh schools participated in a study conducted from 1877-81. -
The study project included both development and research activities.

The goal of development activities was for each school to start or

refine adm1n1strat1on-organ12at1on arrangements and improvement

strategies. R&search activities had four main objectives, all related

to the development of the school's improvement capab1l1ty. (1)
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areas from year to year or raise an unsatisfactory level; (2) ’

determine the extent to which each school could 1mplement a research

method and three comprehensive improvement stateg1es, (3) relate

changes oCCurr1ng in student outcomes from yedr to year to three
areas—-planned improvements made annually by each school staff,

planned changes not directed specifically toward selected student

outcomes, and unanticipated events; and (4) generate knowledge

regarding usable and effective improvement strategies and school

structures and processes that facilitate 1mplementat1on of :
1mprovement strateg1es. In this report of the five schools
participating in the research project, in-depth profiles are
presented of each school, with discussion and analysis of
implementation of improvement programs and outcomes. (JD)
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Foreword

&

Résearch was conducted cooperatively with two middle schools, one
jugior high school, and two high schools during the years 1977-78
through 1980-81. The schools are located in three states in a small
town, rural area, two suburban areas, and a large city. The student
enrollment of the five schools combined was approximately 4200 each
year. ’

The main purpose of the research was to determine the extent to
which each school could implement three improvement strategies and
make operational various organizational structures and processes that
facilitate implementation of the strategies. The three improvement
strategies are designated as individual educational programming, indi-
vidual instructional programming, and goal setting. These strategies
and the facilitative structures and protesses are incorponated in a
design for the renewal and improvement of secondary education. A
school that makes progress annually toward attaining desired student
outcomes by implementing the improvement strategies is regarded as
‘having developed its owr improvement capability, /

Each school focused its improvement efforts on raising an un-
desired level of achievement in English, mathematics, and reading, or
maintaining a desired level. Each school for at least one year worked
toward improving the attitudes or the attendance of its students:” —
Three schools gathered data on other student outcomes but did not
direct any effort toward improving them. Each school determined the
norm-referenced and locally constructed achievement tests and the
inventories and questionnaires to administer to all of its students ,
each year. Each school summarized and analyzed its data descriptively
and used the information in planning its improvement activities. The
schools provided the data on. each student to the project so that the
data could be analyzed for all four years. Each school provided three
other kinds of information to the project: planned changes focused on
improving student achievement in English, mathematics, and reading
and, if relevant, attitudes or attendance; nonspecific planned changes
related to other student outeomes; and unanticipated events that
occurred that might have influenced student achievement, attendance,
or attitudes. '

.
~

The project analyzed the achievement data on a cross~sectional
ba analysis of covariance with mental ability the covariate.
This permitted comparing the achievements of groups of students en~
rolled each year in each grade of the school, for example, comparing
the English achievement of the grade 10 students of 1977-78, 1978-79
1979-80, and 1980~81. The changés in studént achievement. from year to
'year were related to the unanticipated events, the nonspecific changes,
and the improvement activities carried out in implementing the improve-
ment strategies. The achievement data wexe also analyzed for the stu-
dents of each longitudinal cohort, that is, the students who entered

xvit .
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. and effeetive for improving education in schools having characteristics

on student achievement. One deterrent to attaining %igher: student ,

_and in educational programs. This occurred as student enrollment

" same level of aBhievement might be interpréted as a positive effect of

the first grade of: the school, took all the tests, and completed the
last grade of the school.

instructional programming strategy, or both during the first two years
of the project but implemented the goal-getting strategy for the first R
time in the third gear, 1979-80. Student achievement typically was

not significantly different in the second year from the first year.
However, the concurrent implementation of the goal-setting strategy

and one or both of the other strategies in the third and fourth years
resulted in raising student achievement significantly in 67 compari~
sons of the last two years with an earlier year, maintaining the same
level of achievement in 69 comparisons, and not maintaining it in

three (all in reading vocabulary in one school). Moreover, in a

number of the nonsignificant comparisons, the students were already
achieving quite high in the third year. Accordingly, implementing
individual educational programming, individual instructional program=~
ming, or both was instrumental in maintaining the same level of achieve-
ment from year to year while goal-setting was necessary for consistently
raising it.  The findings based on the longitudinal data support these

croes- sectional results. .”

\
|
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Each school implemented the educational programming strategy, the ' l

-

“Student attendance aud attitudes became slightly more positive
from year to year when a“schbol set goals to improve them, and they
remained relatively stable when this was not done. When a school
carried out activities only to maintain oy to raise student achieve-
ment, little‘change occurred in student ttitudes and attendance.

Based upon the consi tently positive results, we conclude that
the conceptual design that intorporates, the improvement strategies and
the facilitative organizational structures and processes-provides rele-
vant guidelines for the renewal and improvement of Becondary education.
In this context the design is considered to be validated as both usable

similar to those included in the present, study. . .
"The precediné positive results occurred despite some unantici- .
pated events #n each school that were judged to have negative effects by

achievement in the third and fourth years was a reduction in the staff

decreased quite shaﬁyly in four of the schools. We -should recggnize,
too, that the Nat$ofal Assessment of Educational Progress found that
the academic achievement of students of age 13 and 17 tended to go .
down during’the 197087~ Accordingly, each school's maintaining the

implementing the strategies.

The pyesent, schools applied the improvement strategies to selected
areasyof student achievement and indicated the desired outcomes in
termsan student performances based on standardized or locally con-
structed tests that they were already using in 1977-78. The schools
might have selected other areas for improvement, selected other student




outcomes, and used other measures,of student performance. The design
is not prescriptive in these matters. Rather, éach school makes the
decisions on these and other matters related to educational improvement.

The project analyzed the achievement date>to identify differences
between the mean achievements and the mean gains in achievement of the
boys and girls of each school and among students of four levels of
mental ability. These findings are presented and discussed. Differ-
ences between implementing the present design and acting on the results R
of school effectiveness research are also presented.

A postscript 1is in order inasmuch as two years elapsed between
the last data collection in the schools and the publication of this
monograph. Im 1982-83 all five schools were implementing the goal-
setting strategy and one or both of the other improvement strategies.
They were continuing their organizational structures and processes.

"A statewide secondary school improvement program was started in
Wisconsin in 1981. A Wisconsin Secondary School Improvement Council
was formed to expedite the program. The charter members included the
professional education associations of Wisconsin, including those of
teachers and administrators, the Wisconsin Association of School
Boards, the Wisconsin Department of Public Instruétion, seven teacher
education institutions, and five other organizations directly .con-
cerned with secondary education. Two workshops, based on the design
were corfducted annually for representatives of the Counedl and for
individuals and teams from Wisconsin secondary schools, starting in
1981. 1In August of 1982 the Superintendent of Public Instruction of .
Wisconsin endorsed the design and committed the Department of Public °
Instruction to provide staff for the workshops. &

As of April, 1983, individuals and teams of two to seven persons
from 7 middle schools, 12 junior high schools, and 52 senior high
schools had participated in six workshops. Neither funding nor time
was available for a formal follow-yp of the workshop participants.
However, the results from a.questionnaire‘and telephone calls indi-
cated that many schools were implementing one or more elements of the
design, such as individual educational programming or the goal-setting
strategy. . ‘
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CHAPTER\I

INTRODUCTION
K t 4
Nationwide concern for the betterment of secondary education is

reflected in-the mass media as well as in the reports of various com- °
‘migssions and individuals. The concerns’are with all elements of second-
ary education, including the curriculum, teaching, learning, evaluating,
advising, and the process of improvement itself. Some concerns are with
the education of a particular group of students, such as a language or
ethnic minority, while others include thé entire secondary school popu-
lation.

These widespread concerns derive from a fundamental problem in
secondary education, namely, local schools have not developed their
own improvement capability. The inability to improve their own educa-
tive processes prevails in part because faculty members perceive their
roles only as teachers, advisors, or administrators, not as members of
a professional team working together to improve education in their
school. Other deterrents to the development of an effective imﬁiove—
ment capability by a school are obsolete organization structures and a
lack of research-based improvement strategies. Along with these deter-
rents, changes in the family, the community and society at large result
in demands on education that are increasingly difficult to meet.

The present project was carried out to ascertain the usability and
effectiveness of a design for the improvement of secondary education.
The design incorporates improvement strategies and schoel structures
and processes that facilitate the implementation of the-.strategies.

As a school becomes able to adapt the design 'to achieve desired stu-
dent outcomes, it develops an improvement capability.

The conceptual design was formulated by the first author of this
monograph when the project was in the planning stage. Subsequently,
it was evaluated by the faculties of six middle schools and junior
high schools (Klausemier, T. W., 1978) and in four senior high schools
(Maier, 1978) as indicating desirable means and directions for improv-
ing secondary education. This initial version of the design provided
the substantive framework for developing the improvement capability of
each school participating in the present project and for conducting
" the related validation research with these schools.

Since no precedent for developing an improvement capability was
found, the validation of the design was carried ,out as five intensive
case studies over a period of five years. Two middle schools, a
junior high school, and two senior high schools were selected to par-
ticipate in the study. These schools are located in three states and
in small town, suburban, or large city environments. The student en-
rollment of the schools ranges. from 300 to 1400. Accordingly, the
results of this study regarding improvement strategies and organiza-
tion structures and processes that are common to the five schools

1 -
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should be generalizable to other schools with these characteristics.
As will be discussed more fully in Chapter 2, the primary validation
criterion in all five schools was that the implementation of the stra-
tegies would result in raising an unsatisfactory level of student
achievement from year to year or in maintaining an already high level.

. Since each 8chool’developed its own improvement capability, no
two schools .implemented the improvement strategies in an identical
manner. Similarly, no two schools had identical organization struc-
tures. Therefore, the development of the improvement capability and
the research proceeded somewhat differently in each school. Accord-
ingly, the procedures and results are presented separately for each
school in Chapters 3 through 7, one for each of the five schools.
Chapter 8 presents a summary and discussion pertaining to all five
schools.

This chapter introduces the conceptual design. It is based on an
evaluation and synthesis of the recommendations of national and state
comnissions, the results of research, and input from practitioners and
scholars. “Since 1977, minor changes have been made in the design to
take into account the findings from the present project as-they accumu-
lated from year to year and also recent theory and research related to
- 8chool effectiveness (Edmonds, 1982; Purkey & Smith, 1982). The rela-
tionships between theory and research regarding school effectiveness
and the results of the present research are discussed in Chapter 8.
Looking forward to the discussion, we will see that a school that has
developed its own improvement capability can respond intelligently to
findings from school effectiveness research as well as to any other

. . proposal for educational improvement.

-

" Proposals for the Reform of Secondary, Education*

4
- .

At the time this project was planned, many individuals, commit-
tées, and commissions had given serious attention to improving the
education of American youth. They had tried to identify the problems
of secondary education as well as the causes of the difficulties and
had recommended policies and programs which presumably would eliminate
‘the problems. A synthesis follows of the miajor recommendations of the
panels and commissions of the 1960s and 1970s through 1977 (Browm, -
1973; Coleman, 1974; Gibbons, 1976; Hostrop, 1975; Martin, 1976;

Shane, 1973, '1977; Thomson, 1975; Toffler, 1974; Van Til, 19763 and
Wirtz, 1977):

Schools should personalize and humanize the educative process
rather than continuing the three-track system of college prepara-
tion, general education, and vocational preparation.

"Miltiple paths leading to high school graduation should be made
available to students rather than requiring a certain number of
Carnegie units for graduation and trying to enforce compulsory
school attendance until dge 18,




Progress in learning and credit toward high school graduation
should be based on demonstrated proficiency rather than on the
! amount of time spent attending class. ! . .

D .

Students should be given more opportunity and responsibility for
planning{zpd evaluating their educational programs,-

Greater emphasis should be given to preparing youth for work, for
citizenship, and for their future familial roles.

The educational resources of the csmmunity should be used much
more as a means of promoting experiential “learming, making career
preparation more effective, and foatering adolescent interactions
with children and adults. ‘

Students, teachers, parents, and other citizens should be repre-

sented on school councils and committees that deal with curricu-

lum and instruction, student conduct, school governance, and

other educational matters.

In 1976-77 there was considerable support for most of the preced-=
ing proposals. However, two other recommendations were made that
aroused considerable debate and opposition. ’ ..

- The President's Science Advisory Committee Panel -on Youth (Coleman,
1974) dealt with the period of transition from childhood to adulthood,
roughly fage 14 to 24, A hotly debated recommendation of the Panel was
to provide vouchers enabling students to choose where they will be edu-
cated and when. One means of implementing this recommendation would
allocate tax monies for educational purposes to the parents and stu-
dents rather than to the local school district. The parents would
then transfer the money to the public or private school which they
select. .

-

The National Commission on“the Reform of Secondary Education,
like other groups, ldentified many problems and made related recom-
mendations (Brown, 1973). A recommendation that received widespread
attention was to drop the legal school attendance age to l4. Carrying
out this recommendation presumably would get physically mature stu-
dents into productive work arrangements in the community. They could
return for any desired form of education at any later time. To assure
this, the Commission recommended legislation to guarantee students a
total of 14 years of tuitlon-free education. After the compulsory
eight years, up to age 14, they should be provided an additional six
years of schooling, wherever and at such time,as they decide to take
the additional six years. .

-~

One aim of the preceding national commissﬁbns and panels was to
influence federal and state legislation regarding eflucation. Another
was to influence local education practices as gchool administrators
ahd teachers became aware of the problems and related proposals. A
different and very interesting strategy was followed by the Caljfornia
Commission on the Reform of Intermediate and Secondary Education =
(Newcomber, 1975).
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In 1974 Wilson Riles, Superintendent of Public Instruction of
California, formed the 37-member California Commission for the Reform
of Intermediate and Secondary Education (RISE). This Commission and
its work had several interesting features. Its members included stu-
dents, teachers, counselors, principals, and other school personnel,
and also representatives of organized labor, farm groups, business,
and the professions. All were residents of the state of California.
They believed that their report was highly important. Another feature
was that intermediate as well as high schools were included. This
made .1t possible to take ‘into account the emergence of the middle

. school as an appropriate response to the earlier physical maturation

- _»of the present generation of boys and girls. It also enabled the

Commission to state aims of schooling that imply continuous progress
of students.from the intermediate grades through high school gradua~
tion. Perhaps the most important feature was that the California De-
partment of Education would take responsibility for implementing the
Commission's recommendations. The major recommendations of the Com-
mission folloy. : '

Learners as the Most Important Individuals in the School

Each learnev should be recognized and .accepted as the primary
client to be served by the school, Parents, the community, and the
larger society are secondary clients who will benefit from schools
through the education gained by the learners. As maturing learners
move toward adulthood, they should progressively be able to make more
"educational choices and also tb assume responsibility for those
chgiﬁes.

—

L]

. Progress Dependent on Demonstrated Proficiency

The strengths and weaknesses of each learner should be assessed
and, based on this assessment, each learner should be able to choose
and pursue an instructional program consistent with the assessment and
the learner's choices. When the learner demonstrates that he/she has -
attained the objectives of the dnstructional program, appropriate
credit should be received. The learning activity should not be con~
fined to the essential skills but should encompass attainment of all
of the aims of California education.

A System of Multiple Options in frograms and Learning Styles

A wide variety of choices and options in program and curriculum
content should be available to learners so as to enable them to meet
personal objectives in varied ways according to each learner's own
learning style. The alternatives or options might include schools-
within~a-school, work-study programs, regional occupational training
programs, special interest schools or centers, and departmentalized
traditional programs. The multiple options for learning should allow
the learner to take advantage of such opportunities as learning inde- .
pendently, learning in groups of varying size and composition, and

S 7
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learning in different locations, including the traditional school
setting.

Gaining Skills and Knowledge in.a Variety of Locations

Multiple opportunities are needed to enable students to gain
first-hand experiences by means of study, observation, service,
participation, and work in both the school and the wider community.
Means of evaluation should be developed enabling learners to earn
credit or other recognition through certain types of work situatioms,
participation in community activities, or self-designed independent
activities away from the traditional school setting.

-

Flexibility in Times for Learning = .

-

The hours, days, months, and school year should be flexible, ex-
tensive, and sufficiently varied to accommodate a diversity of inter-
ests, needs, and choices of individual learners. Class scheduling
should be -arranged to allow a learner to move freely from one activity
to another on the basis of demonstrated proficiency. School sites and
facilities should be available and used throughout the year and beyond
the traditional school hours and five days of the week. School attend-
ance requirements should allow a learner to leave the school system
temporarily with the approval of the learner's parents and the schools.
The furloughs should be of flexible duration, of educational value to
the learner, and consistent with the learner's educational needs and

objectives.,

Personalized Instruction

The siz& and setting of the learning group should be based on the
type of learning activity to be condutted. Groupings of learners
should be small enough to offer a psychological and physical atmo-
sphere that promotes the development of the learner's self-worth and
identity within the school and community. All schools with large en-
rollments should be divided into several smaller schools to insure a
more personalized setting. Middle schools particularly should give
special dttention to limiting school size because early adolescents
have unique needs in learning to live and work with one another.

In addition to the preceding recommendations that affect all
aspects of education, the California Commission recommended many
changes in the curriculum in oxder for the learnmer to gain the skills,
competence, knowledge, and values rqujred to function effectively as
an individual and a citizen today and during the last quarter of this

twentieth century. Concerning proficiency in essential skills, the
Commission recommended that each learner should achieve and demon-
strate specified levels of proficiency in the following essential
skills areas:




The communication skills of reading, writing, speaking, and
: listening. '

L]

——

.
Computational skills of addition, subtraction, multiplication,

and division as well as in the use of decimals and percentages
and in the understanding of the systems of measurement.

Ability to maintain a satisfactory level of physical conditioning
and psychomotor coordination consistent with the individual's
‘ identified needs and rate of physical development. Also each
learner should acquire an understanding of the health practices
- that will serve him/her throughout his/her lifetime. '

Scientific and technological literacy, including a basic under-
standing of scientific principles and the ability to apply the
principles to everyday situations.

zpwledge of American government and institutions and an under-
anding of the responsibilities of a citizen in a democratic

society.
A

" The skills needed for positive interaction with others in the
school and with individual groups and institutions within the
larger society. e e -

Minimum levels of proficiency in reading, writing, computation,
and in other essential skill areas as a condition of completing
secondary education and receiving a highcschool diploma.

In additien to the explicit commendations regarding proficiency '
in essential skills, the RISE Commission also made recommendations for
the following:

Social concepts that reflect present and’'future needs of society,
including its economic, political, social, and cultural institu-
tions.

¢
Cooperation, understanding of others, and mutual respect.
Processes of decision making.

Career awareness, exploration, and preparation.

T\ Leisure time.

7 . " Aesthetic experiences.

The Commission did not assume that the preceding recommendations
could be carried out, except as they are accepted by students and par-
ents and by teachers and other school personnel. Also, mere acceptance
of the desirability of the recommendations is not sufficient. Teachers
and other educational workers must be given the opportunity to acquire
new knowledge and skills to perform more effectively. As the school
day is currently organized and as conditions for staff development
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activities are arranged, there is not time opportun&ty, or incentive
for teachers to acquire the kn6éwledge and fkills.

In accordance with this need the Compission recommended that, in
order to gain and strengthen their knowledge and skills, teachers and
other school personnel be provided with greater opportunities to design,
conduct, and participate in a variety of [staff development activities.
A further recommendation was that the staff development programs be de-
signed and administered primarily at the/ local or regional levels so
that they will be respohsible to the individual learners, the staff,
and community needs. Therefore, staff members should assist in ﬂﬁenti—
fying their specific staff development needs, and programs should be
designed to meet these needs. The abilities of individuals on the
school staff should be identified and feleased time provided so that
they may help other staff members improve their instructional techni-
ques., Particularly needed are staff evelopment activities directed
toward arranging more appropriate learning activities for the .individ-
ual student and techniques of evaluatiing student learning and instruc-
tional programs.

Principles of Learning

Many theories' of learning were extafit in the 1970s. Although
there are many possible applications of these theories, a,few princi-
ples that facilitate learning have been identified in many learning
experiments that have been carried out in experimental laboratories
and in school settings (Klausmeipr, 1976). Teachers seem to be aware
of these principles, but school aAnd classroom conditions do not always
permit successful applications gf the principles.

The first principle is thaf the learner dctively engages in the
learning activities during the time allocated for, learning. This
means that the student comes to the class, starts to wopk” immediately,
and continues to work on the ldarning ‘activities until it is time to.
start oﬁher activities. '

The second principle is that the learning activities are of an
appropriate level of difficulffy for the learner; they are neither too
easy nor too difficult. The Jearner does not experience a sense of
accomplishment by completing yery easy tasks and experiences fruystra-
tion after making unsuccessful efforts to perform tasks that are too
advance%wpgﬂ;oqﬂdiffiéultr' —e— .
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A third principle is that the learning session is neither too 1
short nor too long. Too little time means that nothing is learned .
well and accordingly it is not retained from oneé session to the next.-
Too much time results in boredom, even for the highly motivated
"student . . . .
E .. . ‘

A fourth principle involves guidance of the learner. Guidance is

interpreted broadly here to include teacher activities such as;provid-

[}

ing models, confirming correct responses, aiding students in cbrrect-
ing errors, and providing a proper balance of teacher-directed’ and
student-initiated individual, small-group, gnd large-group activities.

Effective applicationcof these principles secure’s maximum learn-—
ing effectiveneds over a short period of time, such as during a class
period. To secure the maximum amount of learning over.longer time
intervals, such as‘during a semester or across a level of schooling,
there must .be continuity in the learning activities. . .7 . 8

B

The conceptual design fo;‘g’! improvem and renewal of secon-
dary education, to be discuss later, end%u es teachers, curriculum
coordinators, and other local school personnel apply the short—-term
principles and also to provide for continuity in learning throughout
the school years. In this regard, one serious learning problem of .the
1970s was that an instructional strategy based on students' mastery of
detailed pérformance objectives did not take into account the first
four principled adequately, and there was @ near total lack of.contin- ° L

uity. No provisions were made for students to integrate, synthesize, -

or relearn; rather, they masteredfdiscrete objectives once and then’

forgot what they had mastered. /

el -

Individual Differences °“// ,

- The preceding principles .apply to students ig general. However,
their applications should take intc account differences among indi-
vidual students. Longitudinal research involving four groups of chil-
dren and youth when in grades 1-3, 4-6, 7-9, and }0-12 indicates that
the difference among the students of the same grade in their level of
cognitive development are exceedingly great and that the difference
increases at the successively higher levels of schooling (Klausmeier &
Allen, 1978; Klausmeier & Associatés, 1979). Moreover, some very ¢
rapidly developing students in grade 3 were found to be.as advanced -
éognitivzlz_as other very slow.developing students. in grade 12,z /, )

K &
\

Cognitivé development as measured in this longitudi tudy includ
understanding of concepts and principles drawn fram’the fields of
English, mathematics, and science, and-the ability to solve problems.

Ar intensive study of six rapid and‘:ix slow developers of grades
6 and 12. participating in this longitudinal study was undertaken (Mize
& Klausmeier, 1977). The main purpose of the study was to identify
conditions related to each student's individual and personal charac- | .
teristics, school and education, dnd home and family that might cone- '
tribute to_tapid or slow cognitive development. The hypothesis was
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. that one pattern of conditions contributed to rapid_deveiopmeut'aﬁd T
another to slow development.
Comprehensive information was'gathered on each of the 12 studeénts
in order to answer the following questions: .
l. Do students of rapid and_slow cognitive development differ in
a. Intellectual abilities?
b. Self-esteem and perceptions of self? -
c. Self-directedness of behavior? :
d. Peer relations? .
e.’ Educational aspirations and life goals? ’
” f. Attitudes toward school and teachers? .
. e g. Rapport with teachers? .
- T h. Attributions of -responsibIlity for adcademic performance?
i Use of leisure time (e.g., television viewing, reading,
interests)?
j. -Home orientation, responsibilities, and perceptions of
4 —’?amily’
2, Do parents and families of students of rapid and slow cogni-
tive development differ in <
v a. Demographic characteristics (e.g., divorce, education,
number of children)? N
b. Family structure and family life (e.g., cohesiveness)? o
c. Attitudes and perceptions of the child?
) d. Attitudes toward children and child rearing?
e. Attitudes toward schdol, teachers, and education?
f. Values, goals, and aspirations for the family and for
their child?
‘ " 3. Do the school programs and educational backgrounds of stu- <
dents of rapid and slow cognitive development differ in
a. Schools attended? .
v ’ b. Courses taken?
. c. thivities pursued?
d. Grades made? -
e. School attendance?
f. The teachers' perceptions of the‘student 8 attitudes
. « toward school and education, achievement motivation,
school behavior, self+esteem and self-perceptions, peer
relations, and values and goals? (Mize & Klausmeier,

1977’ po3) £

Tests, structured interviews with the students, their parents,
and teachers, and examination of school records were employed to
secure information regarding the preceding items. This information
was evaluated and synthesized, first for each student, and then for
the ‘'rapid and slow developers. . The judgment as to whether a certain
condition was or was not associated with rapid and slow development ig#

' presented in Table 1.1,

K

Eight of the 31 variables given in Table 1.1 were judged not to
be useful for différentiating rapid and slow developers at either ~
grade level.” Fourteen were Jjudged to differentiate between rapid and
slow dedglopers at both grades. Nine variables discriminated between

3
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Table 1.1. Variables Associated with Rapid and Slow Cognitive Development:a

Variables Sixth Grade Twelfth Grade
Self
IQ Score o Yes Yes
Self-Esteem “Yes Yes
Internalized Responsibility for Learning No No
Attitudes toward School Yes Yes
Attitudes toward Curriculum Yes Yes
Achievement Motivation Yes - Yes
Self-Directedness of Behavior Yes Yed
Peer Relations Ll No Yes
T Attitudés toward Parents-Home No Yes
School/education .
Absenteeism Yes YeS¢'
Grades (A-F) Yes Yes'
Curriculum (Courses Taken) No Yes
School Involvement-~Activities No Yes
Extracurricular Activities:
TV No Yes
Reading ’ Yes T Yes
Sports No No
Hobbies b »  Yes Yes
School Structure No No
Classroom Structure No No
Home~School Interaction : No Yes
Rapport with Teachers No Yes
Home/family -
Demographic:
Socioeconomic Status of Parents Yes Yes
. Marital Status of Parents No ‘No
Number of Children in Family No No
Parental Attitudes toward School~Education Yes Yes
Parental Expectations for Child . Yes Yes
Parental Involvement with Child No ~ Yes
Parental Supervision-Control of Child No Yes
Intellectual Climate of Home * Yes Yes
Child's Home Responsibilities No No
Parental Child-Rearing Attitudes - * No No

#Based on Mize and Klausmeier, 1977, p. 220.

bThe rapid and slow developers in each grade group went to the same
schools and also had ;heir instruction in the same or similar classroom
arrangements.,

.
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the two developmental extremes at grade 12, but not at grade 6. This
difference between the students in grades 6 and 12 appeared tp be
interpretable as follows. The self-concept, school~education, and
home~family variables differentially associated with rapid and slow
cognitive develdpment in grade 12 had become more stable and also more
sharply differentiated than they were in grade 6. The grade 6 stu-
dents were still developing cognitively and socially and some of their
gself-school~education, and home-family attitudes and behaviors were
not yet crystallized and integrated. . For example, grade 6 students
whose school achievements were relatively low and whose rate of cogni-
tive development was slow nevertheless demonstrated peer relationships,
attitudes toward parents and home, involvement in school activities,
rapport with teachers, and other variables shown in Table 1.1 similar
to those of the rapid developers. '

The contributions of the various variables to rapid and slow cog-
nitive development of the grade 12 students may be summarized. The
rapid developers have above-average IQ scores and good school achieve-
ment as represented by high grades. They have a low rate of school
absenteeism and pursue an academic curriculum in high school. They.
enjoy reading and manifest strong achievement motivation, self-esteem, -
and positive attftudes toward school, education, and teachers. They
actively engage in school activities and hold positive attitudes to-
ward parents, family, and home, and their social skills with peers and
adults are good. More often than not they come from upper-middle or
middle-class homes characterized by & good intellectual climate. . Their
parents have completed high school and possibly some college, have high
aspirations and expectations for their child, hold positive attitudes
toward school and education, and are concerned and actively interested
in their child's school, teachers, and curriculum.

Slow developers, in contrast, have average or below.average IQ
scores and make low grades in school. They have a high rate of school
abgenteeism and pursue nonacademic subjects in high school. “They are
not interested in reading but depend on television for information and
sedentdry recreation. They have low self-esteem, low motivation for
learning, and negative attitudes toward school, education, and teachers.
They do not engage in -extracurricular school activities régularly.
They have less positive attitudes toward family and home and have poor
social skills and peer relations. Slow developers are more likely to
come from a lower-middle~-class home with an impoverished intellectual
climate and parents who did not complete high school. The parents or
guardians have low expectations for their child, show little involve-
ment with the child, express negative attitudes toward school and
education, and exhibit little understanding of or interest in their
child's school, teachers, and curriculum,

It should be pointed out that the slow developers ldentified in °
this study in grade 12 undoubtedly represent the high end of the range

" of slow developers at the high school level. These seniors were all

sufficiently successful to complete four years of high school and re-.
ceive a diploma. Other students who dropped out of school beforé .
their senior year were not available for inclusion in the study.
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Many of the conditions associgted‘%ith slow development are prob-
ably preventable if changes can be made in the hope and family situa- .
tion, in the school curriculum and instruction o the child, and in
the relations among teachers, parents, and the student. Moreover, con-
ditions such as absenteeism, lack of interest in reading, low self- .
esféem, low achievement and negative attitudes toward school, teachers,
and the curriculum must be changed if'the student is-to achieve reasonz,
ably‘well. Personalizing the instruction and advising of students and
arranging a more suitable educational program for each student are two
possible means of aiding the slow developer, as well as other students.
These and other ideas derived from the longitudinal research, as well
as from other research on individual differefices, were taken into

account in formulating the design for the improvement of secondary. .-
citeeevere——education. e .
- A Conceptual Design for the Improvement

of Secondary Edugétion

Some of the prior recommendations, the preceding and other research
on learning and individual differences, as-well as research on instruc-
tion and adolescent development, were used by the first author in 1977
in formulating a design for th® improvement of secondary education. At
that time, calls were being heard for better discipline, more structure,
and higher achievement in secondary school8 than is implied in the pre-
ceding recommendations. Newmann and Behar (1982) report that this trend
continued in later recommendations. The present design reflects the need
to promote the intellectual development of the student. C

After the design was reviewed by scholars and practitioners, doctoral
studies were carried out at the middle school level (Klausmeier, 1978)
and at the high school level (Maier, 1978) to validate the objectives as
indicating desirable directions for improving secondary education. Thesé
studies indicated that teachers, counselors, and administrators across
the nation believe that implementing the design would yield improvement
of secondary schooling. -

o The design ‘indicates 10 -components of secondary schools, one for
each major component of a functioning secondary school. For each com-
ponent there is a comprehensive objective. The.l0 comprehensive ob- T
Jectives indicate desirable directions for the improvement and renewal ,
of secondary education. The enabling objectives for each comprehensive
objective provide illustrative means of achieving the comprehensive
objective,” The 10 comprehensive objectives and the enabling objec-
tives for Component 1 of the design, Educational Programming for the,
Individual Student, follow. {k

’ !
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Educational Programming for the Individual Student

Comprehensive Objective: (Part I)

An individual educational program of course:work and other activities
is arranged for each student each semester that satisfies the stu-
dent's developmental needs and characteristics and that also meets
district and state requirements.

.

% “

-

Illustrative Enabling Objectivesf

-

Each student's individual educational program which includes all
courses and other activities:

1.1 1Is planned each semester or year by the student and the student 8
advisor.

1.2 Takes into account the student's aptitudes for learning different
" subject matters, interests, motivation, learning styles, career -
goals, and other personal and social characteristics.

- 1.3 Provides for experiential learning, including-work experience in
the community, for students who will benefit. from it.,

1.4 1Is monitored cooperatively by tbe student and the student's ad-
visor throughout the semester.

‘1.5 1Is changed as‘necessar} during the semester to assure high qual-
ity education for the student. -

»

Comprehensive Objective: (Part II)

An individual instructional program is arranged for the student ‘in
-each course and other activity that is part of the studeént's total
educational program that takes into .account the student's aptitudes,
interests, motivation, learning styles, career goals, and other per-—
sonal and social characteristics.

Illustrative Enabling Objectives:

The instructional program of the student:

1.6 1Is planned by the student and the teacher of the course at the’
beginning of the course.

-

RN

1'I‘he complete set of comprehensive and enabling objectives is given in
Appendix A.




1.7 1Includes course and unit objectives that are appropriate for the
student in terms of the student's aptitude, entering achievement
level,~and career goals.

. '

1.8 Provides an appropriate amount of time in class, during school
hours, or outside school hours to suit the student!s rate of
achieving his/her objectives in the course.

1.9 Provides for appropriate individual attention by the teacher to
take into account the student's motivation and other personal
* characteristics. -

1.10 Provides for an appropriaté dmount of teacher-directeéd Individual,
pair,- smatl-group, and large-group activity to take into account
the student's need for independence and preferences for mode of
instruction.

‘ \
1.11 Provides for an appropriate amount of student-initiated individual,
pair, small-group, and large-group activity to take into account
the student's need for independence and preferences for mode of
instruction.

1.12 Provides for appropriate use of printed materials, audio-visual
" materials, and direct experiencing to take into account' the stu-
dent 8 preferred modes of learning--visual, auditory, tactual, or
kinesthetic. ~ .\_

Planning an appropriatg\gducational program for each student and
monitoring the student's progness requires a school person to have a
conference at least three times per semester with each student. Accord-
ingly, there must be many counselors in the school to meet, with the
students or each teacher must serve asean educational advisor to 15 to
25 students to plan their programs-and to monitor and evaluate their
progress. ) ‘

-

Providing an appropriate instructional program for each student
in each course requires both teacher-directed and student-ihitiated
activities to be arranged to take into account the differing educa-
tional needs and characteristics of students. Similarly, individual,
small-group, and whole-class activities must be matched to the indi-
vidual student's learning caBability for the particular subject matter,
learning styles, and other characteristics. Neither all téacher-
directed whole-class instruction nor all individual assignments and
activities can possibly provide for the educational needs of all stu-

dentsi . ’
. - 4

Curricular Arrangements

The curriculum is structured to meet state and district requirements
but it can be adapted by the school and individual teachers to take
into account the differing educational needs of students. -~

[ »

-
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Three sets of changing conditions point to the importance of a - \
comprehensive but flexible curriculum. Local, state, and federal |
agencies are making ever-increasing demands and regulations related to
career education, competency testing, minority students, female stu-
dents, handicapped student®, economically disadvantaged students,
bilingual students, gifted students, and others. Adults' perceptions
of the developmental needs and the rights and responsibilities of
students are changing, and the students' own perceptions regarding
these matters are evolving also. Knowledge in all subject fields B
continues to accrue rapidly. r The school's curriculum attempts to take
into account these and other,.societal conditions so that an excellent
individual educational program can be arranged for each student.

“

,

Experiential Learning and Career Education <

Career education is arranged for all students; experiential-learning
activities and/or work experiences in the community are arranged for NQK
each student who can profit from them. (Senior high school students,

more than middle school.students, require work experience and partici-

pation ih community activities.) .
7.,

The demands on the sdﬁbol for an effective program of career
awareness, exploration, and preparation and also for citizenship edu-
cation are increasing. Career education necessarily includes work
experience for some students. ' 7

!

Closely related to this, many career and other educational exper="
iences can be provided away from the school site. Most of, our local
communities have many potential opportunities for work and other educa-
tive experiences in which adolescents may participate with adults and
also with younger children. Furthermore, many students are able to
travel and study anywhere in Our entire nation as well as in foreign
countries ‘as part of their community learning activities.

Student Decision-Making Arrangements

-

Students progressively assume more responsibility for planning, imple-
menting, and evaluating their programs and activities with a lesser
amount of adult direction and control.

Boys and girls in the United States mature physically about two ,
years earlier than did their grandparents who weré born at the turn of
the 20th century, the time at which the grade 7-9 junior high school
was started to meet the unique needs of this age group. Although they
are maturing faster, the age at which they become economically indepen~
dent is delayed increasingly; and in recent decades there has been a
great increase in juvenile delinquency, crippling accidents, violent
crimes, alcoholism, and venereal disease among modern youth of middle
. school and high school age. Despite the conditions, we should not |
infer that students are incapable of governing themselves as individ~
uals ©or in small groups. However, it is equally fallacious to assume
that all of them will become socially conscious, self-governing citi-
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zens without wise guidance and without observing the traditions and
codified regulations that are needed to govern our adult society.
Rules and regulations and means of enforcing them, as well as a stu~
dent bill of rights, are required.

Starting in the early school years, boys and girls should have
many opportunities for working individually and in smalk ‘groups in
their classes. As they progress into-middle school, they should
assume increasing responsibility for making important decisions about
their own education and other matters. The high school must provide
them opportunities to share decision making and planning with other

students and with adults as a means of preparing them for their adult i«

A

/

familial and citizenship roles. Throughout this developmental pro-
gression, the students need fuse guidance.

Evaluating Student“Learninggand Educational Programs

The individual student's progress toward attaining his/her course ob-
-jectives, the student's instructiondl program in each course, the stu-
dent's total educational program, and the school's total educational
program are evaluated systematically and the results of the evaluation
are used in improving the educative processes of the school.
\»Teachers uge a variety of measurement tools and devices to assess
their students' athievements effectively. Rarely, however, has the
student's total.educational program for a semester, a year, or for an
entire level of schooling such as the senior high school been evalu-
ated. One of the problems here is that the criteria have not.been
identified by which to evaluate the student's performances in various.
courses and other activities. Whether a student attains course objec—~
tives is not a sufficient criterion; the appropriateness of‘the program
objectives and the instructional materiglé/jnd activities for the stu-
dent also must be evaluated. . -

In recent years, many designs have been formulated for evaluating
educational programs for groups of students, particularly programs
that are federally funded. Generally, the designs call for evaluation
directly related to the program objectives. Although designs are avail-
able and federally funded programs are evaluated, local schools rarely

*“take the initiative for evaluating their own programs, Yet, annual

evaluation by the staff of the local school is essential for guiding
its own improvement efforts. In recent years, many innovative schools
that have not gathered evaluation information systematically ha¥e been
forced to abandon ‘some of their excellent programs.

Administrative Arrangements

©

The school's administrative arrangements provide for cooperative plan-
ning and shared decision making by the persons responsible for imple-
menting the plans and decisions that are made, mainly administrators,
counselors, teachers, and students.
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Decision-making groups that include administrators, teachers,
counselors, and, in some instances, students and parents are formed to
enable persons to participate in formulating the programs and plans
that they are responsible for carrying out. Areas of shared decision
making include aims and philosophy, curriculum, instruction including
its evaluation aspects, and student advisory arrangements. The pri-
mary outcome of these administrative arrangements is that students,
teachers, and counselors work enthusiastically to implement programs
and plans that they help formulate. Other outcomes include favorable
student attitudes, community involvement and support, high staff
morale, and high work satisfactiqn.

Oﬁﬁanization for Ingtruction and Student Advising

The faculty and students are organized into groups so that an effec-
tive educational program is arranged for the individual student each
semester and advising is personalized.

Organizing students and teachers into smaller units makes it pos-
sible to provide an excellent individual educational program for each
student and to personalize and humanize the instructional and advising
processes. A team of teachers having the same students for a consider-
able period of time during the day permits much flexibility in using
time, materials, and space to arrange the best possible instruction
for the students in the subject or sidbjects taught by the team of
teachers., en each teacher of the academic team also serves as an
advisor to g:me of the students, the teacher advisor is aware of the
progress -and problems that the advisees are experiencing in the’ classes
of all the team members. Furthermore, clese and continuing contact is

established between the.gdyisor and the parénts’of the advisee.

Home~School-Community Relations c

’

Bffective comdunication and cooperative educational efforts between
the school and the community are carried out as part of a program of
home-school~community relations.

- We are all aware of the rapidly changing conditions in our neigh-
borhoods and in family living. In general it may be more difficult
now than before to initiate ‘and maintain communications and other de-
sired relationships with the local community, but it is also impera-
tive to do so. As one example, high quality career education is im-
possible fgi’many students except as they participate in community
activities: . ' ‘

The traditional family of father, mother, and one to four chil-
dren 1living in the same home may no longer be the prevalent family
unit. The new patterns in family and home life will probably continue
and the school will be called upon to provide more effective commu-
nication and interaction between the parent(s) or guardian(s) of stu-
dents and their teachers. Parent(s) or guardian(s) should participate
at least once each semester in educational planning ¥ith the student

-
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and the teacher advisor. In a corollary fashion, the teacher advisor

. should be able to meet with any parent or guardian to discuss the

education of the student.

3

Internal and External Support Arrangements

The environment for learning and instruction in the school and for
work and other educative experiences in the community is enriched
through the intellectual, technical, and material support provided by
school and school district groups, and by external agencies, such as
the state education agency, intermediate agencies, teacher-ediication
institutions; and professional associations.
. — o

Adfiinistrative and organizational arrangements in the school and
school district of the kind outlined earlier in this section are neces-
sary for creating a desirable learning environment throughout the '
school. These arrangements require internal support by the principal
in arranging class schedules and work loads of groups of teachers so
that they can meet together at regularly scheduled times during their
working hours. Adequate spaces must be found for their meetings.
Counselors, too, can support teachers in serving as educational advi~
sors to students. Many other kinds of support in terms of providing
assistance to teachers are required of the principal. )

The role of the district office, the state education agency,
teacher education institutions, and professional associations require
reappraisal with respect to how they can contribute to an excellent
learning and teaching environment in the schools. The educational
talent exists in our schools and external educational agencies for
creating and maintaining good secondary schools. The working rela-
tionships between local schools and the external agencies need redi-~
rection and improvement.

4

Continuing Research and Development

Student learning and personality development, instruction, advising,
administrativé arrangements, and other educational processes become
better understood and are improved through continuous research and
development conducted by school personnel and cooperating individuals
and agencies.

One problem associated with educational research today is that
many researchers use tle students and the school faculty as objects of
theoretical research in which they are interested rather than conduct-
ing cooperative research’ with the schools to identify and help solve
critical problems that the cooperating schools are
related unresolved problem is for researchers to get“potedtially use-
ful results of educational research into forms that stddents and
teachers can use. These continuing problems suggest that any major
renewal and improvement effort will require the local school staff to
develop a capability for carrying out its own research and also to
participate in cooperative problem~solving research with external

36




. . J \

19

agencies that are interested in identifying and solving current
problems with the local schools. )

This 10~component design provided the conceptual framework for
conducting the research and development reported in this monograph.
Accordingly, the improvement strategies worked out with the schools
for raising student dchievement in English;  mathematics, and reading
involved (a) arranging an appropriate educational program of academic
work and other educational activities for each student, (b) arranging
an appropriate instructional program for each student enrolled in each
academic course, and (c) annually setting goals to maintain or to

raise the achievement of individual students and ‘composite groups of
students, such as all the students of a grade. Thé&Be strategies ate
explained more fully in Chapter 2. Another feature of the project was
for each school either to establish an educational improvement commit-
tee composed of the principal and representative teachers and counselors
to plan its research and improvement activities or to assign these re-—
sponsibilities to an existing committee. Changes related to other com-

ponents of the design were also made in order to implement the improve-
ment strategies.




CHAPTER 2 g .

PURPOSES AND PROCEDURES

’
A conceptual design for the improvement of secohdary education

_..was presented in Chapter 1. This design-provided-the substantive. ——— - — .

framework for conducting the cooperative research with the participat-
ing schools. The design implies that each school is a unique social
organization, Accordingly, no two schools have identical organization
structures or carry out identical improvement processes although there
may be much similarity among schools. This view regarding the unique

nature of schools is reflected in the purposes and the procedures that
follow. \ ‘

1& /3:/

- Two other points should be made before congidering the pdrpbées
and procedures. First, the goal of the project was for each schodl to
develop a permanent improvement capability. This called for each
school to use procedures during the project that it woulq continue
after the project ended. * Accordingly, the data gathered and the im~

provement activities varied among the schools. They were not pre-
scribed by the project director.

Secbnd, each school collected and analyzed data on student out-
comes annually and used this information in planning its improvement
activities. After the last data collection, the project analyzed the
same data on student outcomes and other information that was supplied
by each school.' Thus, the schools and the project had different pur

poses for analyzing the data and, accordingly, used different tech-
niques.

Participating Schools .

)

Two middle schools, one junior high school, and two senior high
schools participated in the research. These schools were part of a
network of innovative secondary schools that were asgociated with the
Wisconsin Center for Education Research. They were selected from the
larger network population on the basis of
medium, and large schools of rural, suburban, and urban communities,’

—_ r
) The teachers and students of each -school were already organized
into small groups in 1976~77, and each school was trying to provide
effective instruction in &ach of the academic subject fields. A com-
" plete description of each school as it was ‘functioning in 1977-78, as
well as an indication of the changes that were made each year ‘there-
after, are provided in Chapters 3 through 7. There is one. chapter for

each of the five schools. Accordingly, only a brief sketch of each .

school is given here.,

. - «
Fd . 1]
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being representative of smdll,
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Steuben Middle Sthool is an inner city school of Milwaukee,
Wisconsin. - Apout halff of the student population black and about
half is whit Gradéd 6 was being phased out during the project and
the grade 6 enrdllment dropped from 92 in 1977-78 'to 36 in 1980-81.
The total enrollment/ in grades 7 and 8 was 751 in 1977~78 and 874 in

1980-81. .

-

ional School of Cedarburg, Wisconsin, is a subur-
redominantly white population. The student enroll-

, and 8 was 761 in 1977-78 and 712 in 1980<81. About
udents were enrolled in each ,grade.

Webster Trans
ban school with a
) ment in grades 6,
S - - equal numbers of
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Junior High School of Mundelein, I1linois, has soue
of both a rural and a suburban school. Its student
t has only grades 7 and 8. The enrollment in the two
as 380 in 1977-78 and 322 in 1979-80. Data were not
school in 1980-81 because the school changed its i
battery that year. - ’

Carl Sandbur
of the propertie
body is white.
grades combined
gathered in thi

. achievement tes

- Hood Rive Val;qy High School,;bed River{ Oregon, has the charac-
teristics of a/rural, small-town school. A small percentage of its
students are Oriental and the remainder ¥re white. The-total enroll-

... ment was 785 in 1977-78 and 607 in 1980-81. ;
A\

\
Cedarburg High School of Cedarburg, Wisconsin, is a suburban

school with 4 student body that is predominantly white. The total
enrollment ip grades 9, 10, 11, and 12 was 1,376 in 1977-78 and 1,214

in 1980-81.

r-city high school pf‘Milwaukee.was selected in 1976~77 as
a sixth school. The research plan was to have two large city schools,
one at each the middle school and high school level, two suburban

. schools, and two small-town, rural schools. The large city high '

' school of Milwaukee opened in the fall of 1977-78 in a new building.
However, Ats enrollment and teaching staff did not stabilize until two
years later in 1979-80. Accordingly, no information on student out-
comes cofild be collected during the first two years, and the decision
was madé not to include it in the present study. Despite the, loss of
thig school, the conclusions drawn in Chapter 8 regarding the ‘improve-
ment strategiés and the school-organization structures that facilitated
the impItmentation of..the strategies are considered &s generalizable

to thd two levels of schooling and to the three kinds of settings.

I ! »

Time Schedule

t i .
.

e project extended for six years. ‘The main activities of the
chools and the project follow: . .

1976~77: The project director formulated a conceptualsdesign for the

Y 4 {mprovement and renewal of secondary education and, based on
the design, completed plans for cooperative longitudinal
improvement-oriented research with the five schools.

.
+ - '
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1977-78: The-préject director and,the school staffs»planned"ie/fe~
) search activitikes and the related improvemeéiit strategies.
S The schools collected baseline data on all the students
enrolled in their schools.
. -
/ 1978-79: Each school summarized.and analyzed the 1977-78 data; based .
) on the results, each school planned and implemented minor
improvement activities in the second semester of 1978-79; .,
"each school collected the second year data., The research

team provided consultation and assistance regarding the ’ .
. analysis and interpretatidm of the data and regarding the
planning and implementation of the rel improvement
) activities. — et o
\ = ' . ' } /
1979-80: The cycle of activities of 1978-79 was repeated, except that - J
' major improvement activitieajgere planned and implemented. «
1980-81: The cycle of activities of 1979-80 was repeated, and the -
. i lagt data on student outcomes were colleeted by 5/81.
1481 82 ~§he research team analyzed all datg collected by the &
’ chools.
e w . \ \
. . < N
! . "~ " Purposes of the Research
This pqroj% included both development and research activities.
The goal of the development was for each school to start or refine
- administration-organization arrangements and improvement strategies
. that would'enable it to attain desired student outcomes. This is re-
* ferred to as the gevelepment of the school's improvement capability.
p ] »

The research had four main objectives, all related to the develop- .
ment of a school s improvement capability. One was for each school. to
maintain a‘satisfactory level of student achievement in selected areas

‘s from year to year and to raise an unsatisfactory level. This was the
" primary purpose of the schools.. In all five schools, English, mathe-
matics, and reading were selected 'as areas of improvement in accord-
ance with the purposes for which .the rgsearch was funded. 8

*

Information related 'to other areas of student performance was col-

' lected. However, the’ activities of the projegt and the schools were .
. not directed systematically toward maintaining or raising student per-

\ formances in these areas. The other areas included other subjects in
two schools...In all five schools, information regarding student atti-

. tudes toward school was ected, and information regarding student
self-concepts was obtainkd one school. Attendance information was

gathered in all five schdols. |

.

T\‘\\\\ A second purpdse of the research was tq determine the extent to
t . which each school could implement a research method and three compre-g
hensive improvement strategies work®d out by each school and the pro-

-
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ject director. Most of the planned improvement activities of each
school were related to these improvement strategiles,

. A third-ﬁﬁrpose of the research was to relate the changes that

occurred in student outcomes from year to year to the planned improve-
ments that were made annually by each school staff, to planned changes
that were not directed specifically toward the selected student out- -
comes, and to unanticipated events that occurred and that may have
influenced the selected student outcomes. Based on these relations
ghips, the effgcts of the improvement activities on student gutcomes
were inferred. To achieve this objective, each school reported its
annual planned activities and the unanticipated events to the project-
as well as the information regarding student outcomes.

The fourth purpose was to generate urgently needed knowledge,

. first, regarding usable and effective improvement strategies and,
second, regarding school-organization structures and.processes at the
secondary school.level that facilitate the implementation of the im-
provement strategies. In this regard, a comprehensive search of the
literature was conducted. It showed that, despite the many recorfimen-
dations for improving secondary education, no project of this scope
had been carried out in which schools had developed and implemented
improvement strategies on a schoolwide basis and had then determined
the effectiveness of the strategies. It should be noted that the im-
provement strategie¢s employed by the schools, as well as the facili-
tative organization structures and processes, are based on the _concep-
tual design that was described in Chapter 1.

-
. -

In addition to the preceding purposes, the project had two other
objectives. One was to ascertain how the quarters of each grade of
each school in mentgl ability achieved. The schoolswgsed this infor-
mation on an annual basis to ascertain whether their educational pro-
cesses were equally effective with the’students of all quarters in men-
tal ability. Another objective was to determine the achievement pat-
_terns of the boys and the girls of each grade of each school. This
informatiof was used by the project to extend knowledge regarding sex
differences in achievement from grades 7 through'l2 and also sex differ-
ences in gains in sghievement from-grades 7 through 12.

It was hypothesized that implementing the improvement strategies
would have two main effects on educational achievement in each school,
provided there were not offsetting unanticipated events that produced
a negative effect on. the s8lected outcomes. The' hypothesized effects
were: -

The mean edu€ational achievement of the students of the same

grade of a later.year would be as high as, or higher than, the

mean of the students of the same grade of each earlier year,

e.g., grade, 7 of 1978-79 vg. grade 7 of 1977-78, the baseline

year, takiné in¥o account differences between the students of

the successive.grades in mental ability. )

The mean educational achievement of each later longitudinal group
of students that entered the first grade of the school and com~
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pleted the last grade would be as high as, or higher than, the
mean of the first longitudinal cohort.

No predictions were formulated with respect to student attitudes
or,attendance. However, student attitude and attendance were not ex-
pected to fall as a result of the improvement activities.

-

Research Method

The research method used in this project is now examined from the
standpoint of how the participating schools proceeded annually in
th collection, analysis, and use of the data on student outcomes
aﬂngég the project proceeded in analyzing the data on each student at
_ the of the project. Only an overview is given of the research
method. The detailed information regarding the tests used in each school
are @resented in Chapters 3 through 7. '

Ll

' Data Collection and Analysis by the Schools

The information on the students of each grade was gathered by each
school at 12-month’intervals for four years. Each school gathered in-
formation on all the students regarding educational achievement and
attitudes. Each school also had a mental ability score for most of
its students. The particular information that was gathered regarding '
achievement, mental ability, and attitudes was determined by each
school. No two schools used identical tests and inventories. Rather,
the particular tests and inventories already being used by the school
in one or more grades were administered to the students of all grades.

"‘ 3 "

The achievement and mental ability information for ‘each gradédéor'
the first year, the baseline year, and for each successive year there-
after was summarized by each gchool in this manner. The mental ability
score for the students of eags\grade was obtaified. The students of
each grade were divided into quarters based on their mental ability
scores. The mean, or average, mental ability score of each quarter of
each grade was computed. Then the mean mental ability score was changed
to an equivalent percentile rank. Next, the educational achievement
test score of each student in each subject was recorded The mean
achievement for each quarter was computed and converted to an equival-
ent percentile rank. These data for each grade were tabled annually
by the school. .

The tabled information was interpreted by each school staff. The
results of this interpretation weresused in assessing the effective-
ness of the school and classroom processes of the current year and in
planning improvements for groups of students for the ensuing year.

Percentile rank and mean were the only statistical terqs used by
the local school staffs in their analysis of the quantitatiyve informa-
tion. These terms were readily understood. It was also r latively
easy for each staff to observe the extent to which the different
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quarters of -the class in mental ability were achieving above .or below
their ability in any given subject. This information, when supported .
by teacher judgment, enabled the gtaff to decide If their curricular
and instructional arrangements were equally effective for all fi ur .
quarters of the class in mental ability. Inferences:also were a@ily
drawn as to whether achievement was higher or lower comparatively in
the different subject fields. The school staff was able tofﬁse this

or quar-
ters of the same class and for the entire class.’ l
In addition to the preceding information, the school had (for .
most of the individual students) a mental ability score, an achieve-
ment profile, and other information. This enabled the school to iden-
tify the individual students who had achieved above or below ability
in a subject and to arrange a more appropriate instructional program
for! the student. Special attention was given to students who were
achieving considerably below ability in English, reading, or mathema-
tics. .

The project prowided assistance to each school in formulating the
preceding research mephod during a planning period and also later in
implementing all aspects of it. More assistance was given to the
schools in the first two years of the project than in the last two
years.

”

-

Data Analysis by the Project

Each school provided its summary tables to the project each year.
The project reviewed this information and made suggestions to the
school regarding educatidnal improvements to be made. Rach schdol
also provided test scores and other information for each student. The
project used the individual student's scores in the final data analy-
sis that was carried out after the last data collection by the schools
in May of 198l. This information was analyzed in the following manner.

The mean, or average, achievement of the students of each grade
each successive year in each subject field was compared with the mean
achievement of the students of the same grade in preceding years, in-
cluding the baseline year, 1977-78. This is called the cross—-sectional
analysis. For example, the achievements of four successive grade 7
classes of Steuben Middle School were compared to ascertain how the

"achievements of each later grade 7 class compared with the achieve-
ments of each earlier grade 7 class, and especially the baseline class
of 1977-78. The statistical significance of the difference among the
means was determined using analysis of covariance, with mental ability
the covariate. Analysis of covariance was used in order to take into
account differences among the successive classes in mental’ability.
When a difference significant at or beyond the .05 level was found
among the grades, a post-hoc comparison was made of the difference
between the means of each pair of grades. Differences significant at
or beyond the .05 level between males and females were also determined
in the cross—-sectional analysis.
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Some students of each school entered the first grade of the school

.in a particular year, took all the tests, and continued through the

last grade of the school. This group of students is called a longitud-
inal cohort. The achievements of each longitudinal cohort were analyzed
by repeated measures analysis of vdriance in order to ascertain the main
effects pertaining to quarter in mental ability, sex, and gain in achieve-
ment, This enabled the project to ascertain whether the level of achieve-
ment and the gain in achievement were significantly different for the
various quarters in mental ability and also for males or females. The
achievements of-two or more longitudinal cohorts of the same school were
compared, using analysis of covariance with mental ability the covariate,
in order to take into account the differences between the cohorts in
mental ability. 1In this analysis, diffierences in the level of achieve-
ment and the gain in achievement between the cohorts and between the

boys and girls were identified. Differences among the quarters in men~
tal ability could not be determined since mental ability was used as

the covariate., Post-hoc comparisons were made of differences that were
found to be significant at or. beyond the .05 level.

Each school provided information to the project regarding the
planned improvements in English, mathematics, and reading that it made
each year for groups of students, planned changes that were made each
year but that were not focused on these three subject fields, and un-
anticipated events that occurred each year that may have influeneed
student achievement positively or negatively. The projeet director
related these changes and events to the changes that occurred in stu-
dent achievement from year to year. Each school reviewed the ‘report
of these relationships, as well as the complete report of the school's
research and improvement activities, that appear in Chaptérs 3 tHrough
7. Any discrepancies that were found were corrected by the research
team, and mutual agreement was reached regarding the relationships
that are reported in Chapters 3 through 7.

Nature of Inferences Drawn .* ' g

Inferences were drawn as to whether the planned improvements and
the nonfocused changes and unanticipated events that occurred each
year had a positive effect, a negative effect, or no effect (neutral)
on student achievement. Significantly higher mean achievement by the
students of a later year who experienced planned improvements that the
students of an earlier year did not experience was interpreted as a posi-
tive effect of the planned improvements. In cases where unanticipated
events having a negative effect occurred during the same year as the
planned improvements, it was recognized that the achievement might have
been even higher. Significantly lower mean achievement by the students
of a later class that experienced the planned improvements was treated
as a negative effect. However, unanticipated events that had a tive
effect that might have outweighed the effect of the planned improve-
ments were identified. A nonsignificant difference between the 'mean
achievement of a later class that experienced planned improvements and
an earlier class that did not was treated as a neutral effect. Here
the planned improvements did not produce the higher achievement, or
else there wgre unanticipated events with negative effects equal to

™
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the positive effects of the planned improvements. A nonsignificant
difference between a later class that experienced the same planned
improvements as the immédiately prior class was also treated as
neutral. For example, the third grade 10 class of a school achieved
significantly higher than either of the first two grade 10 classes.
The fourth grade 10 class also achieved significantly higher than the
first two classes but not significantly higher than the third class.
This significantly higher mean achievement by the fourth.grade 10
class compared with the first two classes was treated as a positive
effect, while the nonsignificantly different mean achievement by the
fourth grade 10 class compared with the third class was interpreted
as neutral. In this regard, the achievement of the fourth grade 10
class should have been evaluated as a positive effect if the achieve-
ment of the third grade 10 class was already as high as could be ex~
pected. However, no criterion was established for determining when
achievement reached this level. ’

An explanation is in order regarding the interpretation of the
longitudinal data. The first longitudinal cohort of a school was
regarded as the baseline cohort in the same manner as Wil the first
crosg-sectional grade. The later cohqQrt experienced more planned im-
provements ‘than each earlier cohort. Accordingly, the mean achieve~-
ment of each later cohort, averaged across all grades, was expected to
Be higher than that of the baseline colmart. Even though the mean
achievement of the later cohort was expected to be higher because it
experienced more planned improvements, it was not possible to relate
the specific improvements and other events of any one year or semester
to the averaged mean achievement of two successive cohorts. To illus-
trate, the first grade 10-11-12 longitudinal cohort experienced a
particular set of plannéd improvements and other changes when the
students were in each grade. The students of the second cohort
experienced similar planned improvements during two of their grades,
but not necessarily the identical ones. Moreover, these improvements
were carried out one year later for the second cohort. In addition,
both cohorts for two of their years in school experienced the same
unanticipated events and other schoolwide nonfocused planned changes.
Thus, only if the mean of a later cohort exceeded that of an earlier
cohort could any conclusion be drawn concerning the cumulative effects
of all of the changes and events on each cohort's achievement. -

A second considﬁragion regarding the longitudinal cohorts is that
the number of longitudinal students of each grade was considerably
fewer than the number of cross-sectional students of each grade. This
occurred because”all the longitudinal students were included in the
cross-sectional grades but many cross-sectional students Jwere not part
of a longitudinal cohort. Accordingly, the cross-sectional students
are more representative of the entire student population of the school
than are the longitudinal students. For this reason, as well as the
difficulty in relating the planned improvements and other changes to
the average achievement of the successive longitudinal cohorts, the
results pertaining to the longitudinal cohorts are interpreted as
being supportive or not supportive of the cross-sectional results.

-




Let us now consider the gains in achievement. No attempt was
de to relate either the gains made by each cohort or the comparative
ains made by the successive cohorts to the planned improvements and. -
;ther events. As was indicated earlier, the effects of the planned
improvements and the common unanticipated events experienced by two
!successive cohorts could not be sorted out reliably.. Moreover, the

. students of the first longitudinal cohort had not experienced any

planned improvements when tested the first time, but they had experi-
enced some improvements when tested the next time. On the other hand,
the students of a later cohort had already experienced planned improve-
ments when tested the first time and then continued to experience
planned improvements in the later grade or grades. Accordingly, the
students of the first cohort were expected to gain as much or more

than the second one from the first time of testing to a later time.

! Although the gains made by tﬁ/,longitudinal groups were not.re~-
lated to the planned improvements and other changes, three important
questions concerning gains were addressed. Did the students of each
longitudinal cohort gain significantly from one time of testing to the
next? Answering this question aided,the schools in interpreting the
effects of the total educative process, including the curriculum con-
tent of each grade. A second question was direeted toward ascertaining
whether the mean gains of the boys and the girls were alike or differ-
ent. Here the purpose was to ascertain the total effects of the educa-
tive process on boys and girls, not to sort out the possible differen-
tial effects of (the planned improvements on the achievements of the boys
and the girls each year. No school deliberately carried out improvement
activities that were directed more toward one sex than the other, and

it was assumed that the combined effects of the planned improvements

and other events would be the sade for the boys and the girls. A final
concern was whether the quarters in mental ability of each cohort gained
equally. Here also the effects on the tofal educative process on each
quarter, including the planned improvements and other changes, were of
interest. Although cause-and-ef?ﬁ?b\reiationships were not inferred

for sex dnd level of mental ability, the results regarding sex differ-
ences in gains in achievement in English, mathematics, and reading

from grade 7 through grade 12 as well as the results for the four men-
tal ability levels are of high interest in their own right. These re-
sults are summarized in Chapter 8,

It is appropriate to review the nature of the cause-and-effect
inferences that were drawn, based on the cross-sectional analyses of
the achievements of the successive grades. The research was carried
out in vivo, not as a controlled experiment. Accordingly, there were
no randomly-drawn sets of control groups of students in each school
each year that did not experience the planned improvements, the non—
focused planned changes, and the unanticipated events. The closest
approximation to sets of control groups of students were the students
of each grade of each school in the first year of the study, the base~
line year. ‘'These baseline~year students did not experience the planned
improvements and the nonfocused planned changes and the unanticipated
events that the later classes did. However, these are not randomly
drawn control groups of students. Accordingly, the cause-and-effect
inferences are more tentative than is the case in a controlled experi~
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ment in which only one independent variable is manipulated and all
other variables are controlled, Taking this into account, the authors
exercised much caution in their interpretations, and a considerable
number of changes in student achievement -from year to year, as well as
nonsignificant differences, .are reported as not being accounted for.

Before proceeding to the description of the improvement strate--
gies employed in the.schools, wé may pause to consider how the massive
amount of quantitative information was summarized and where it it re~
ported. Tables were prepared that report descriptive information, in-,
cluding the mean score.on each test and the standard deviation, for
each total cross-sectional group and each total longitudinal group of
students of each school, as well as for the boys, girls, and quarters .
in mental ability separately. Other tables were prepared that give
the results of the tests of significance that were performed.

Summary tables were prepared, based on the preceding tables, that .
indicate whether a difference of interest, e.g., among four successive
grade 7 classes in achievement, was or was not statistically signifi-
cant at or beyond the .05.level. The summary tables also report the re-
sults of the post-~hoc tests that were performed when a difference among °
three or more groups was significant, The relevant summary tables for
each school are presented in Chapters 3 through 7 that follow.

! Some other tables were prepared containing information that was

not summarized in a chapter table but that is referred to in a chap-

ter. All of the tables that-.report descriptive information and the

tests of significance are reported in a publication of the Wisconsin ,
Center for Educatiom Research (Klausmeier, Serlin, & Zindler, 1982).

These tables were put in the Center publication to make this monograph

more readable and to reduce its cost. The list of tables appearing in

the Center publication is given in Appendix B of this monograph.

Improvement Strategies —

9

Three closely related strategies were worked out with the schools.
These strategies involved use of the test data, as well as other in-~
formation regarding the student, including teacher judgment. ‘Asg we .
shall see later in Chapters 3 through 7, not all three strategles were ’ '
. fully implemented in all the schools. One strategy was to arrange an Cor
appropriate educational program of course work and other educational
activities for the individual student each semester that satisfied
N the student's educational needs and that also met district and state
requirements. The main concern here was to assure that the student
had appropriate courses in which to enroll and enrolled in them. A -
second strategy was to arrange an appropriate instructional program .
for each student enrolled in each course, taking into account the stu- )
dent's -aptitudes, achievements, career goals, learning styles, and
) other attributes. The third strategy involved raising the achievement
- of either the total group of students of each grade or part of the stu-
dents of a grade, such as a particular quarter in mental ability.




—their various courses. The“staff of each school participating in the

Inddvidual Educational Programming Strategy

The strategy for arranging an appropriate educational program for
each student has three main steps:

1. In a conference with each continuing student and each incoming
student and with the student' s parents, develop an educational
plan with the student for the forthcoming semester or year.

2. Implement the plan and monitor the student's progress related to
each element of his or her program.

3. Evaluate the student's semester program in terms of the appropri- <
ateness and value of the program to the student.

As an example of this, in Hood River Valley High School, each
student's entering grade 10 program was worked out when the student
was in the junior high school in grade 9. The planning conference in-
volved the student, a senior high school counselor, and the student's
parents. In the conference, a major field of study and related grade
10 courses were identified by the student and the counselor. Upon
enrollment in grade 10, a senior high school teacher advisor advised
the student regarding the courses and monitored the student's progress.

Individual Instruétional Programming Strategy

An appropriate instructional program must be arranged for each .
student in each course in order for the student to have an effective
total educational program. The nature of the student's instructional
program varies from one course to another depending upon the pattern
of instruction followed in the particular courses. Four different
patterns of instruction are possible and the school selects a partic-
ular pattern to follow in each course. The patterns are described
briefly and then the model that was employed by the schools in plan-
ning and implementing each student 8 instructional program is out~
lined.

& ¥ N
Patterns for arranging individual instructional programs, Each
student's instructional program in any given course is related to.
whether or not all thi€ learning outcomes of the course_are required of
all the students and whether or not the criterion for achieving the
outcomes is mastery. Based on these two considerations, four patterns
of instructional programs may be arranged for individual students in

regearch was already using one or more of these patterns in their

courses in English, mathematics, and reading in 1977-78. More com-—.

plete information regarding the patterns in the different schools is

provided <in Chapters 3 through 7 in the descriptions of the schools as.

of 1977 78. .

1. Common outcomes, mastery criterion. In this pattérn évery indi-

vidual student's program in a given course includes the same com~
3 mon outcomes as every other student's. Also, every student is

-)\‘/ -
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required to achieve the outcomes to a mastery criterion. Differ- ,
ences in the rates at which students master the units of the
course Or curricular area are taken into account in three ways.
First, some students complete more units than other students
during the same time period, such as a semester. Second, all
students complete the same number of units during the semester,
but_they spend different amounts of time-during the semesterim~ - — -
completing the units. Third, all students complete the same
number of units during the semester, but they engage in different
amounts of in-depth and in-breadth enrichment .activity. This pat-
tern, with some students completing more units than others, was
followed more than other patterns in all courses in English, math-
ematics, and reading at Hood River Valley High School.

2. Common outcomes, variable attainment. In this pattern every stu~-
dent's instructional program includes the same outcomes. Howevers
the students attain the outcomes to a level of achievement judged
by the teacher to be adequate for each student. Therefore, any
student proceeds to the next unit of instruction in the sequence
if the teacher judges the student's achievement to be adequate.
Rapid learners may complete more units than slow learners during a )
given time period, but usually they complete the same number of
units and engage in enrichment activities. Slower learners typi-
cally proceed through the units according-to the same time-sche--
dule as other students, but master fewer outcomes. Some teachers
at Steuben Middle School followed this pattern. O

3. Variable outcomg$, mastery criterion. When this pattern is follgwed,
not all the students' instructional programs include the same set
of required outcomes. Any given student's program may*possibly
have outcomes different from those of every other student. Typical-
ly, however, there is a core of required outcomes to be mastered by
every student and there are also some variable or elective objectives
suited to each student. The outcomes included in each stydent's pro-
gram must be achieved to a predetermined mastery level. is pattérn e
was implemented in the English and mathematics courses required for
graduation at Cedarburg High School and in courses in English, mathe-
matics,- and reading at Carl Sandburg Junior High School and Webster
Transitional School. Some teachers at Steuben Middle School also
used it.

$

4, Variable outcomes, variable attainment. In this pattern, as in
pattern 3, not all students' programs include the same outcomes
and mastery of the unit outcomes is not required of any students.
This pattern is followed when students are assigned responsibility
for deciding what they will learn, when they will complete the

- ,work, and how well they will achieve. This pattern was employed
in some elective courses in English and mathematics in grades 11
s - and 12 at Cedarburg High School.

L d

. The instructional programming process. A model for arranging an
instructional program for the individual student has been formulated
by Klausmeier (1977). Each school participating in the research was
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following this model to some extent in 1977-78 and to a greater extent
each year thereafter.

1. Pre-assess each student's entering achievement level, learning
styles, and motivational pattern. Assessing the entering achieve-
ment level of the students is necessary when first arranging in-
struction to take into account the readiness of each student to
learn. It is not necessary after the students have completed a
first unit of instruction, since the information from the preced-
ing unit serves this purpose. Ordinarily, onlwx achievement test-
ing 18 done before instruction begins“as part of the preassess-
ment., Learning styles, motivation, and other characteristics of
the students are identified from records, or by the teacher after '
instruction begins.

2, Set goals with each student based on the assessment. The goals
that the student sets are based upon the course objectives. The
objectives that the student has not yet achieved to a desired
level are included in the student's goals and are used in develop-
ing the instructional plan of the.student.

3., Plan and, implement an instructional program in the course to en-
able the student to achieve the goals/objectives. This step ap-
plies when an attémpt is made in the course to take into account
the student's expected rate of achieving the objectives, learning
styles, motivation, and other characteristics. The teacher pro-
ceeds differently with different students, as is indicated with a
few examples. First, more time for learning is given to the slower
than the faster students to achieve the same goal/objective. Second,
a self-motivated student is given less teacher attention and direc-
tion thantheunmotivated--one.—Third, students who—do not learm -
from studying alone spend more time in pairs or in small groups
interacting with other students. Fourth, the use of printed mater-
ials, audio-visual materials, and direct experiencing is varied to
accommodate the different learning styles and interests of the stu-
dents. Fifth, space and related equipment, such as the classroom,
the instructional materials center, and the laboratory, are used
differently for students in terms of their learning goals, inter~
ests, and conduct. Sixth, the amount ofttime spent by each stu-
dent in teacher-directed individual, pair, small-group, and large-
group activity is varied. Similarly, variations are made in terms
of student-initiated activities. A combination of individual _
student actiwity, small-group activity, teacher-led small-group
instruction, and teacher-led whole-class instruction appears to be
necessary in most courses. Also, students, require a considerable
amount of teacher explanation, guidance, and monitoring when ab-
stract concepts and principles are introduced.

4, Assess each student's learning progfess and achievement of goals/
objectives. This kind of assessment is essential for every unit
and course. It is done during the course or unit to assure stu-
dent progress in learning, and alsd\at the end of each unit and
course to determine students' achievement of their goals/objec- .

tives.
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5. If the goals/objectives are achieved to the desired level, the
student proceeds to the next unit. If the goals are not attained,
the teacher determines why and takes other actions that are appro-

. priate. This step is necessary only when the student must meet a
specified criterion to move to the next unit or the -next ‘course.
When the specified criterion is mastery, the actionskthat are.
taken with early achievers and late achievers depend upon the pat-
tern of instructiopal programming that is being followed in the
particular course and scpool, as described earlier in this,chapterd

The preceding ideas regarding individual educational programs and
related individual instructional programs may be clarified by examin-
* 1ing the characteristics of two middle school students of Steuben Middle
School and their instructional programs in English, mathematics, and
reading. The same four academic courses in English, mathematics, read-
’ ing, and social studies were completed by both students. They also had
courses in physical education and the allied arts. The classes had an
allocated time of 48 minutes per day, 5 days per week, for an 18-week
gsemester. Information is provided regarding the content studied and
the types of instructional strategies and kinds of materials that were
used in three courses, namely, English, developmerital reading, and
mathematics. This detailed information regarding two students is pro-—
vided to show how the teachers took into account the characteristics
of the two students in arranging their individual instructional pro~-

grams. ,

Brad's Characteristics

. Brad is in grade 8 and is 14 years old. His percentile ranks on a re- .
- T "~ cent standardized educational achievement test were 84 in read--
ing, 86 in language, and 99 in mathematics. Brad is motivated by

, 8ood grades and achieves at an above-average level in all of his

classes.

Brad is prouJ of being a newspaper carrier, is interested in sports,
and likes working with various types of elettronic equipment. He
maintains an awareness of current social, political, and economic
problems. Brad plans to go to college after high school gradua-
tion but is uncerta®n about any particular career.

Related to learning styles, Brad can ignore most noises in the clads~
rooms or labs when studying, prefers dim or shaded light, prefers
to feel cool rather than warm, and stiidies best at a desk or sit-
ting on a hard chair. He regards his classes as interesting and
important. A Brad finishes nearly all the things that he starts,

v thinks that it is important to do things as well as he can, and
prefers classes where he selects most of the materials and activ~
ities and there are few directions. He learns best alone and
likes to learn in several different ways rather than by any
single method, Brad likes something to eat or drink when he _
studies, and he studies best in the afternoon. He likes to sit
in the same place through most of the class period and likes to
do things the .way most other people do them.

’ -,
Q . : 534_

&




{ . :

4

]

Brad's Educational Program, lst semester,;grade 8.

Subject:. English . .

* «~Content Studied: .

Composition: Emphasis on the development of thesis statements in

, composition.
Literature: Study of the novel for plot, theme, and character
g development.
Spellfng improvement.
Creative dramatics: Write and produce an original play with a
small group.
Proportion to nearest one-tenth in each instructional mode: indi-
vidual .6, pair or small group .2, whole class .2.
Proportional use of instructional materials to nearest one-tenth:
books .8, newspapers and magazines .1, films and filmstrips .l. .- o=
Alternative Activities in English: )
o Brad was assigned to the language arts/reading lab for 3 weeks

instead of this English class. In the lab he studied Greek and
Roman nature myths, with an emphasis on vocabulary, comprehension
skills, and compositionfgkifls. The instructional modes were
individual .4, pair or small group .3, and whole class .3. The
use of instructional materials was books .4, films and film-
strips .2, records and cassettes .2, and teacher-prepared mate-

rials .2.
Subject: Developmental Reading
- / o~ 1
Content. Studied: . i
Introduction to vocabulary skills with focus on content clues and |
word origins.
Development of comprehension skills with emphasis on main idéas,
detail, inference, and conclusions.
Development of gtory understanding with emphdsis on plot, charac~
ter development, conflict, and climax as developed in short
stories.
Instructional Mode Proport s individual .5, pair or.small group .5. e

p .
Instructional Materials Proportions: books .8, newspapers and maga-
zines .2. ’

[}
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Aiternative Reading Activities:
For 3 of the 18 weeks, Brad was assigned to the advanEEd_reading
lab instead of ‘this developmental reading class. In the lab Brad
focused on vocabulary improvement, including study of  techniques
to understand new words by using prefixes, suffixes, roots, con- °

“ text clues, and word origins. The instructional modes 'were indi-

3

~ vidual .6, pair or small group .l, whole class .3. The instruc-
- tional materials usage was books .3 and teacher-prepared materials .7.

)

| Subject: lMgthematics RS
Content Studied: . . Co-

»

«+ Brad work -independently in two commercial math programs titled .
Key to Algebra and Key to Geometry. In algebra he completed .
basic concepts through the factoring of polynomials. In geemetry
he worked op definition of geometri¢ shapes and procedures for
construction of each shape. .

’.
Instructional Mode Proportions: indivddual .8, whole class- .2.

Alternative Mathematics Activities: . )

T - ) .
Brad attended the math lab one day during each of the three six~
weelr periods to participate in enrichment activities relating to
algebra and geometry. 1In addition to this lab and the regular
class Brad worked independently in math. On the locally-developed
math competency test administered in September Brad scored 91%.
A conference with the math lab teacher determined that the missed
problems resulted mainly from calculation errors, not from a lack
of concept understanding. The outcome of the conferences with
the math lab teacher and unit math teacher was that Brad tdek .
programmed algebra and geometry courses which are.used anly by
the highest level math students.:

Lucy's Characteristics

3

Lucy is 13 years old and is in grade 8. On a standardized educational
achievement test, she scored at the 34th percentile in’ reading,

the 30th in language, and the 30th in mathematics. She has a
moderately low level of conceptual development and low motivation

to achieve in”her academic subjects; but her motivation and achieve-
ment are high in both artistic and physical endeavors.

- Lucy expresses her attitudes and opinions regarding films, clothing

materials, and styles in a sophisticated, mature.way. Her pri-
mary interests, as shown during the school day, in aftew-school
activities, and outside of scheol are in artistic, gymnastic, <and
modérn dance activities.

v ~ .
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Lucy cannot study in a noisy environment. She prefers bright light .
for studying, warmth rather than cqolness, -and she studies. best -
lounging Mn an informal arrangement. “She: regards academic R .' )
classes as not very interesting of important but feels that jart.: - "
and” physical education are great. Lucy voluntarily finj.shes O‘H.J;’]*" R
the things in which she is. interested “thinks it- is all- zighc to LI

. do just’'enough to get by, and ‘prefers classes *where she is’ 3:.0’1;‘ N
exactly what to do. = She learns-academic subject: mgbter best;a th “

B a friend or two and prefers to" learn visually, tactua Ys ,&1‘@, )
kinesthetically. She likes-something to Jnibble on n ptudyjng,

] She studies best in the morning and prefers to move. aJ:Q\md duritfg
the class period. Lucy prefers to do things h*sr oW '&iay,‘ K

> s . R I ? '“

Lucy s Educationa® Program, lst semester, grade 8.‘\". N ':":

) SubJect: English . » S 3 "'-'-'“"(; . o

Content Studied® ' T e v ", 2EA R
- - ' AT --T- o o o
) - COmpositfion t_echniq ss ° Emphasis op develbpment of basic sen- .,.fq": L
. *  tence patterns and paragraph format. ) ,., L
[ R , . ( R - Ve . uy . ) - . B ‘,’ "~. N

L)
2 3EA ]

Basic literature:* Using ma:Lnly short snorieng leam how charae- A )
' ters are-developed by the spthor. . “,'* i ‘ j‘ e IR

RN .
., .:', PRy

Creative dramatics: Write and produse an’ origiﬁal shoz:t play ;'1' '
with a small group of gtudents. e

1 . . S .

. . . s. . X , "
-~ ¥ B
- e ot

Instructional Mode Proportions: individual .,lq, pair or smalI gronr& 7,

. whole class .2. o T e SRR
Ir;;E\n?ktional Materials Usage: ~books D newspapers" and 'ﬁxggazines’ .3;. T ‘” "
- Alternative activities: None, . P I ‘ )
. .
~ Subject: Reading : . - . T

Content S’tu ed: 4 ¥ ’ ) . P R ; -,»t-:

- » - . . .. . "’
: ' Vocabulary skills with emphasis on context clues. ™. —_—
. - Comprehension skills with emphasis on main idea and ‘detail, . . . !
» * Short stories.with focus on plot and charac’ters. . . ‘. )

. e * 1 ’ ’ ’ ' N
“ Instructional Méde Proportions: individual .5, pair or ' small group .5. y .

Inst/mctional Materials Usage: books .8, newspapers and “maéAZines W2,
- S . . ) .
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Subject: Mathematics .

Content Studied:
e T—— kY
Measurement: Use of ruler to nearest 1/16 inch. A
Review of four basic mathematics functions with whole numbers. S
Introduction to four basic functions using integers.
Use of tables in mathematics to solve problems,

Introduction to comparing, reducing, and factoring“fractions,

’ , Instructional Mode Proportions: individual .5, pair or small group .3,
whole class .2, .

‘" Instructional Materials Usage: books .7, learning packages and
commercial kits ,3,

Alternative activities:

. Spent one day during each three six-week period in the mathematics
lab. Used manipulative materials to reinforce concepté\grom math
class. N .

~

Goal-getting St?htegx

Implementing individual edﬁcational'programming and individual
instructional programming effectively should lead to high student
achievement and other favorable outcomes. However, these strategies
alone do not yield satisfactory student outcomes under certain circum-
stances. For example, if the school does not offer appropriate courses,

: if appropriate materials aresifot™available, or if an appropriate pat- «
tern of instruction ‘cannot be implemented, desired outcomes may not
occur. The goal-setting strategy was worked out to deal with condi~

tions such as these and includes the following steps.
. a

- During a planning period, select the areas for improvement, the
student groups to be involved, and the information gathering -

tools and procedures,

¥ 4 During the first year &f implementing the strategy, gather, pro~'
cess, and summarize the information regarding each selected area .
of interest for each group of students.

Based upon the analysis og the first-year data, set goals in each
subject and any other program area of intefest for each continu-
ing group of students and for each incoming group. Develop and
implement plans-for achieving the goals. (The setting of goals
for an incoming group of students necessarily takes into account
possible differences between it and the continuing group in apti~
tuqu, entering achievement levels, or both.)

Gather, process, and summarize the second~-year information, and
use the results to assess the extent to which each group attained
the goals get for 1it.

Qo - 5555 ;
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Assess the improvement activities and the curricular and $nstruc-
tional arrangements pertaining to the goals in terms of effective-
ness, appropriateness, and value. . .
Continue the data gathering, goal setting, and improvement activ-
ities each year, making refinements in the improvement processes, 3
curriculum, and instructional processes. ‘

The first step of this strategy was completed with all the schools
by the end of the first semester of 1977-78, and achievement test infor-
mation was gathered on all the students in 1977-78. In Webster Transi-
tional School and Cedarburg High School most of the achievement test-
ing was done is September (Webster) or October (Cedarburg High School).
The earliest summary information was available to the school staffs in
September (Webster) and the latest in January .(Cedarburg High School)..

In the three schools that did spring testing--Steuben Middle
School, Carl Sandburg Junior High School, and Hood River Valley High
School--the first achievement test data were not summarized until the
summer or early fall of 1978. 1In the first gemester of 1978-79,
teachers of these schools examined the summary tables. With this time
schedule for data analysis and interpretation, only minor improvements
could be planned and implemented in the gtcond semester of 1978-79.

Goal setting and the related planning of improvements based on
the summary data were not carried out systematically in any of the
five schools until 1979-80. Thus, if this improvement strategy was
effective in raising achievement and the other two strategies that
were being partially or totally implemented were not, the achievements
the classes of 1979-80 and 1980-81 were expected to be substantially
higher than those of the earlier classes of 1977-78 and 1978-79.

The 1979-80 goals and the related improvement plans in reading,
mathematics, and English for the grade 10 class of Hood River Valley : -
High School illustrate how this strategy was carried out in this
school. Notice~that goals were set for each quarter of the grade 10

. class in mental ability and that changes in the instructional arrange—
ments and the curriculum were required to achieve the goals. -
0

Curricular ' V!
Area Grade Goal Planned Changes
Reading 10 Each of the four quarters During 1979-80 one teacher
’ in mental ability will have from eacly of the nine sub-
a reading achievement per- ject areas will partici-
ctentile as high as, or +  pate in a reading project
higher than, the mental with the staff from the
ability.percentile of the . Wisconsin R&D Center. The
) quarter. goal is to implement a
’ schoolwide reading improve-
' ment program.
Math 10 Each of the four quarters The school curriculum

in mental ability will committee will recommend
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Curricular
Area Grade ’ Goal Planned Changes
have a mathematics achieve~ additional requirements in
ment percentile as high as, math, particularly for the
or higher than, the mental top two quarters.
ability percentile of the ’
quarter.
English 10 Each of the four quarters A 10th grade English cur—~
in mental ability will have riculum revision will
S an English achievement per- require all 10th graders
centile as high as, or - to participate in a five
higher than, the mental unit sequence of grammar
ability percentile of the review and composition.

3

quarter. Since English is
lower than math and reading
for the past two years, a
. second goal will be to
bring the English scores
for all quarters up to a
level comparable with math |
and reading. ;

Roles of the Project Staff .

This cooperative research project was unique with respect to the
continuing cooperation involved between the schools and the project
over a period of six years. A brief summary of the role of each school
and a more complete account of the role of the progect staff follows to
make clear the nature of the cooperative effort.

Many ideas regarding the research method and improvement strate-~
gies originated with the schools during the planning period and were
synthesized by the project director. The principal and other members
of each school staff worked with the project staff in adapting and
implementing the research method. Each school assumed complete ini-
tiative and responsibility for planning and implementing its improve-
ment activities, -

Each school paid for its tests and the scoring of the tests. It
also prepared the annual summary tables. The schools supplied the sum—
mary tables to the project annually.

Each school provided the information that was necessary to under—
stand its programs and activities as of 1977-78, and each school re-
viewed the project's description of its school as it was functioning
in 1977-78. Each school also provided an account of the planned
changes and the unanticipated events that occurred each year after
1977-78. Each schoél reviewed the final report regarding its activ-
ities and results.

*
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The role of the project staff was mainly consultative and facili-
tative. The project director (the first author of this_monograph) was
responsible for the direction of the project, from the initial devel~
opment of the research proposal in 1976-77 through the final proofing
of this manuscript#® No person other than the first author's secretary

~was with the pro}e{t' throughout this time interval. Moreover, the
staff was not large at any time. The main’ responsibility of members
of the research staff were as*follows:

Herbert J. Klausmeier, professor, director of project, 15%,
1977-1982 (in addition, 50% released time from teaching
supported by a chaired professorship).

John Daresh, project associate, 60%, assistance to the local
schools in their annual data collection and 'data analysis,
6/78-12/80.

Louise Middendorf,, graduate student and project assistant, assis-
tance to the project director, 25%, 1/78-8/79.

Daniel Probst, graduate student and project assistant, assistance
to the project associate and project director, 50%, 8/79-1/82.

Ronald Serlin, prdéezsor, supervision of final statistical analysis
of data and review and editing of manuscript, 5%, 9/81-8/82.

Monica Zindler, graduate student and project assistant, 50%, data
analysis, table preparation, and proofreading, 8/80-8/82.

Thomas S. Sipple, project specialist, hourly, preparing tables
and- proofreading, 3/82-3/83.

Secretarial staff equivalent to .8 FTE:

s i

Arlene Knudsen 1/77-8/82
Janet Lindow 10/77-6/79
Julie Bixby 3/79-11/80
Donna Mlsna 2/81-8/82

In addition to the research activities, a staff development program
consisting of printed materials, 10 filmstrips, and .9 school-experiences
audiocassettes was developed and evaluated during the period. 1978-79
through 1980-81 (Klausmeier, 1982). Other staff members not included
in the prior listing were involved with the project director in develop-~
ing these materials.

-The size of the project research staff permitted only two to four
site visits to be made to each school during 1977-78 and 1978-79 and
one or two during the last two years. The site visits were used mainly
to clarify aspects of the data collection, data analysis, data interpre-
tation, data transmission, and the improvement strategies and the re-~
~£§;ed improvement activities.

gy
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Two meetings of the principals and other staff members of the five
schools were held in Madison during the first two years and one during
each of the last two years to plan and assess progress. In addition,
individual principals came to Madison occasionally. There were fre-
quent telephone calls and a considerable amount of correspondence by
mail. . o !

With respect to the information on student outcomes, the project
director recommended that measures be obtained annually related to
English, mathematics, reading, and attitudes, and that attendance in-
formation be provided to.the project. The project aided each school
in tabling its information the first year and in interpreting the
tabled information. The project director recommended arranging each
class into quarters in mental ability, inasmuch as the schools were
already securing mental ability scores on the students, and the cor-
relation between mental ability and achievement in English, mathema~
tics, and reading is high.

<4

Related to the improvement strategies, the project director recom-
mended to each school .that it refine its 1977-78 procedures for arrang-
ing individual instructional programs for the students enrolled in each
course by giving more consideration to individual student's mental abil-
ity and achievement test scores. Another suggestion was that the indi-
" vidual educational programming strategy should either be started or re-
fined in the various schools and that the goal—setting strategy should
be started in all the schools, Finally, each school was advised to
change any of its organization structures and processes described ear-
lier in Chapter 1, e.g., advising, evaluation, curriculum, as necessary
to implement the preceding strategies.




) CHAPTER 3

STEUBEN MIDDLE SCHOOL

-

Cooperative improvement-oriented research was carried out with
Steuben Middle School during the years 1977-78 through 1980-81. The
objectives of this research were indicated earlier in Chapter 2. The
achievement areas selected for attention at Steuben were reading, lan-
guage, spelling, and mathematics. Changes in student attitudes and .
self-concepts were also studied.

The administrative arrangement employed at Steuben to plan, moni-
tor, and implement its research and improvement activities was an In-
structional Improvement Committee formed in 1977-78. This included
the principal, curriculum coordinator, and at least one teacher from
each of its seven Instruction and Advisory Units. Resource personnel .
from the central office were called on as needed. All of the teachers
of the academic subjects and the students were organized into Instruc-
tional and Advisory Units (I & A Units) consisting of four academic
teachers and 120 students. Each team of four academic teachers had
its students for a block of time each, day and provided the instruction
and most of the advising to the students during this time.

Let us now turn to the organization of the, remainder of this chap-
ter. Data regarding enrollment, staff, and atdgndance are provided
for the four years, and Steuben is described as it was functioning in
1977-78. This is followed with an indication of the following that
occurred each year: (a) nonfocused planned changes related to some .
aspect of the school's program that were not directed toward the
student outcomes selected for improvement, (b) unplanned events that
may have influenced the student outcomes, and (c) changes fodused on
the improvement of the selected student outcomes. Next, the changes
in student achievement and other outcomes that occurred from year to
year are presented and are related to the annual planned improvements,
non-gpecific planned changes, and unanticipated events. Conclusions
are reported in the last part of the chapter.

Staffing and Student Enrollment

]

Steuben Middle School is an integrated urban school located in
Milwaukee, Wisconsin, The racial cémposition of the student enroll-
ment from year to year is about 482% black, 107 Hispanic, 3% Native _
American, and 39% white. The socioeconomic level of the student pop-
ulation qualifiest!Steuben for ESEA Title I programs and services. The

P
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staff, administrators, and parents of Steuben students have worked i
together since 1973 to effect the transition of the school from a J
traditional junior high school to a middle school. (Steuben Middle
School served as a model for the transition of 15 junior high sthools
of the Milwaukee Public Schools to middle schools in the period :1978-81.

In the fall of 1980-81, 15 junior high schools became middle schools, r
making a total of 19 middle schools in Milwaukee.)

Information regarding the staffing of Steuben each year, the stu-
dent enrollment as of September of each year, and the average daily
attendance throughout each school year follows. The diffefence in
average daily attendance from year to year is regarded resulting
mainly from differencés in the amount of snowfall from fear to year
and the timing of official holidays and vacation breaks. oolwide
effort was made in 1980-81 to increase attendance, as will be noted
- later in the discussion of planned changes.

77-78 78-79 79-80  80-81

No. of building administrators 3 3 3 3 4
No. of counselors 2 2 2 2

No. of learning coordinators,

curriculum specialists, etc.,

who teach little or not at all 1 1 i 1 1

. ko. of regularly certificated
teachers® 50 50 52 51

No. of learning disability and
special teachers of other
exceptional children 5 5 5 5 ,

No. of librariang or, media

persons ‘ 1 1 1 1
! No. of school psychologists .8 .8 .8 .8
Noi of school social workers 1 1 1 1

No. of other certificated
personnel 0 0 0 0

No. of aides” 18 18 20 14
No. of custodial and other

non-certificated p%rsonnel
not counting aides 18 18 19 17
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77-78  78-79  79-80  80-8l

Student Enrollment:

Grade 6° . - 92 88 - 36

Grade 7 and Grade 8 751 . 830 851 874

Percentage of average

daily attendance 86 85 85 87
=

2Includes unit, specialist, adjustment center, and Title I teachers.
Number of hours worked per week ranged from 20 to 40 with an
average of 33. ’

Includes secretaries and part- and full-time custodial and food

services personnel.
/

Data Gathered and Analysis of Data by the Steuben Staff

Data regarding student outcomes were gathered annually. These
data were summarized and analyzed by the local school staff and used
.in determining areas of possible improvements for the ensuing year.
After the last data collection in 1980-81, the same data on each
individual student and on each group of students enrolled in each
grade each year were analyzed by the project staff. The project
analyzed the raw scores for both the achievement and mental ability
tests. The data gathering instruments, the schedule of administra-
tion, and the techniques employed by the Steuben staff for analyzing
the data are now outlined.

Metropolitan Achievement Test: 9 scores: Word knowledge,
reading, reading total, language, spelling, math computation,
math concepts, math problem solving, math total.

Administration: Grade 6, Grade 7, and Grade 8 in May of 1977-78,
and same month of each successive year through 1980-81.

]
Analysis: Arrange the scores on each test from high to low for
the students of each I & A Unit and for the total student body
of Grade 7 and of Grade 8. Identify the 10th, 25th, 50th, 75th,
and 90th percentile score (point) for each test and each group.
Identify the same mental ability percentile scores for each grade
and I & A Unit, using the Otis~Lennon Mental Ability Test scores
from the district-wide testing done in Grade 5. Using the norm
tables supplied by the test publisher, convert the obtained stan-
dardized achievement test score for each percentile score to a
national percentile rank. Convert the obtained mental ability
score for each percentile score to a national percentile rank.
(Note that the students above any percentile score on any test,
e.g.s 7/5th on mental ability, may not be the ones who are above
the 75th percentile on any achievement test.) Similarly, stu~




dents who are above or below any given percentile rank on an
. achievement test may not be the same students above or below the
same percentile rank on another achievement test.

Locally-constructed, 100-item objective-referenced mathematics
test. Total test score.

$
Administration: Grade 6, Grade 7, and Grade 8 in September of
1978 and in May of 1979 and in the same months of each successive
year through 1980-81.

~

Analysis: Identify scores for the same percentiles as for the
Metropolitan Achievements tests and also the mean for Grade 7,
Grade 8, and each I & A Unit.

o

Locally-constructed objective-referenced language test.*

Administration: To Grade 6, Grade 7, and Grade 8 starting in
1979-80,

Analysis:#® Identify scores for the same percentiles as for the
Metropolitan Achievement tests and also the mean for Grade 7,
Grade 8, and each I & A Unit.

Locally-constructed, objective-referenced reading test, starting
in 1980-81.*

Administration: To-Grade 6, Grade 7, and Grade 8 starting in
1979-80.

Analysis: 1Identify scores for the same percentiles as for the
Metropolitan Achievement tests and also the mean for Grade 7,
Grade 8, and each I & A Unit.

I10X: School Sentiment Index (Intermediate level): 7 scoreg—-
Teacher Mode of Instruction, Teacher Authority and Control,
Teacher and Student Interpersonal Relationships, Learning, Social
Structure and-Climate, Peer, and General. 1I0X: Self Appraisal
Inventory (Intermediate leve}): 4 scores--General self, Peer,
Family, and Scholastic. e

Administration: Annually to a sample of the Grade 6, Grade 7,
and Grade 8 students of each I & A Unit, starting in the spring
of 1979.

Analysis: Compute mean percent of favorable responses for each
subtest for each Grade 6, Grade 7, and Grade 8 and for each I & A

*These test results were used by the school but, in accordance with
the cooperative research plan, were not provided to the researcher and
are not presented in this monograph.
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Unit. (This could not be related to mental ability percentile
ranks since the students did not put their names on answer
sheets.) -

Information from school records.

Total enrollment in fall of each yéar and average daily
attendance each year.

Improvement Strategies

Implem&\ed by the Steuben Staff

The improvement strategies worked out by the researcher and the
school involved use of the preceding data on student outcomes. These
strategies were described in Chapter 2. One strategy was to arrange
an appropriate educational program of courses and other educational
activities for the individual student each semester. The second strat-
egy was to arrange an appropriate instructional program for each stu-
dent in each course. The third strategy involved setting goals and
planning and carrying out related improvement activities either to
- maintain or to raise the educational achievement of the students of
each quarter in mental ability of each I & A Unit.

The staff at Steuben School was not able to carry out individual
educational programming systematically because of the relatively large
number of students who entered and left the school each year. On the
other hand, the staff was already implementing instructional program-
ming for the individyal student in 1977-78. Goal-setting in language

d spelling was started by three I & A Units in 1979-80 and by all
A Units in reading and mathematics. All I & -A Units carried out
goal setting in 1980-81 in these four areas.

We may now examine how Steuben used the test information gathered
each year to select its improvement activities. Then we shall see how
the information on individual students was used., —— . '

[a

The standgrdized achievement test scores and the mental ability
test scores were summarized annually as indicated earlier and summary
tables were prepared and presented to appropriate groups of teachers.
The conversion of the obtained scores to percentile ranks enabled the
teachers to analyze and interpret the summary tables readily. (The
information regarding the students of each I & A Unit was made avail-
able only to the I & A Unit staff.) Table 3.1 is the summary table
that was prepared for the composite grade 7 class of 1977~78. (This
table was made available to any interested teacher.)

Table 3.1 gives the local 10th, 25th, 50th, 75th, and 90th per-
centile ranks and the corresponding national student scores, grade
equivalents, and percentile ranks in each area tested. The IQ score
and equivalent percentile rank are also indicated. A summary table
for grade 7 and another one for grade 8 enabled the principal and the

» 6'%"
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Table 3.1. Grade 7 Local Percentile Ranks and Their Corresponding National,Standard Scores, National
Grade Equivalents, and National Percentile Rank: sed on Metropolitan Achievement Test, Advanced,
Administered 5/78, and Mental Ability and Related National Percentile Ranks Based on Otis-Lennon

Mental Ability Test Administered to Students when in Grade 5:

Steuben Middle School

fyal Zile Rank 90 JS5 50 25 10
- -
National National "National National National
SS GE Zile SS GE Zile SS GE Zile SS GE Zile SS GE Zile
Word Knowledge 98 9.7 76 91 8.1 56 80 6.1 31 71 4.7 13 63 3.6 3
Reading 97 9.4 71 90 7.6 54 79 5.7 27 71 4.5 13 60 3.3 3
Reading Total 98 9.7 74 90 7.6 56 82 6.2 31 69 4.4 12 61 3.5 4
Language 98 9.7 85 92 7.8 47 83 5.9 26 75 4.7 13 69 3.9 6 N
Spe}ling 102- 9.8 78 95 8.3 60 90 7.3 40 83 6.2 21 78 5.4 12
Math Computation 102 8.5 70 96 7.3 46 89 6.3 27 80 5.3 13 74 4.6 6
Math Concepts - 98 8.9 77 90 7.3 52 81 5.6 25 75 4.8 13 72 4.4 - 7 .
e —tan s
Math Problem ‘
Solving 103 9.1 70 96 7.5 S0 87 6.3 28 81 5.4 16 75 4.5 7
- LY
Math Total 106 -8.6 73 98 7.3 48 90 6.0 26 85 5.3 13 17 4.4 6
Q 2 Q2 e 2z 1Q 2 Q2
- 115 82 " 104 59 93 33 86 19 79 10
N v
° . L ad
. { %)
, Q
.




relevant grade 7 and grade.8 teachers to make four assessments., (The -
principal and the teachers of the respective I & A Units had similar
tables for their students and made the same assessments.) First, by .
noting the achievements of the students at the 25th, 50th, and 75th
percentile ranks, they estimated how well their educational processes

in each subject field were working for each quarter of each I & A Unit
and each grade. (The 10th and 90th percentile ranks were noted, but

it was recognized that the number of students above the 90th percen-
tile rank and below the 10th percentile rank in each area tested was
usually below 10 for each I & A Unit.) Second, they compared how each
quarter of the students achieved across the nine areas tested. Third,
they estimated how well the students of each I & A Unit of grade ? and
of grade 8 had achieved in the different areas that were tested. Fourth,
they compared the percentile ranks in achievement with ‘the percentile
ranks in mental ability.

Based on these assessments, the principal, curriculum coordina-
tor, and the staff of each I & A Unit developed plans either to raise
or to maintain the achievement level of each quarter in the various
subjects and also the mean achievement of the total I & A Unit or the
total grade 7 or grade 8 class in one or more subjects. This step was °
implemented to a limited extent for the grade 7 and grade 8 classes
during the second semester of 1978-79 and more completely in the last
two years of the study.

We may now see how teachers used information regarding individual
students. g

Starting in the fall of 1978-79, the mental ability of each in-
dividual student, based on grade 5 testing and the percentile rank in
each subject as shown on_the computer printout of the May, 1977-78,
achievement tests, was examined. This permitted the identification of
students who were ngs\bn%y low in achievement in any area tested but
also low in achievement in relation to ability. Spudents whose achieve-
ments were farthest below ability were selected for special attention.
If the teacher or teachers concurred that the student was not achieving
as well as expected, an expectancy of higher achievement was set for 7
the student and activities to secure higher achievement were planned
and implemented by the teachers.

It is noted that this activity focused on higher ability students
who were achieving low in a subject field, rather/ than on the lowest-
achievers in a subjeet"Tield who were also low mental ability. This ~
activity was carried out with only a few students on a tryout basis in
1978-79 but with a substantial number in 1979-80 and 1980-81 in language,
math, and reading.

4

Description of Steuben Middle School as of 1977-78

In the description that follows of Steuben MiddYe School as it
was functioning in 1977-78, attention 18 given to the background and
philosophy, administrative arrangements, organization for instruction
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and advising, pattern of curriculum and instruction, strategy for

arranging each individual student's instructional program in each d

academic subject, community learning and career education, evaluation

activities, program of home-school-community|{relations, internal and .

+ external support arrangements, and research

Background and Philosophy |

Steuben Middle School changed from a junior high school of grades
'} 7, 8, and 9 in 1972 'to a middle school of grades 7 and 8 during the
7 1974-75 school year. Grade 6 was added in 1975-76. However,  the 4
number of grade 6 students dropped from about 80 in 1977-78 to 30 in
1980~81. The number of students in grade 7 was about 30 to 50 higher
e than in grade 8 each year. .
i The school's philosophy is based on the concept that each stu-
dent,~ regardless of age, is an individual with his or her unique
intellectual, emotional, social, physical, *and psychological needs.
The school should provide a humanistic environment in which students .
reach their fullest potential in the cognitive, affective, and psy-
chomotor areas. The middle school is viewed as an organization de-
signed to meet the specific needs of pre~ and early adolescent stu-
- dents. The middle school period is seen as one of transition from
middle childhood and the elementary school environment to adolescence -«
and the high school environment. To accomplish this transition suc-
cessfully, the students are provided with an environment in which they
continue to learn the essential skills and also explore many new areas
of knowledge and skills.

Administrative Arrangements

~ At the building level Steuben features two major administrative
groups. One is the administrative team. The second is the Instruc-
tional Improvement Committee. .

The administrative team is composed of the principal and the two
assistant principals. These three persons share the responsibility .
for student personnel services, scheduling, data processing, and to- '
gether with the guidance coun$elors and faculty are responsible for
student discipline. A curriculum coordinator, although not an admin~
istrator, assists the administrative staff and is responsible with the -
faculty for instruction throughout the school. This team met weekly‘
during the 1977-78 school year. ’

-

The Instructional Improvement Committee of the school consists of
the principal, the curficulum coordinator, a teacher representative
from each of the seven academic I & A Units and from each of-the three
specialist units, the president of the Student Council, a teacher rep-
resentative of the teachers' union, and a representative of the teacher
aides. This group sets schoolwide objectiVes, determines school poli-

.-




" cles deaiinngith educational and administrative concerns, coordinates
.instructfonal activities involving two or more I & A Units, and reviews
the overall school operations. This group- met weekly during 1977-78.

. ’ N .'
. e - . 0

Organilation for Instruction and Advisement.

The organization for instrué¢tion in the academic aubjeéta is the
academic’ Instruction and Advisory Unit (I & X Unit).' Each academic
I & A Unit consists of approximately 120 students, four teachers, and,
an aide. Studﬁpta are assigned to I & A Units so as to be repreaenta- .
tive of the total school population according to sex, racial background, -
and academic ability. Teachers detide the I & A team in which they.
wish. to serve. v ) . “

»

. . In 1977-78 there were seven I,& A Units. One unit included 80% ’ '
6th grade students (all the grade<6 studentg enrolled'in the school) '
and 20% 7th grade students; two units had orly 7th graders, 'twp units
had only 8th graders, and tyo units were composed of approximately 504
7th grade sfudents and 52;/%th grade students. . .
In addition to the ae::n academic I & A Units,' there are two units ..
comp&iaed of specialist teachers who conaeit with the I & A Unit teachers
and teach the allied arts to_the students\of the school, regardless of
the academic Instruction a \Eg/Adviéory Unit mémberahip of the students.
The ,third-unit consists of“teachers of the children having exceptional
education needs. They also consult with the teachers of the I & A
Units and teach small groups of exceptional atudenta.Y ' ‘ .
Instruction is plagned by the teachers in each I & A Unit working '
as a team. The teachers of each I & A Unit have a joint team planning
period each day, in addition, each teacher also has an individual daily .
preparation period. The team plannjing periqd is devoted to matters .
dealing with instructional strategies, materials, student activities,
etc.,. In addition, meetings may be held, with the principal, curriculu
coordinator, counselors, parents, or other resource peraonnel during m\\\
the team planning period. .

) While there is no common planning time for the ‘specialist teams, N
they are aaafgned a duty period and an individual preparaaion period,
both of which are used by the individual teacherg§ of these teams for
gathering or producing materials, developing tests, etc. N

Z ~ The inatructio::l day is organized into eight 43-minute class
periods. Generally, students move from one class to another according
to this fixed class schedule. However, the teachers of any I & A Unit_
have the option of not following the 43-minute time schedule sp that
activities which go beyond 43 minutea may be incorporated into their
inatructional plans. K

.

. N

,': . ] ‘.
-

The four staff members of each I & A Unit serve informally as ad-
visors to the students of the respective units. Most of the advise-
ment is carried out informally during the school 'day when the students
are in class with the teacher or teachers. The advisors do not system-

4 . A .
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atically use published materials regarding academic, personal, or social
concerns. of students or materials related to careers.

Pattern of Curriculum and Instruction

The curriculum includes the learning experiences of the students
in courses, in extracurricular activities, and in edugcative experi-
encks in . the community that are coordinated by the school. 1In this
sect&e:, courses, instructional materials, and extracurricular activ-
ities™ate described. .

Courdes. English, mathematics, and social studies are taken by
all students in grades 6, 7, and 8. Reading is taken by all students
in grade 6, all students in grade 7 except 60 of one I & A Unit who
take science, and only those students in grade 8 who took science in-
stead of reading in grade 7. A few students in grade 8 also partic-.
ipate in a Title I remedial reading program. All 6th and 7th graders
take physical educgt art, music, industrial arts, and home econom-
ics. Students in SG rade take physical education, career explor-
ation, and health. ther/courses may be taken by grade 8 students on
an electjye basis. —Se#énce 18 required of all 6th and 8th graders,
but students in the seventh grade do mot receive instruction in science.

All students receive daily instruction in English and mathematics
during grades 6, 7, and 8.  Science instruction for grade 8 occurs on
a daily basis while students in grade 6 have science classes for one
period every other day. Social studies is taught daily in grades 6,
7, and 8. Students.- in grades 6 and “7 receive instruction on alternate
days in home economics, industrial arts, music, and art for one semester
per year of each subject. Reading is taught daily to the students in
grade 6 and to all 7th grade students with the exception of those en-
rolled in one of the I & A Units that has 7th and 8th grade students.
Those 7th graders will take reading the next year.

All grade 6, 7, and 8 students attend an exploring class that
meets during the last class period of each school day. During this
period, each student elects six different sets of related activities
for gdx-week periods of time throughout the 36 wéeks of the school
year. These activities may be extensions of other classes the student
is takingPor they may be of a type generally not included in the typi-
cal daily schedule. Among the activities offered in the exploring
class are antique collecting, knitting, model building, foreign
languages, cake decorating, drafting, dramatics, art, physical educa-
tion, wood or metal crafts, bddy building, and instrumental or vocal
music. The specific activities offered each year are a function of
teacher or student interest.

A reading laboratory supplements the developmental reading pro- -
gram. All students of grade 6, those of grade 7 except 60 who took
science, and the grade 8 students who did not have reading instruction
in grade 7 receive objective-related, individualized instruction in
the laboratory. Also some grade 8 students receive remedial instruc-
tion in the laboratory. The amount of instruction varies from as




little as 43 minutes daily for 6 weeks for some students (grade 8) to
as much as 43 minutes daily for I8 weeks for other students (grade 7).
The primary purpose of the laboratory instruction is to aid students
in developing word recognition skiils, comprehension, and vocabulary.
A published reading program is used in the laboratory. The laboratdry
i staffed by two teachers for grade 7 supported by one aide.

All students of grade 6, grade 7, and grade 8 receive mathematics
instruction in a mathematics laboratory. The instruction may involve
individual, pair, or small group activities. The two general objec~
‘tives of this laboratory program are to provide enrichment activities
that go beyond the regular mathematics instruction and to build stu-
dent motivation for mathematics. Students spend a maximum of eight
class periods per year in the math laboratory. The math laboratory is
staffed by one full-time teacher.

-Instructional materials., Instructional materials consist of a
combination of commercially available items and materials developed by
the Jteuben teachers. An attempt is made either to purchase or develop
matetials that have the f&llowing characteristics:

clearly stated objectives;

>
pretests and other evaluation procedures to ascertain each
student's level of achievement related to the objectives;

a variety of individual, small-group, and whole~class activ-~
ties by which students may attain the same objectives;
L4 -
postteets or other evaluation procedures to measure each stu-
dent's achievement related to the objectives;

record-keeping forms and procedures; and
~ guidelines regarding the sequencing of instruction, -~

Most of the instructionayﬂmaterials used have either been pur-~
chased or developed within the last three to five years.

Extracurricular activities. The principal extracurridiilar activ- .
ities are the Student Council and intramural athletics.. The president
of the Student Council is elected from the .8th grade each year, and
members of the Student Council are elected by each of the seven academic
I & A Unitk, The president representg the student body on the Instruc-
tional Improvement Committee.

o

The Student Council meets during the exploratory class period.
Many traditional extracurricular activities are “included in the explor-
atory class period.




Special Programs g 4
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In 1977-78 the average number of students throughout the year in .
the school's Title I program was 180. There were 40 in a program for
mentally retarded children, 20 in a program for emotﬂonally disturbed
children, and 32 in a program for students with learning disabilities.

Arranging Each Student's Educational Program

-

A

Curriculum guides that include objectives and indicste the scope
- and sequence of instruction have been developed by the Milwaukee
Public School District in the areas of mathematics, reading, writing,
science, social studies, industrial arts, home economics, music, art,
and physical education. The adaptation of these objeetives to the
student population of Steuben has been carried out systematically in
mathematics, reading, writing, social studies, and ‘home economics.

Placement tests keyed to the objectivgs are given to all students
in reading and mathematics at the beginning of the school year and
these results are used by the teachers in all I & A Units. In some
I & A Units posttest results in reading and mathematics at the end of
one instructional unit serve as a replacement for a pretest of the
next unit. . ) N

Identifying instructional objectives for each student and carry-
ing out related instruction is done in three of the seven I & A Units
in most of the academic subjects. In the other four I & A Units these
two s;gps are carried out only in reading and/or mathematics.

Postassessment 1s generally not related to students' mastery of
objectives except in mathematics and -reading. Posttests in other .
areas are used to determine the ébjectives that the students have
attained, but students move on regardless of whether objectives are
attained to mastery or some other criterion. The use of individual,
activities, pairing, tutoring, small-group work, and whole-class
instruction varies somewhat from one I & A Unit to another and one
‘curricular area to another.

Community Learning apd Work Experiences

In 1977-78, classes went-into the community for more than 160
. actjvities, including fi;} trips. Museums, exhibits, and industries
irf the Milwaukee metropolitan area were visited throughout the year.
Twenty-geven resource persons from the community visited classes. No
students were employed for pay or worked to get career or work experi-
ence without pay.

ﬁvaluation Activities

For placement purposes, the Nelson Reading Skillg Test is admin-
istered in September to all students in grades 6, 7, and 8 receiving
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formal reading instruction. This test is given also in June as a post-
test to ascertain each student's growth in reading during the year. A
locally constructed mathematics test is used in the same way in grades
6, 7, and 8. In the reading laboratory, objective referenced tests

are regularly used throughout each week of the school year to identify
appropriate reading skills objectives for the individual students and
to determine each studegq 8 mastery of the reading skills objectives.
Some objective-based postassessment is done in varying degrees in some
strands of other curricular areas of the school.

Most evaluation of student progress in the various academic sub-
Jects is carried out according to each teacher's schedule and varies
for different subjects. Paper-and-pencil tests, teacher observations,
performance tests, and work samples are used. All teachers attempt to
make reliable estimates of each student's progress. These teacher
judgments are used°in record keeping and reporting.

The primary instrument used in the annual evaluation of the pat-
terns of curriculum and instruction in the academic subjects is the
Metropolitan Achievement Test. As part of the cooperative research,
this test was administered to all students in grades 6, 7, and 8 in
May, 1978. 1In prior years it was administered only to the grade 7
students as part of a city-wide testing program. The subtests in the
areas of reading, mathematics, and language arts were administered.

Approximately 10 percent of the Steuben students in 1977-78 were
administered two opinionnaires on a tryout basis related to affective
development. One inventory was the Information Objectives Exchange
(I0X) School Sentiment Index which included subscales regarding Teacher
Mode of Instruction, Teacher Authority and Control, Teacher Interper-
sonal Relationships, Learning, Social Structure and Climate, Peer Rela-
tionships, and General Characteristics: The other instrument was the
I0X Self-Appraisal Inventory which included four subscales in the
areas of Self, Peer, Family, and Scholastic Attitudes. Both inven-
tories were the intermediate levels and both were administered in the
spring of 1978 to a sample of students drawn from all seven academic
I & A Units.

Home-School—Community'RéIations

Teachers of eath I & A Unit average three formal meetings with
one or both parents of each ‘student per year. The number of meetings
varies with parent availability and also the procedures followed in
the different I & A Units.

There is a Parent Advisory Committee. Members of this committee
are elected from the school's Parent-Teacher-Student Association by
the mémbers of the Association. Each academic I & A Unit also has a
parent representative on the Patrent Advisory Committee, The Parent
Advisory Committee meets with the principal every six to eight weeks.

. '
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Internal and External Support \ J

Within the school, the staff of each I & A Unit spends at least .
one class period per day in a group session devbted mainly to matters
dealing with curriculum, instruction, evaluation, and student con-
cerns. In addition, a representative of each unit meets regularly
with the Instructional Improvement Committee.

Released time was provided in 1977-78 by the Magnet School Fund-
ing of E.S.E.A., Title VII, for teachers to participate in magnet
school activities. Substitute teachers were assigned on a continuing
basis to facilitate the magnet school activities. .7z

Curriculum consultants of the district office work with the staff
on various activities, particularly in the areas of mathematics, read-
ing, and writing. Research and evaluation personnel of the district
office assist the staff in constructing objective-~referenced tests in
mathematics, reading, and writing. The standardized tests administered
to the students are scored and the data are summarized by district per-
sonnel.

Continuing Research and Development

In cooperation with the Wisconsin Center for Education Research,
a comprehensive program of cooperative educational improvement re-
search was started in 1977-78 and continued through 1980-81. ’

Unplanned Events, Non-Specific Planned Changes, and Focused

v

Planned Changes 1977-78 through 1980-81 .

Three kinds of changes follow in outline form for each year of
the four years of the study: (a) non-specific planned changes related
to some aspect of the school program that were not directed toward
raising educational achievement in one of the nine areas tested, stu-
dent attitudés, or student self-concepts, (b) unplanned events that in
the judgment of the curriculum coordindtor and/or principal might have
influenced the student outcomes, and (c) changes focused on the improve-
ment of student achievement, attitudes, or self-concepts. | N

1977-78 ‘

P
By
S o

The data gathering instruments, the time schedule for gathering
data, the data analysis procedures, and the improvement strategies
were outlined. Procedures already in place in 1977-78- for identifying
and providing for groups of students with exceptional needs as indi-
cated in the 1977-78 description of the school were continued.




1978-79

Unplanned event

-
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Student enrollment increased-from 840 in September, 1977, to
918 in September, 1978. Nine new teachers replaced those who
left and to take into account the higher enrollment. Some
,of the I & A Units were reorganized to take into account the
higher enrollment,

Non-specific planned change

The school ‘day was shortened for students by reducing the

"number of class periods from 8 to 7; however, there was an

increase in the length of certain class periods of from 2 to

13 minutes, depending on curricular area and other factors.

A homeroom period was established at_the end of the school

day and all teachers, including exceptional education teachers,
were given a common preparatior period after the students

left the school.

Focused planned change

A school research committee was formed from the Instructional
Improvement Committee to review and interpret the test results.

A new textbook series in grammar and composition was intro-
duced throughout the district.

The reading laboratory was expanded to include other lan-
guage arts. About 757 of all grade 7 and grade 8 students
used the lab for an average of three weeks. The laboratory
reading teacher was freéd to spend about 10% of her total
t:ye assisting grade 8 teachers by offering instruction to
groups of students either high or low in readinge
Computer-assisted instruction in reading and math was started
in the second semester for Title I grade 6 and grade 7 Btu-
dents, about 87 oflthe total students of these grades.

The locally constructed math test was administered in Septem— -
ber, 1978, to all grade 6, 7, and 8 students, and the results
were used in planning instructional programs for the individ-
ual students. The test was administered again in May of

1979 to ascertain student progress and to plan improvements
for the following year. The test was administered in ‘Septem-
ber and May of the next years, and the results were used in
the same manner. .
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1979-80

_Unplanned event

A new assistant principal replaced one who left.

~

Non-focused planned change

A small cadre of Steuben staff members served as resource
persons to the 15 junior high school staffs in their change-
. over to middle schools.

(‘5 ‘ All learning disability and EMR teachers and students became
a part of an I & A Unit. The amount of mainstreamed instruc-
tion for each student was determined by the unit teams and
* exceptional education teachers. ¢

Focused planned changé

The Title I Computer-Assisted Instruction Project, started
second semester, 1978-79, was staffed by two teachers and

one aide rather than one teacher and two aides so that more
students could receive CAI instruction in reading and math.

A locally constructed, objective~referenced test in language

was administered in September of 1979 and in May of 1980.

The results of September were used to identify imstructional

needs of individual students and the results of May were used

- to ascertain student progress and to plan improvements in

1980-81.

Goal setting in language and spelling and related planning
to achieve the goals were carried out for about one-third of

; the grade 7 and grade 8 students.

Additional out-of regular class reading instruction was pro-
vided for grade 6 and grade 7 students who scored above grade
level on the Metropolitan test.

The computer-assisted reading ‘and g}thematics instruction N
was extended to include more Title I students and other low-
achieving students, about 25% of the enrollment of grades 6,

7, and 8. . -

Goals were set in reading for the students of each I & A |
Unit and related instruction was carried out to achieve the
goals, In general, each I & A Unit team set a goal calling

, for the mean percentile rank of its gtudents in reading to
come close to that of the mental ability percentile rank.
Special attention was given to students whose reading achieve-

. - ment was considerably below their mental ability rank and to
other low~achieving students.

-
LN




A new math textbook series was introduced in all grades of
the district. ,

Goals in math were set by all the I & A Unit teams and related
plans were made and carried out.

1980-81 .
® Unplanned events ~ . .
' Enrollment in grade 6 dropped from 73 to 36 while it increased e
- from 851 to ‘874 in grades 7 and 8. Modifications were made in- ‘

the staff and student composition of most I & A Units.'
The positions of six instructional aides who worked with the .

- I & A Units were eliminated with no provisions for replace- )
ments.

v

The mathematics laboratory and the reading/language arts labor-
atory were discontinued because of a reduction in teachers and
aides. . |

Non-focused planned change

The schpol day for students was changed from 8:05-2:40 to
9:07-3:28 with the result that the teacher's individual:
planning period was changed from 2:40-3:28 to 8:00-8:54.
This reduced the amount of after school assistance for stu-
dentq from teachers.

The positions of all department chairpersons were eliminatéd'
the duties of the chairpersons were assumed by the curricu-
lum coordinator. r&w

) Focused planned change ;

N )3
A locally constructed reading test was administered in Septem-
ber, 1980, and the results were used in-the same manner as
those for language in 1979-80. g%%

A Title I grant provided 30. hours of i,“
25 teachers in techniques of teaching :
\ The language strand of-the Title I com uten”‘r
tion was made available for use by Titi- I s
20% of . Title I students were involved.’

The Nelson stahdardized reading test waél-‘u istpred to all
grade 7 students and about 60% of the grade 8" étu The
results were used to plan reading instruction. ddaiional
instruction was provided as an elective to about 15% of the
grade 8 students advanced in reading.

-
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S Goals in math were set by all I & A Unit teams and xelated
6, 7, and 8.

—

|

l
plans were made and carried out for the students of grades J
Human relations education was provided to 100% of the students. l
An absentee follow-up program planned by the district office
involving phone calls, registered letters to parents, and
parent conferences was. introduced.

T~ A

A school board policy enacted in the summer of 1980 required
all grade 8 students below the 39th percentile in reading on
. the Metropolitan Achievement Test to be included in a reading
‘ improvement program. o ‘

| None of the unplanned events and none of the non-focused planned N

changes given earlier were considered by the Steuben principal or cur-

riculum coordinator to have contributed to higher student achievement.

Possibly contributing to lower achievements were the following: the

" relatively high number of students entering and leaving the scliool

\ during each school year, changes from year to year in the teaching
staff, changes in the enrollment patterns from year to year and reor-

- ganization of the I & A Unit teams and students, changing the school

day in 1980-81, and the loss of instructional aides inm 1980-81.

Results Related to Educational Achievement

The results for four successive grade 7 and 8 classes are reported
in this part of the chapter. The data for the grade 6 students were
not analyzed because of their 3mall number in relation to the grade 7
and grade 8 enrollments. Including the grade 6 students would have
greatly reduced the size of the longitudinal groups. In the first
part of this section descriptive information is given regarding the
grade 7 and grade. 8 students on whom mental ability scores were avail-
able and for whom there was standardized achievement test information
for both years. The mental ability and the achievement test scores

" that were analyzed are raw scores. Second, identifying information
regarding the standardized and locally constructed tests is pregented.
Third, a comparison i1s reported of the standardized-test achievement
of the four grade 7 classes and the four grade 8 classes who attended
the school each successive year and on whom mental ability scores were
available. Results are also presented for the students who did not
have mental ability scores and for, other students who took the achieve-
ment tests in grade 8 but not in grade 7. Fourth, the results from
the locally constructed math test are given. Fifth, the results per-
taining to the achievements of three successive grade 7-grade 8 longi-
tudinal cohorts are indicated. A longitudinal cohort consists of the
students who took all the standardized achievement tests in both grade
7 and grade 8 and who had mental ability scores. Last, a comparison
of the achievements of the three successive longitudinal groups is
reported.
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In this chapter much information is presented in summary tables.
The original tables on which the summary tables are based, as well a8
other tables, are listed in the Appendix and are reported in Klausmeier,
. Serlin, and Zindler (1982). '

°

Participating Students -

) Table 3.2 gives the total number of students, the number of boys
and girls, and the mean raw mental ability scores for four successive
grade 7 classes and four successive grade 8 classes of Steuben Middle
School in 1977-78, 1978-79, 1979-80, and 1980-81. This is the total
number of students on whom one or more test scores were available.

The Ns for grade 7 ranged from 227 to 329 and for grade 8 from 231 to
273. The mean mental ability raw scores for, the total grade 7 classes
ranged from 39.57 (IQ=94) to 43.70 (IQ=96) and for the total grade 8
classes from 40,36 (IQ=94) to 43.56 (1Q=96). Similar variations in .
mental ability were found for the girls and for the boys from year to

year. The information in Table 3.2 is presented for descriptive pur-

poses and will not be discussed further.

/

Table 3.2. Total Number of Students of Four Successive Grade 7 and Four Successive Gradé 8
Groups and Their Méan Mental Ability (Raw Score): Steuben Middle School

3 . [y

1977-1978 1978-1979 1979-1980 . » 1980-1981
. N X _.sp = N X SD N X - s ¢ N X" sb v
. 7 F : : : :
. N + N ]
. X . o . ) ? . .t N . N '
. Grade 7 / : . “ ™. N . . .

Total 4 227 42:83 15.48 329 39.57 14.92 293 "40.54 13.83  “307.-43.70 13.53

.

Male 117 42.83° 15.99 <147 39,17 15.98 140 39.65 13,77 - e1n43..'1.2.3}"'.‘12.86
T Female . 10 42.8 15.00 182 39.90 14.03 153*41..56 13.88 164" 4.91 . .14.01 ‘
‘ Grade 8 .o ‘ T I
Total "23% 41.83 15.28. 242 43.56 15.01 273 40.36 15.07 231 61,49 13.89 o
Male 108 43.01 16.35 . 123 42.87. 1571 121 40.10 16.47, 1'05,41,.:\32 ‘1:;323‘7,'-:,;
Female 128 40.84 14317 119 44,27, 14.28 152 40.56 13.91 126 1:1;1;5,.433.95. '

o - . « o, 3

. ~ . .

-~ » N ! ar v ’ ‘-. .
Note: Raw acorea and equivalent IQ acorea and percentile ranks baaed on Grade 5 administration T
of the Otia-Lennon, Form J,”1967: 39=93 I, 32 percentile rank; 40=94 1Q, 34 percentile rank;

21-95 1Q, 36 percentile rank; 42295 1Q, 37 percentile rank; 43=96 1Q,; 39 percentile rank} . . T
@-96 1Q, 41 percentile rank; 45+97 IQ, 43 percentile rank. ) . o b

. . “~

. .
i e B : N ' E
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Information Gathered ~

The Metropolitan Achievement Tests, Form F, 1971, were adminis-~-
tered to the grade 7 and the grade 8 students at one~year intervals in
May 1978, May 1979, May 1980, and May 1981. The nine educational
achievement test scores obtained annually were as follows: Word knowl-~
edge (reading), reading, reading total, language, spelling, math compu-
tation, math concepts, math problem solving, and math total. Note
that there are three reading scores and four scores in mathematics.

The Otis—Lennén Mental Ability Test is administered annually to

Grade 5 students in Milwaukee Public Schools. Form J, 1967, of this
test was administered to the present students. -

Comparison of Achievements of Four Successive Grade 7 Groups of

Students Having Mental Ability Scores

For grade 7 the number of students taking any one of the achieve-
ment tests ranged from 219 to 227 (males 111~117, females 107~110) in
1977-78, from 320 to 327 (males 142~145, females 178-~182) in 1978-79,
from 288 to 291 (males 136~139, females 152~152) in 1979-80, and from
302-307 (flales 140-143, females 162-164) in 1980~81. R

As shown in the first column of Table 3.3, a significant differ-
ence was found among the adjusted means of the four successive grade 7
groups in each of nine achievement areas. The post-hoc comparisons re-
lated to these significant differences are given in the last gix columns.
Significant differences (Sign) as well as non~gignificant differences
(NS) between the groups of each two years are shown. Footnotes 1 and
2 indicate whether the adjusted mean of the earlier or later grade 7
group was significantly higher,

The mean of the 1978-79 group was significantly higher than that
of the 1977-78 group in language and math computation; lower in word
knowledge, reading, and reading total; and neither higher nor lower in
spelling, math concepts, math problem solving, and math total.

The grade 7 group of 1979~80 achieved significantly higher- than
the 1977-78 group in language and the four math areas and higher than’
-the 1978-79 group in reading, reading total, math computation, and
math concepts, The last grade 7 group, that of 1980-81, achieved sig-
nificantly higher than the 1977-78 group in all areas except the three
for reading, higher than the 1978-~79 group in the three areas of read-~
ing, language, and three of the four math areas, and higher than the
1979-80 group in language. We should note in summary that the group
of 1979~80 achieved significantly higher than one or both of the prior
groups in seven of the nine areas while the group of 1980~81 achieved
significantly higher than one or more of the prior groups in all nine
areas. The second group, that of 1978-79, achieved lowest of all four
groups in word knowledge, reading, and reading total.
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Table 3.3. Significant Diffarances (ANCOVA p £ .05) in Educational Ar;hiavutnt and Post-hoc Comparisons for
Your Successive Grade 7 Groups with Mental Ability Scoreés: 'Steuben Middle School

.

1978-79 1979~80 1980-81 1979-80 1980-81 1980-81

Group Sex vs vs vs " vs vs vs
() (s) GXS 1977-78 1977-78 1977-78  1978-79 1978-79 1979-80
3 2 ) 1
Word Knowledge .014 .015 NS Sign NS NS NS Sign NS
Reading <,001 NS . NS Sign2 NS NS Sign1 Sign1 NS
Reading Total .001 NS NS ~ Sign% NS NS Sign1 Sign1 NS
4 1 1 1 1 1
Language <. 001 <,001 NS Sign Sign Sign NS Sign Sign
Spelling , 030  <.001®  ns NS ns Signl NS NS NS
Math Computation <,001 NS NS Sign1 Sign1 Sign1 Sign1 Sign1 NS *
Math Concepts <,001 NS .0185 NS Sign1 Sign1 Sign1 Sign1 NS
Math Problem 5 1 1 R .
| Solving .002 NS .024 NS Sign Sign NS NS NS
| 4
Math Total <.001 NS ,025° NS sign Sign! NS sign! NS

1'ﬁhe mean of the group of the later year was significantly higher than the mean of the group of the earlier year.
|

1
2The mean of the group of the earlier year was significantly higher than the mean of the group of the later year.

3The mean achievement of the males was significantly higher than the mean of the females.

aThe mean achievement of the females was significantly higher than the mean of the males.
4

5
The mean achievement of the males of 1978-79 and 1980-81 was about the same while the mean achievament -
of the females of 1980-81 was higher than the mean achievement of the females of 1978-79,

6The mean achievement of the males and females of 1980-81 was higher than the mean achievement of
1978~79. However, this difference was -grsater for females than for males.

Table-3.3 shows three significant grade 7 group by sex inter-

actions (G x S) involving math concepts, math problem solving, and
/ math total. For math concepts and math problem golving the mean

achievement for the males of 1978-79 and 1980-81 was about the same ’
wiMle the mean achievement of the females of 1980-81 was higher than
the mean achievement of the 1978-79 females. For math total the mean
achievement for both the males and females of 1980-81 was higher than
the mean achievement of 1978-79. However, this difference was greater
for females. ‘s

Three significant differences were found between the means of the
grade 7 boys and girls. The mean achievement of the girls, averaged
across the four grades, was significantly higher than the mean of the
boys in language and spelling, while the boys' achievement was signifi-
cantly higher than that of the girls in word knowledge.
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Table 3.4,

’

Comparison of Achievements of Four Successive Grade 8 Groups of

Students Having Mental Ability'Scores~

For grade 8 the' number of students taking any one of the achieve~
ment tests ranged from 222 to 232 (males 101-107, females 121-126) in
1977-78, from 235-239 (males 116-122, females 117-119) in 1975-79,
from 264 to 272 (males 116-121, females 146+151) in 1979-80, and from
223-227 (males 101-102, females 122-125) in 1980-81.

Table 3.4 shows that the differences among the four 8uccessive
Grade 8 groups were significant for eight areas, including word knowl-
edge and reading total but not reading. The post-hoc comparisons indi-
cate that the grade 8 group of 1978-79 achieved sigpificantly higher
in spelling than the grade 8 group of 1977-78; however, in the other |,

€ight areas they did not achieve significantly higher or lower. The

1979-80 group achieved significantly higher than the 1977-78 group in
spelling, math computation, math concepts, and math total and higher
than the 1978-79 group in math computatfon. The 1980-81 grade 8 group
82§ieved significantly higher than the grade 8 group of 1977-78 in all
nine, areas, higher than the 1978-79 group.in word knowledge, language,
math computation, math problem solving, and math total, and higher than
the 1979-80 group in word knowledge and reading total. In summary, the

.

Significant Differences (ANCOVA p S ,05) in Bducational Achievement and Post~hoc 00.pnrilonl

for Your Successive Grade 8 Groups with Mental Ability Scores: Steuben Middle School

1978-79 = 1979-80 1980-81 1979-80 1980-81 1980~81

Group Sex vs - vs ve ~ vs vs vs

(6) (s). GXS 1977-78 1977-78 1977-78 - 1978-79 1978-79 1979-§b

Word Knowledge 001 L0032 s Ns NS SignT NS signl Sign’
Reading NS NS NS '
Reading Total .004 .ouzh NS NS NS Signl NS N§ ’ Signl
Language 002 <00  Ns NS NS sign’ us Sign® NS
Spelling <001 <001 ° Ns Sign® Sigal Siga® N N, NS
Math Computation  <,001 NS " NS NS signl ' signl  sigal Sign® NS
Math Concepts <001 NS NS NS Sign’ Sign® NS NS NS
Math Problem 2 1 1 .
Solving 006,005 NS NS NS Sign NS Sign NS
Math Total <.001 NS NS ‘NS sign’ S1gn’ NS sigal ° NS

l‘rhe mean of the group of the later year was significantly higher than the mean of the group of the earlier
year, . "

o A

A}

z'l'hc mean achievement of the males was significantly higher than the mean of the femalee.

3'm. mean achievement of the females was cigx\lifiuncly higher than the mean of the males.
A . B
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1978-79 grade 8 group achieved significantly higher than the 1977- 78g' <i;
grade 8 group in spelling; the 1979-80 group achieved significantly
higher than one or both of the prior groups in spelling ahd threé math
areas, and the 1980-81 group was ignificantly higher than one or more.
of the three prior groups in all 8 except the reading subtest. -

The mean of the boys, averaged across the f grade 8 groups, - .
was significantly higher than the mean of the girls| in word knowledge, .
reading total, and math .problem solving, while the
higher in language and spelling. There were no signi
sex interactions. Accordingly, we conélude that the difference be-
tween the mean achievement of the boys and girls in all nine areas was .
consistent across the four successive grades. ) T

) ’
v

I

Comparison of Achievements of Four Successive Grade 7 and Grade §

Groups Without Mental Ability Scores

*

" The number of grade 7 students without mental ability scores who
took one or more tests ranged from 84 to 99 in 1977-78,.52 to 55 in
1978-79, 59 to 60 in 1979-80, and 64 to 67 in 1980-81. The number of
grade 8 students without mental ability scores ranged from 67 to 7] in
1977-78, 50 to 52 in 1978-79, 72 to 81 in 1979-80, and 96 to 101 in
1980-81. These students were either absent on the day the mental abil-
ity test was administered in-Grade 3 or they entered a Milwaukee school
after grade 5.

The differences among the means for the four successive grade 7 .
groups of students without mental ability scores was significant in
four of the nine achievement areas, namely language, math concepts,
and math total. Six of the 24 post-hoc comparisons related to these
four areas were statistically significant, and in each case the mean
of a later group was signifjcanhtly higher than the tean of a prior
group. Thus, the direction of the significant differences for these
four grade, 7 groups without mental ability scores was the same as that -
for the grade 7 groups with mental ability scores; however, fewer dif-
ferences were statistically significant.

The difference among the means for the four grade 8 groups with~
out mental ability scores was significant only for*math computation. ¢
The mean of the 1980-81 group was significantly higher than that of
the 1977-78 group. The girls of bdth the four grade 7 and four grade
8 groups achieved significantly higher than the boys in language and
spelling. ,

A’ simultaneous repeated measures analysis of variance was per-
formed on the scores of the four grade 7 groups with mental ability
scores and the four groups without mental ability scores, "and alsg on
the grade 8 groups. This analysis could not take into account pos~-
sible differences in mental ability between the groups with and with-
out mental ability scores. Accordingly, the resuf!s could not be
compared directly with the results from the preceding analyses that
were performed separately on the groups with and without mental abil-
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_ ity scores. The highly important finding from this simultaneous anal- 1
. ysis is that mean achievements of the grade 7 and grade 8 groups with |
mental ability scores were significantly. higher than the means of the ¢
_groups without mental ability scores in all nine achievement areas |
except spelling. Thus, the students who were either absent when theas

menta{"ability testing was done in grade 5 or who moved into the dis-

trict after. grade 5 achieved 1ower than those who were present in |
grade 5, > : 8 X d

.t;
RS

Acﬁievement,of Grade 8 Students Who Did Not Take Grade 7 Tests

We now turn to the grade 8 students without mental ability scores
who were in Steuben in 1978-79, 1979-80, and 1980-81 but- who were not v
'in Steuben to take the Grade 7 tests. The number of these students
taking the different tests ranged from 21 to 23 in 1978-79, 41 to 47
in 1979-80, and 64 to 69 in 1980-81. The achievements of these grade 8
students without mental ability scores were compared with the achieve-
ments of the grade 8 students without mental ability scores who were
in Steuben for both the grade 7 and grade 8 testing. The number of
students who were in Steuben for both test administrations was 29 for
1978-79, 31 to 34 for 1979-80, and 31 to 33 for 1980-8l, Only in
1978~79 was 2 significant difference found between the two groups,
namely in math problem gsolving. The mean of the students who took
only the grade 8 tests was significantly lower.

The comparable numbers of students with mental ability scores who
were present only for the grade 8 testing or for both the grade 7 and
grade 8 testing were very small. Accordingly, n& comparisons were

J>made of the/ﬁchievements of these groups. . -

- ) * o ! 1.
.Achievements of Three Succesvae Longitudinal Cohorts

!

e —

Longitudinal Cohort I consisted of 191 students (97 males, 94
females) wh&'entered grade 7 of Steuben Middle School in 1977—f§,
remained in the school through Grade 8 in 1978-79, took all of the
achievement tests, and had mental ability scdres from grade 5. Longi-
tudinal Cohort 2 had 247 students (106 males, 141 females) who entered -
grade 7 one year later in'1978-79. " Cohort 3 had 216 students (96 males
and 120 females) who entered grade 7 in 1979-80.

Repeated measures ‘analysis of variance (ANOVA) was used to ascer-
tain t#statistical significance of the differences among the means
that were obtained €or each longitudinal cohort. The same kind of
analysis was performed on the scores of the students of the longi-
tudinal cohorts of all the schools except Cedarburg High School, and
the results were summarized and reported in the same kind.of table for’
each school. Accckrdingly, a brief explanation follows to aid in the
interpretation of the-jnain effects$ and the interactions. (These are
reported later in thi part of the chapter in Tables 3.5a, b, and ¢ .
* for ‘Steuben Middle Sc ool ) - ///”\\




' 67

- The repeated measures ANOVA yielded the following kinds of signi-
ficant differences (main effects): (a) among the mean achievements of
the fqur quarters in mental ability, averaged across the two times of
testing, (b) between the mean achievements of the boys and the girls,
averaged across the four quarters in mental ability and the two times
of testing (S in Table 3.5a), and (c) in the gain in achievement be-
tween the two times of testing for the total cohort (G in Table 3. Sa)
The difference among the four quarters in mental ability is not re-
ported for Steuben in this chapter or for any 6ther school in the
later chapters since this difference was always significant at or

beyond the .05 level. &
\\\\\H\GEZe repeated measures ANOVA yielded two first-order interactions
. an second-order interaction. The gain by sex interaction (G x §

in Table 3.5a) indicates whether the boys gained significantly more or
less than the girls from one time of testing to the next. The gain by
quarter interaction (G x Q in Table 3.5a) indicates whether the differ-
ence in the gains among the four quarters between the two times of test-
ing was statistically significant. The gain by sex by quarter interac-
tion indfcates’ whether there was a significantly different pattern of
gains by the boys and the girls of the four different quarters between
the two times of testing. A post-hoc test was performed when?an effect
involving three or more means was found to be significant, The results
of the significant post-hoc comparisons are given in footnotes of the . .
ANOVA tables. N\

Tables 3.5a, 3.5b, and 3.5c give the results of the tests of sig~ ’
nificance (ANOVA) for each successive cohort. The mean achievopentl?f

Table 3.5a. Significant Differences (ANOVA pks .05) in Efucatio Achievement, Gain ffom Grade 7 to

L\ Grade 8, and ?ol:-hoc Comparisons for Longitudinal Cohort 1: Stetben Middle School LA
L \
Sfx(s) Gain(G) GXSs GXQ GXSXQ
. ‘ Word Knowledge ‘ NS <,001 NS . NS . NS
Reading s <.001 . Ns 001 - s [
Reading Total NS <.001 N8 . - .003 S .
Language L0401, <.001 NS NS NS .
Spelling. NS £.001 .0342 NS T
) Math Computation ! NS <,001 - NS NS NS
Math Concepts i NS <,001 NS\ Ns. NS
Math Problem Solving N8 $4001 N8 NS o NS -

’

Math Total NS <.001 N8 NS NS

Y

1‘l'l-us nean nctlnievucn: of the femalea was aignificantly higher than tha mean of the’males.
ZT‘ne females gninod more than the males from Grade 7 to Grade 8.
L3’rhe third quarter gained -ignifiémr.ly more’ than the lowest quarter. T (\

‘nu second and the third qmnu uimd nignincnntly nore than the lowest quarter. .

N I -
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Table 3.5b. Significant Differences (ANOVA p £ .05) in Educational Achievement, Gain from Grade 7 to

Grade 8, and Post-hoc Comparisons for Longitudinal Cohort 2: Steuben Middle School .
K - .
Sex(s) Gain(G) GXS GXQ CXSXQ.
Word Knowledge NS <.001 NS NS © NS
Reading NS <.001 NS .0293 ; NS
Reading Total NS <,001 NS .0054 NS
Language Jos3t <.001 NS NS NS
Spelling .0261 <.001 NS NS NS
Math Computatiorn NS <,001 NS NS NS
Math Concepts NS <,001 .0172 NS - NS
Math Problem Solving NS <,001 - NS NS NS —
\
Math Total NS <,001 NS . NS NS
) -

The mean nchiev:ament of the females was significantly higher than the mean of the males.

2'l'he females ga_ined more than the males from Grade 7 tp Grade 8. ..

3'I’;\e highest quarter gained significantly mo.re than the lowest quarter. - ’
I"I‘he third quarter and the higheat quarter gained significantly more than the lowest quarter.
-
. -
Table 3.5c. Significant Differencea (AN(.)VA p £ .05) in Educational Achievement, Gain from Grade 7 to '
Grade 8, and Post-hoc Comparisons for Longitudirjal Cohort 3: Steuben Middle School el
. N i N
Sex(s) Gah(G) cxs G XQ CXS5XQ
= - : ——

Word Knowledge L0261 . <.001 ~ N:/ NS 0042

Reading - NS- <.003. NS NS NS

Reading Total NS <00l st Ns * 009 -

Language L. NS © o <.001 s i NS NS

Spelling NS. <.001 NS A4 NS NS

H;th Computation NS <.001 . NS NS . NS .

Math Concepts . NS <.001 " NS NS NS

Math Problem Solving NS <.001 NS NS NS

Math Total _ NS <.001 NS~ NS NS ‘

(3 ‘ ) ~
l‘l'he mean_ nch};evement, of the males was signifiwtly higher than the mean of the females.

ZQuartcr 2 malea gained more than females while Quarter 3 femalea gained more than malea.

s
vy [ - ~ t

- ERIC .

1 Aruitoxt provided by Eic: >
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the girls was significantly higher than the mean of the boys in lan-~
guage -for Cohort 1 and in language and spelling for Cohort 2. The
boys' achievement was significantly higher than the girlg' in word., . .
knowledge for Cohort 3 but not for the other cohorts.

The students of all three cohorts made a significant gain in all
nine achievement areas from grade 7 to grade 8. In each area, the
mean of the same .students when in grade 8 was significantly higher
than when in grade 7.

We may now turn to the significant interactions for each cohort.
Where a significant interaction involving gain by sex or gain by
quarter was 295 found, we conclude that the boys and girls gained
equally or that each quarter of the class in mental ability gained
equally. For Cohort 1 the significant gain by sex interaction in
spelling is accounted .for by the fact that the girls gained more than
the boys froin grade 7 to grade 8. For Cohort 2 the significant gain
by sex interaction in math concepts is related to the girls gaining
more than the boys from gra@g’l,ﬁo grade 8. There was no significant
gain by sex interaction for Tolort 3. e :

There were significant gain by quarter interactions for Cohorts 1.
and 2 in reading and reading total. In both areas the lowest quarter
gained less than a higher ‘quarter from grade 7 to grade 8. For Cohort
3 there were no significant gain by quarter interactions; however,
there were two significant gain by sex by quarter interactions. The

« boys of the sécond lowest quarter gained more than the girls, whereas
the girls of the third higher quarter gained more than the boys.

Comparison of the Achievements anq the Gaing of Three

4 ’/. \\

e

' NN

Analysis of covariance, with mental ability the covariate, was
used in identifying thé significance of the main effects of cohort,
sex, and gain of the three successive longitudinal cohorts. The ma
effect for cohort is based on the achievement of the students of th
three cohorts averaged across both times of testing, not on the gai
from one time of testing to the next. The effect for sex is based on
the achievements of the boys and girls of the three cohorts combined
and averaged for the two times of testing, not on gain in achievement
from grade 7 to grade 8. The main effect of gain is,for the gain be-
tween the two times of testing for the students of~%11 three cohorts
combined. ‘

)Longitudingifcohorts

- -

» . ¢ -
. Table 3.6 gives the results of the tests of significance. The
mean achievement of the ‘males of the three cohorts combined was signi-
ficantly higher than that of the females in word knowledge, 'reading
total, math concepts, math problem solvifg, and math total. The
girls' mean achievement was significantly higher than the boys' in
language and spelling. There were no significant sex by cohort inter-

actions, - . .

86
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Table 3.o. Significant Differences (ANCOVA p & .05) in Educational Achievement, Gain from Grade 7 to Grade 8, J

Interactions, and Post-hoc Comparisons for Three Longitudinal Cohorts: Steuben Middle School
Cohort(C) - Sex(s) SX C Gain(G) GXS GXC GXCXS
Word Knowledge <.001 - <.o01! NS <.001 NS .006 NS
Reading . .020 NS NS < .00% ' NS .003 NS
Reading Total .001 .ooa; NS <.001 - NS .007 NS
Language .009 014 NS < .001 NS .002 NS
Spelling NS .00121 NS <.001 NS .001 . o1
Math Computation <,001 NS NS < .,001 - NS <,001 NS
Math Concepts <.001 .03s! NS < 001 NS <.001 .040
Math Problem .
Solving .003 .001l NS <.001 NS NS NS
Math Total $.001 0351 NS g <.001 NS <.001 NS
%
Post-hoc Cohort Main Effect
. Mean Achievement Mean Achievement Mean Achievement
~ Cohort 1 vs Cohort 2 Cohort 1 vs Cohort\3 Cohort 2 vs Lohort 3
Word Knowledge Signi - NS Sign3
Reading Sign NS . Sign3
Reading Total Signd NS «  Sign3
Language Sign3 i Sign3 NS
Math 3 3
Computation Sign S'ign3 Sign3
Math Concepts Sign3 . Sign Sign3
Math Problem 3
< Solving NS Sign3 . Sign3
Math Total Sign3 Sign . Sign3
Post-hoc Gain by Cohort Interaction M
Gain Gain Gain
Cohort 1 vs Cohort 2 Cohort 1 vs Cohort 3 Cohort 2 vs Cohort 3
- Yord Xnowledge . NS Sign5 NS
eading Sig NS NS /
Reading Total Sigdd . Signd i NS
Language Signb Signb . NS
Spelling NS NS " Signd
Math Computation Sign6 Sign6 Sign6
Math Concepts NS Sign B Sign6
Math Total Signb Signb Signb .
1] ! L
} P Post-hoc Gain by Cohort by Sex Interaction
Gain Males vs Females Gain Males vs Females Gain Males vs Females
- Cohort 1 vs Cohort 2 Cohort 1 vs Cohort 3 Cohort 2 vs Cohort 3
Spelling - NS 518n7 NS -
’ Math Concepts sign8 . NS NS !
1The,ann acfievement of the males was significantly higher than the mean of the females.
QThe mean aghievement of the females was significantly higher than the means of the males.
3

The mean achievement of the later cohort wag significantly higher than the mean of the prior cohort.

~?The mean acﬁievement of the prior cohort was significantly higher than the mean of the later cohort.

5The later cohort gained significardtly more than the prior cohort. ’

6The prior cohort gained significantly mo;e than the later cohort.

7Cohort 1: The males gained more than the females. -t
Cohort 3: The females gained more than the males. i

8Cohort 1: The males gained more than the females.
Cohort 2: The females gained more than the males. . ’

ERIC - : 8y -
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{
%he difference in the mean achievement of the three cohorts was
significant in all areas except spelling. The post~hoc comparisons
indicate that the achievement of Cohort 2 was sigmificantly higher
than that of Cohort 1 in language, math computation, math concepts,
and math total; whereas it was loWwer than that of Cohort 1 in word
knowledge, reading, and reading total. The mean achievement of Cohort 3
was significantly higher than that of Cohort 1 in language and the .
four math areas. The mean achievement of Cohort '3 was significantly - .
higher than that of Cohort 2 in all areas except language apd spelling, N
As would be expected, the st&bents of the three cohorts combined *
gained significantly from grade 7 to grade 8 in all nine areas. Turn—- -
ing to the significant gain by cohort interactions, we find that Cohort 2
gained significantly more than Cohort 1 in reading and reading total
and, that Cohort 3 gaimed significantly more than Cohort 1 in word knowl-
edgéqand reading total, and also more than Cohort 2 in spelling. Cohort 1 -
gained significantly more than both Cohorts 2 and 3 in language, math
computation, and math total, and more than Cohort 3 in math concepts.
Cohort 2 gained significantly more than Cohort 3 in math.computation,
math concepts, and math total. We should be aware that a cohort scor-
ing slightly lower in grade 7 and slightly higher in grade 8 in compar-
ison with one scoring slightly higher in grade 7 and lower in grade 8
results in the prior cohort having the significantly higher gain. It
will be recalled from the earlier results related to the successive
grade 7 and successive grade 8 classes that the grade 7 classes of the
last two years tended to score higher than the grade 7 classes of the
first two years. Accg;dingly, there was a greater possibility for the
earlier cohort to show a larger gain. l
here were gain by cohort by sex interactions related to spelling
th concepts. The Cohort 1 males gained more than the females in
gpelling, whereds the Cohort 3 females gained more than the males. Re-
ated to math congepts, the Cohort 1 males gained more than the females
hile the Cohort 4 females gained more than the males.

Grade 8 of 1 77—?855@8 not part of any longitudinal cohort nor
was grade 7 of 1980-81. The mean mental ability and the mean educa-
. tional achievement of these groups are presented in tables of the .
Wisconsin Center publication (Klausmeier, Serlin, & Zindlef,£1982).
They are not discussed further but have been included to enable the
interested reader to compare these grade groups with those included in
the longitudinal cohorts.’

Comparison of Mathematics Achievement Based on a . ’ -,
’ ! N .t

Locally Constructed, Objective~Referenced Test

A set,of 100 objectives wag developed by’ the Steuben math faculty o ,
‘with consultation-from the %school district math’ coordinator.‘ These T
objectives reflected a range of content such that the least mathemat- .
ically able grade 6 students should be able to learn and master the
easiest objectives and the most mathematically able grade 8 students ™
should be challenged by the most difficult ijectives. Accordingly,

*
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not many dtudents were expected to master ﬁil the objectives upon
completion of grade 8. .

The staff constructed a: 100-item test, one item for each instruc-~ ~
tional objective. The test was administered to all grade 7 and grade 8
students in September and May of each school year, starting in September
of 1979. The September results were used by the I & A Unit teams to
diagnose individual student's instructional needs and to set ggals for '
individual students and fer the composite student body of the I & A
Unit. - The May results were used by the I & ‘A Unit team to assess the

> @ﬁogress of individual students. ,
s §\ : .
44" . Table 3.7 gives the results of the testing for the three=succ2s—.'
8 ve grade 7 and grade 8 classes. The gains from September to May of .
“%ﬁzﬁn each_schooI year are based on the test regults of the same students. o,
gﬁwtnu} e ‘observe that each later grade 7 class made a larger gain from Sep= :
.-“tember to May, 14.3, 19.6, and 21.4, whereas the gain” ofithe second
grade 8 class (14.9) was considerably higher than for. the first class
(11.6) and also slightly higher than the third class (13.7). More- ' .
over, the grade 7 classes gained consistently more than the‘grade 8
classes across all three school years; and, in May.of 1981, the mean
of the grade 7 class (60.6) was higher than that of the grade 8 class

(60.0). | ‘ .
) ’ % '}f
We observe that the means of the grade 7 classes in May were ' ' A
‘higher than the means of the grade 8 classes in the following Sep~
tember. We should recognize that a considerable number of grade 8
students who took the test in September were new to Steuben and did
not take the test ip May as grade 7 students. Furthermore, a consid- .
erable number of grade 7 students did not contifue into grade 8 at .
Steuben.. Accordingly, the différence between the May test results for .
grade 7 and the September tests for grade 8 should not be interpreted
» -a8 reflecting a loss by the Steuben students Furing the summer months.

N

i

Table 3.7. Mean Achisvemsnt of Three Successive Grade 7 and Grade 8 Groups on A Locally
Constructed, Objective~Referenced Mathematics Test: Steuben Middle School

d Sept, May Sept., May “ Sept. May
' 1978 1979 1979 11980 1980 1981 N

X, X Gain X X . Gain X X Gain

ed
’

Grede 7 37.0 51.3 14.3 37.0 56,6 =~ 19,6 39.2 60.6 21.4

' Geade 8 , ,  47.2  S8.8° 1.6  45.1 600  14.9  46.3  60.0  1A7 .
- - Difference - 10.2 7.5 81 Bl (7.1 0.6 ; )
) . S Y S e v . . .

~ - )7
. . *




We may recall that the mean math achievements based on the Metro-
politan Achievement Test were consistently higher for the grade 7 and
grade 8 groups of 1979-80 and 1980-81 than for the groups of 1977-78
and 1978-79. The results from this locally constructed math test
support those based on the Metrofolitan.

Relationship of Changes in Educational Achievement

to Implementation of Improvement Strategies

-and Unanticipated Events

.t

A main purpose of this cooperative regearch was to relate the
changgé in student achievement from year to year to the planned changes
that the staff made annually in classroom and school processes and
structures in order to im lement the improvement strategies. As was
explained in Chapter 2, the primary information regarding the changes *
in student achievement from year to year is based on the comparison of
the achievements of each later grade 7 and grade 8 group with the
grade 7 and grade 8 ‘achievements of each earlier group. -A secondary Q
basis is the comparison of the mean achiévement, averaged across both
years, of each later longitudinal cohort with each earlier cohdrt. .

The findings presented earlier in this chapter pertaining to read- -
ing total, language, spelling, and math total are used in relating-the , -
changes in student achievement to the planned improvements and the unan- y
— ticipated events. 'Reading total and math total are used rather than the

subtests in these areas, singce the planned changes given earlier in this
/phapter were not directed to the specific areas of reading and math mea-

sured by the subtests. The findings presented earlier in the chapter re-~

garding (a) students “ithout mental ability scores and (b)>the grade 8 . y

students who were not in Steuben for the grade 7 testing are nof dis- N

cussed in this section of the chapter inasmuch,as the planned -changes

wert- made on the basis of the annual results for students with mental .
abi ity scores. . R : 7 ot

L
) >

Table 3.8 provides a.summary of the findings pertaining to the
educational achievements of the four successive gradé 7 and grade-8 .
_groups with meptal ability scores. ‘The significant differences and, .. v
nonsignificant differences are indicated as well as the equivalent .
percentile ranks for each. achievement area. ‘The percentilé ranks ’ '
equivalent to the adjusted ‘means are provided to aid.the interpreta—
tion «of the amount of change from year to year. ! .

\ ’ - "‘l
: The comparisons of the achievements of the: 1978—19 grade 7 and
grade 8 groups'with those of 197?—78 are’ regarded as unrelated to the |
planped {mprovements simce.only minor improvements were carried ott in
the second semester of 1978-79." A significantly higher, mean for a
grade 7 or grade 8 group of either of the last two years in comparison
with an earlier year is regarded as a positlve effect and a nonsignif-
icant difference is regarded as neutral. A significantly lower mean
is regarded as a hegative effect, except'if the effects of unantici-

~
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Table 3.8. Summary of Findings Regarding Mean Achievement of Pour Successive Grade 7 and
Grade 8 Groups and Percentile Rnnk_a Corresponding to Adjusted Achievement Means: Steuben
Middle School

3
Comparisons of Successive Groups

~

1978-79 1979-80 19§0-81 1979-80 1980-81 1980-81
vs vs vs vs vs vs
1977-78 1977-78 1977-78 1978~79 1978-79 1979-80

Grade 7 - N

- Reading Totsl S- NS NS S+ S+ NS

'

L

!

|

ﬁ

i

Language s+ S+ S+ NS S+ S+ ) 1

Spelling NS NS S+ NS NS NS
. Math Total NS S+ S+ NS < s+ NS
.. Grade 8 . M.
Reading Total NS NS S+ NS NS S+
Language NS NS s+ NS S+ NS .
' Spelling S+ S+ S+ NS NS NS .
4 2
Math Total NS S+ S+ NS s+ NS
., » Adjusted Means and Equivalent Percentile Ranks ‘
\ 1977-78 1978-79 1979-80 1980-81
X ZXile X Zile X Zile X Zile .
Gruye 7 .
¢ ’
Reading Totsl 43.44 34 . 39.92 29 42.66 34 43.11 34
Language 38.21 30 41.17 32 . 42.09 36 45.27 42 | ‘
Spelling 26.17 40 27.31 44 26,74 44 27.\c9 48 :
- Math Total 50.75 30 54.95 36 60.14 44 60.06 44
. ‘> .
. ) ' . .
‘ ‘Average Student N 223 * 323 ) " 289 304
- Grade 8 . i o ‘
Reading Total 48.98 30 50.93 32 48.28 28 52.46 35
o Langusge: . 44,66 30 45.37 30 46.77 32 48.08 34
. ' Spelling 27,64 32 29.25 36 29.74 38 30.57 39
. . ] ) N ,
-, 4 Math Total 60.45" 32 A .62.53 34 65.43 36 68.38 ‘42 . -
- 7 ‘ . . « N
’ s ° Average Student N 228 237 267 224
. - v \‘
S+ The mean of the group of the later year was significantly higher than the mean of the . ) .
. . group of the earlier year. , . S
) S= The mean of the group of the later 8.1 was significantly lower than the mean of the -
‘ . . group of the earlier year. »
Q ' . . .
+ ‘ : . ‘
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pated events were judged to have outweighed the effects of the pianned
improvements. E >
The mean grade 7 reading achievement was significantly lower in. ,
1978-79 than in 1977-78 but significantly higher in 1979-80 than in .
1978-79 and significantly higher in 1980-81 than in 1978-79. The e
significantly higher reading achievement of the 1979-80 and 1980-81 )
. grade 7 group in comparison with the 1978-79 group resulted from the ° -
following planned changes specifically related to reading: goal getr ’
ting in reading by the staff of each I & A Unit to increase the mean.
reading achievement of their group, providing a better instructional
program for the individual &tudent with special attention given to stu-—
dents achieving below expectancy, and replacing much of the separate-
skills reading instruction in the reading laboratory with CAI reading.
As noted earlier, the lower mean reading achievement of the 1978-79
grade 7 group, in comparison with the 1977-78 group, is regarded as
unrelated to any planned improvement activities.
The significantly higher language achievement of the grade 7
groups of 1979-80 and 1980-81 over the groups of the prior years is
related to goal setting by the I & A Unit teams to increase the mean
achievement of the total student body of the I & A Units and to pro-
viding more effective instructional programs for individual students
in language. The significantly higher mean achievement in language- of
the 1978-79 grade 7 group over the 1977-78 group cannot be accounted -
for in terms of planned "improvements or unanticipated events. The
significantly higher spelling achievement in 1980-81 vs. 1977-78 re-
sulted from the goal setting and related improvement activities that
started in 1979-80. The lack of significantly higher grade 7 medn
'spelling achievement frofn‘’year to year, except 1980-81 vs. 1977-78, is
. probably related to the fact that in’ 1977 78 the mean spelling achieve-
.ment was already quite high.

The significantlly higher grade 7 math achievement in 1979-80 and /
1980-81 in comparisor with 1977-78, and in 1980-81 vs. 1978-79 is attri-
buted to the following focused planned changes: tise of the reshults of
the' locally constructed math testyand the standardized test ‘in setting
goals and in implementing them in?1979 -80, and more computer-assisted S
instruction in math starting in the second semester. .

i P
We shall now focus on the findings and planned-improvemeénts for
the grade 8 groups. The significantly higher reading achievement of
the 1980-81 grade 8 group over the 1977~78 and 1979-80 grade 8 groups
is related to the planned improvements in 1979-80 that were continued
into 1980-81, / They included use of the goal setting strategy and more
+ " gtudents receiving CAI.in reading.

The grade 8 1980-81 group achieved significantly higher than the
| -+ 1977-78 ‘and 1978<79 groups in language. This reflects the use of the .
i . goal setting strategy. ‘
The significantly higher spelling mean, 1979-80 vs. 1977-78 and
1980-81 vs. 1977-78, 1is related to goal setting by the I & A Unit
teams and carrying out the related planned improvements. The signifi-

«
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cantly higher mean im grade 8 spelling in 1978-79 over 1977-78 cannot
be related to any planned improvements or unanticipated events.

The significantly higher math achievement, 1979-80 vs. 1977-78,
' 1980-81 vs. .1977-78, and 1980-81 vs. 1978-79, is associated with use
of the locally constructed and standardized achievement test results
in implementing the goal setting strategy, and the CAI math that
started in the second semester of 1978-79. iy
. A summary of the mean achievements of the three cohorts is shown
- in-Fabtrbe—39—Thre meanr-acittevementof-Cohori-3~was—significantly—

higher than that of Cohort 1 or Cohort 2 for four of eight comparisons
and not significantly different for the other four. The mean achieve-
ment of Cohort 2 was significantly higher than the mean -of- Cohort 1

for two comparisons, significantly lower for one, and not significantly
different for the other. The lower achievement of Cohort 2 in reading
is not explainable. The fact that, in gereral, the other two cohorts
achieved higher than, or not significantly different from the earlier
ones, is related to the implementation of the goal setting strategy in
1979-80 and to the refinement of the instructional programming strategy
from year to year.

Table 3.9, Summary of Findings Regarding Mean Gain and Mean Achievement of Three Successive
Longitudinal Cohorts: Steuben Middle School

Means of “Bach Cohort

- —

Cohort 1 Cohort 2 Cohort 3
- . . X X - X, X X X .
. C Gr. 7 . Gr. 8 Gr. 7 Gr. 8 “Gr. 7 Gr. 8
‘Reading Total 46.66, 53.53 39.36 48,43 43,14 52,32
) . .o . . 1
Language . - 40.64 48,23 41.35 «46.13 42,75 48.12
P : .
* Spelling 26.85 29.94 27.43 29.66 26.80 30.69
‘ Math Total ' 53.30  65.41 55,51 64490 61.05  67.99
‘Student N ‘ 191 247 s 216
. N Cohort with Higher )
N Average Achievement
R Cohort 2 Cohort 3 Cohort 3 E '
. . va . vs vs )
Cohort 1 Cohort 1 Cohort 2
‘ Reading Total Cohort 1 NS Cohort 3
: Language Cohort 2 . Cohort 3 NS
S?elling NS NS NS
Math Total Cohort 2 Cohort 3 Cohort 3
.

T

‘ oL 33 !




Results Related to Student Attitudes and Self-Concepts

*

The I0X School Sentiment Index, Intermediaté Level, and the IOX
Self-Appraisal Inventory, Intermediate Level, were administered to
approximately 50 percent of the students of grade 7%nd grade 6 in
April of each year 1978-79, 1979-80, and 1980-81. Two of the. four o
classroom groups of each I & A Unit of about 120 students took the )
Sentiment Index and the other two took the Self-Appraisal Inventory.
Students were assigned to classroom groups to be representative of all 5

the students of the particular I & A Unit and also the grade.

The School Sentiment Index has 81 items and‘the‘Self-Appraisal
Inventory has 77 items to which the student responds True or Untrue. .

Attitudes .

The percentage of the students of grade 7 and grade 8 for the
three years who checked the response keyed as favorable is given in
Table 3.10 for the seven subscores. Since the students did not sign
their names or give their grade, only the responses of the students in
I & A Units having only grade 7 or only grade 8 students were included
in this-analysis. Therefore, it cannot be inferred that the.same/gtu-
dents who took the inventory in grade 7 also took it in grade 8. We
may mote general trends and changes in attitudes from year to year
where thé difference was 10 percent or more.

Table 3.10. Mean Percent of Favorable Responses to School Sentiment Index for Three Successive Grade 7
and Grade 8 Groups: Steuben Middle School . .

«

Grade 7 Grade 8
"Subscale 1978-1979  1979-1980 1980-1981 1978-~1879 1979-~1980 1980-~1981
. h d

1. Teacher: Mode

of Instruction . 68 73 69 56 57 64
2. Teacher: Authority -

and Control 51 46 52 . 42 44 47

N - - .

3. Teacher: Inter=

- personal '

Relationships . . . )

with Students 52 . 54 54 ! 35 44 . 48
4. Learning S4 60 58 52 54 50

¢« | N ‘

S. Social Structure M

and Climate 56 ! 57 60 45 46 57
6. Peer 70 67 67 61 ° 65 65
7. General o 46 49 56 39 39 49

\ .
( -~

N =» 149 . 127 156 142 150 181
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l
_ |
y The attitudes of the grade 7 students toward the teachers' mode |
. of instruction and toward peers were generally more favorable than - ‘ |
%?%@?éi were their other attitudes. Their general attitudes toward school’ .. ¢
B were lower than their other attitudes. Their attitudes in all ateas

v remained relatively constant during the three years except- that their
general attitudes toward school increased from 46 to 56 percent from
1978-79 to 1980-81.

»

w

The attitudes of the grade 8 students were ‘consistently lower . {
than those of the grade 7 students, often more than a difference of 10
sxngnnage_pgin;s*ﬂmlhgwggugg 8 gAgdents attitudes were most favor-
able regarding the teachers' mode of instructhh'End‘tSﬁﬁf‘“?€E¥§EHHEEE“‘=mmﬂﬂutx4
were lowest regarding the teachers' interpersonal relationships with '
students and general attitudes toward school. There was a substantial |
increase from 1978-79 to 1980-81 in the students' attitudes regarding q
the teachers' interpersonal relationships with the students, the social J

structure and climate of the school, and general attitudes toward school.
The grade 8 students' attitudes toward teacher mode of instruction,
teacher authority and control, learning, and peers remained relatively
stable across the three years. N g

Self-concepts

-

The IOX Self-Appraisal Inventory measures the self-concept related . )
to peers, family, school (academic), and general. The percentage’ of j» o
the positive responses are given in Table 3.11 for grade 7 and grade 8 .
-  for each of the three years. : A T T
N“E‘ The mean 5elf-concept of the grade 7 students related to school
was less positive than related to the other three areas except in
1980-81 when it was about the same as that related to. peers; The mean,
self-concept of the®grade 7 students in all four areas rema ned rela-
tively stable during the three years. :

Fz
The self-concepts of the grade 8 students were consistently . ’
higher than those of the grade 7 students: .The grade 8 students'
~ self-concepts were relatively stable acrosg the three years in all
F - . &feas—exeepémgene;alv_io;-whish—a—d;op—occu;;ed»£:oﬂLL
1980-81.

»

Table 3.11. Mean Percent of Favorable.Responaes to Self-Appraisal Inven:ory for Three Succeuive

Grade 7 and Grade 8 Groupl. .~Stéuben Middle School . Lo
—— . } Grade 7 R : * Grade 8  "- : L.

Subscale - 1978—1979 « 1979-1980 1980-1981 1978-1979 1979-1980 1980-1981

1. Peer .70 65 64 77 73 7 oL

2. Family : 78 73+ .76 79 ) 76 C
L -3, School Y 58 .-K 65 63 64 - 69 ‘

< e .
4, General 7 74 69 . 74 ¥y 19 75 . 64

e W= © 129 101 154 80 90
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. ﬁelationship of Affective Results‘to Changes and

te ' ' Unanticipated Events

. The positive findings related to the attitudes of the grade 7
students were (a) more positive general attitudes toward schoolgin
1980-81 than in earlier years and (b) stable attitudes in the other
six areas. The positive findings regarding the grade 8 students'

+  attitudes were (a) more positive attitudes in 1980-81 toward teacher
interpersonal relationships with students, towdard the social structure
and climate of the school, and general attitudes toward school “and (b)

stable attitudes in the other four areas. The major positive finding
.. regarding the self-concepts of the grade 7 and grade 8 students was

- — . the stability related.to all four areas across the three years and the

quite 'high self-concepts related to family and to peers. The only -

negative finding was the drop in general self-concept of the grade 8
) students from 1979—80 to 1980-81 .

k4
To what may the positive results pertaining to the" students

attitudes #hd self=-concepts in 1980—81 be attributed? One contribut-
ing factor may have been the human 'relations .program provided to all
students, a focused planned change. Clearly, the students' attitudes
toward peers and their self-concepts.relating to peers remained much
the samé in 1980-81 as in 1979-80. . Whethér the training contributed
to the more positive attitudes toward teacher, interpersonal relation-
ships with the grade 8 students and to .the relatively high attitudes
toward teacher mode of instruction is uncertain.. The human relations
training was provided during the first two weeks of the 1980~81 school |
year by the unit teachers, afd. it. might have contributed"to better
teacher-student relationships. The fact that. an academic' team of four
teachers tajght the 120 students, with each teacher serving informally
as an advisor to the, students, may have cdontributed to the highly
favorable attitudes abward the teacher mode of inst;uction.:t

”~ -
-\ N
.Conclusions

v

Sy,

-~

i

One purpose of the present research was to determine how weflA%he
'Steuben staff could implement the following improvement strategies:
(a) arranging an appropriate totdl educational program of courses ‘and -

- othér activities for egch student, (b)-arranging an appropriate instruc~

* _ »tional program.in the subject fields of language, mathematics, reading,
and spelling for each student each semester, and (c) setting goals for
the students of each I & A Unit and'planning and carrying out related
improvement activities. It was not ‘feasible for the teachers to plan
and monitor individual educational programs of the students in a syste-
,matic’manner hecause of ‘the large turnover .af students each'year.
ever, the teachéers were already arranging individual .instructional pro~

. grams for each student in mathématics, reading, language, and spelling
in 1977—78, and they served informally as advisors to the students
starting in 1977-78.  Goal setting in language, mathematics, reading,

« - 4

-
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and spelling and carrying out related improGement'activities were
carried out by all the I & A Unit teams starting in 1979-80.

Another objbctive of the research was to maintain a satisfactory
level of student achievement in language, mathematics, reading, and »
spelling from year to year and to raise achievement that was regarded

\w as unsatisfactory. The grade 7.class of 1979-80 achieved significant-
ly higher than the class of 1977~78 in two of four comparisons and not
éignificantly different in the other two. The grade 7 class of 1980~-81
achieved significantly higher than the classes of 1977-78 and 1978-79
. in six of eight’ comparisons and not significantly different in the
TN other two. The grade 8 class of 1978~79 achieved significantly higher
than the class of 1977-78 inm one of the four coiparisons while the
' ,grade 8 class of 1980-81 achieved significantly higher than the classes
of 1977-78 and 1978~79 in six of the eight comparisons and. not signifi-
cantly different in the other two. “The students of each of three suc-
cessive longitudinal cohorts gained significantly in all four areas
from grade 7 to grade 8. Moreover, in all areas except reading total, »
the achitevements of the second and third cohorts were significantly v
higher than those of a prior one. Similar favorable results were ob-
, tained on a locally constructed mathematics test. The attitudes of
- " the students toward school and their self-concepts either remained
stable ‘or improved from the first year of testing in 1978-79 to 1980-81.
The attendance of the students was about the same from year to year
, but slightly higher in 1980~81. Based on these findings we conclude
thdt the concurrent implemeitation of the instructipnal programming
strategy and the goal setting strategy that started in 1979~80 was
highly effective in producing desired studert outcomes.

The loss of six aides in 1980-81, the closing of the reading/
language arts laboratory and the mathematics laboratory in 1980-81,
and the changing of the school day in 1980~81 probably had a negative
effect on student achievement atd student attitudes. However, this
effect cannot be assured inasmych as student achievement and attitudes
did not drop off in 1980-81. ,




CHAPTER 4

WEBSTER TRANSITIONAL SCHOOL - .

$

Copperative improvement-oriented research was carried out with
Webster. Transitional School during the years 1977-78 through 1980-81.
The objectives of the research,at Webster and the other schools were
indicated in Chapter 2 of this monograph. .

The achievement areas selected for attention at Webster were read-
ing, language arts, and mathematics. Changes in student attitudes and
the incidence of discipline referrals were also_studied.

The administrative arrangemént employed at Webster Transitional

- School to plan, monitor, and implement its improvement activities was

its existing Faculty Advisory Committee. This consisted of one teacher
from eéach of its eight Instruction and Advisory Units (I & A Units),
three guidance counselors, two teachers from the allied arts team, one
teacher from the supportive services team, and the leadership team
consisting of the principal, the dean of students, and the instruc-
tional consultant. The teachers of language arts, reading, math, .
science, and social studies and the students were organized into I & A’
Units. Py ,

A

;he remainder of this chapter is organized as is indicated in the
Table of Contents. The organization is identical to that of Chapter 3.

L]
.

v Staffing and Student Engollment '\\i

':fWebster Transitional School is the only middle school of the
Cedarburg School District, Cedarburg, Wisconsin. Cedarburg is about
20 miles northwest of Milwaukee. The students are white. The socio-
economic level of the parents of the students is middle and upper

middle class. Many parents are employed in Milwaukee.

The gtaffing of Webster each year, the student enrollment as of
September of each year, the average daily attendance~for May of each

* jear, and the incidence of discipline referrals follow.’

.

= T 77-78 78-79  79-80 80-81

No. of building administrators 1 1 1 1
No., of counselors : 3 3 2 3
No.: of. curriculum specialists 1. 1 71 1
No. of regularly certificated ) _
. teachers B 37/ 42 38% 38
No. of learning disability and
. special teachers of other ex- " 1

, ‘ 81




- . . v
77-78  78-79  79-80 _ 80-81
ceptional children . ’ : 2 2 3 L4
"No. of librarians or media persons S | 1 0% 1
No. of school psychologists (part
+ time) 2 2 2 2
No. of school social workers ‘(part ° . .
time) * 1 1 1 1
No. of other certificated personnel 0 0 0 0 .
No. of aides - 6 - 5% 5 ¢ 4 .
No. of custodial and other non-
certificated personnel not
counting aides 6 5 5 5
Student enrollment 761 - . 711 686 712
Daily attendance in percent ] 96 - 96 9% 94
No. of discipline referrals 178 123 66 71.
~ S .

*IM0"Director died in November and was not replaced until 1980-81.
3

The drop in average daily attendance from 1979-80 to 1980-81 was
regarded by the principal as resulting mainly from parents taking
their child with them on vdcation. The decrease in discipline refer-"
rals was regarded as res/}ting from more personalized iﬂstruction and
advising. -~

»
>

Data Gathered and Analysis of Data by the Webster Staff’

~

‘ hnd 4

Data regarding student outcomes were gathered annually., These
data were summarized and analyzed by the local school staff and were
used in determining areas of possible improvement for the ensuing
year. After the last data collection in 1980-81, ‘the data on each
individual student and on each group of students enrolled in each
grade each year were analyzed by the project staff., The data gather—
ing instruments, the schedule of administration, and the analysis
techniques of the Webster staff are now outlined.

Iowa Short Test of Educational Ability o
I

Administration: Grades 6, 7, and 8 in April 1978 and grade 6 and
new students of grades 7 and 8 in April 19795 1980, and 1981.

Analysis: Obtain the mental ability score from the test pub-
lisher's computer printout for the students of each of, the eight
I & A Units. Divide the students of each grade of eacﬁ I1&A
Unit (five I & A Units contained grade 6 and grade 7.gtudents and
+  three had only grade 8 students) into quarters based on mental
ability. Do the same for the total enrollment in each, grade 6,
grade 7, and grade 8, Compute the mean mental ability of each
quarter of the students of each grade of ‘each I & A Unit and of

¢

rd
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% PhRe ;otal students of gfade.G, grade 7, and grade 8. Change the
means to the equivalent/national percentile ranks. LT

-

Gates-MacGinitie Rea@(ﬁg Tests: Vocabulary and Comﬁrehénsién

“Administration: Grades 6, 7, and 8 in April 1978, 1979, 1980,
and 1981.

Analysis: Enter the standard scores in vocabulary and comprehen-
sion of each student of each quarter of mental ability. Compute
the mean of each quarter in each area tested. Change the mean to
a national percentile rank using the appropriate test manual
table(s) This permits comparison of the mean percentile rank

in achievement of each quarter with their mean mental ability
percentile rank, .-

Locally constructed language arts test of 306 items: Parts of
speech, sentences, total . rd

Administration:~ September, grade 6; September, grede 13 May,
grade 7; and May, grade 8 of 1977-78 through 1980-81 except’ that
it was not administered to grade 6 in 1980-81 because a new test
_was inbroduced, starting with grade 6. ’ .

Analysis: Same as Gates-MacGinitie Reading Tests.

Locally'constructed mathematics test of 250 items: Six subscores
and total

Administration: September to grades 6, 7, and 8 and May to grade
8 in 1977-78 through 1980-81 except that it was not administered
to grade 6 in 1980-8]1 because a new test was ‘introduced, starting
with grade 6. '

Analysis: Same as Gates-MacGinitie Reading Tests.

I10X. School Sentiment Index (Intermediate level): Seven scores—-
Teacher Mode of Imstruction, Teacher Authority and Control, Teacher
and Student Interpersonal Relationships, Learning, Social Structure
and Climate, Peer, and General.

Administration; Annually to the grade 6, grade 7, and grade 8
students of each I & A Unit, starting in the spring of 1979.

¥
Analysis: Compute mean percent of favorable responses for each
subtest for each grade 6, grade 7, and grade 8 and for each I & A
Unit.  (This could not be related to mental ability percentile
ranks since the students did not put their names on answer sheets.)
Information from school records: Average enrollment for 1977,
1978, 1979, 1980. Percentage of average daily attendance for
1977, 1978, 1979, and 1980. Number of students referred to
principal annually for discipline.
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Improvement Strategies Implemented by the

’

Webster Staff

-

The three improvement strategies involved use of the preceding
‘data «f student achievement as well as other information regarding the
student. One strategy was™to arrange an appropriate educational
program of courses and other educational activities for ‘each’ student
each semester. Thé second strategy was to arrange an appropriate
instructional program for each student in each course. The last
strategy involved setting goals’and planning and carrying -out related .
improvement activities either to maintain or to raise the mean educa-
tional achievement of the students of each quarter in mental ability
of each T & A Unit. .

The teachers of each academic team planned complete educational
programs with their advisees and monitored their progress on a weekly
basis. The teachers planned and monitored the instructional programs
of the students in their classes on a daily basis.

Informal planning and implementing improvement activities for the
students of each mental ability quarter of each I & A Unit, using the
results of the locally constructed tests in language arts and math-
ematics, started in the fall of 1978-79. Goal setting in language
arts and mathematics by ali the academic teams started in 1979-80 and
continued into 1980-81.

We may now examine how. Webster used the information gathered each
year to select its improvement areas. Then we shall see how the infor-
* mation on individual students was used. ~ .

The locally constructed achievement test scores and the mental
ability test scores were summarized annually as indicated earlier, and
summary tables were prepared and presented to .appropriate groups of
teachers. (The information regarding the students of each I & A Unit
was made available only to the I & A Unit staff.) Table 4,1 is the
summary table that was prepared for each of the thrée I & A Units in
which.all the grade 8 students of 1978-79 were enrolled.

Table 4.1 gives the mean percent correct in each area of mathe-
matics for each quarter of the students in mental ability (group) ‘of
each of the three I & A Units (pods) and also the mean mental ability
percentile rank. The information is given for the same students when
in grades 6, 7, and 8. The principal had all of this information,’and
each I & A Unit had the information for its unit as well as a summary
for all of the grade 8 students. Having this information enabled the
principal and the ‘teachers of the respective I & A Units to make sev~
eral assessments. First, noting the achievements of the students of
each quarter of mental ability, they estimated how well their educa-
tional processes in each area of mathematics were .working for each
quarter of the students of their I & A Unft. Second, they compared
how each particular quarter of the students achieved across all six
areas of mathematics.”/ Third, they estimated how-well each quarter

~dog




1976
1977
1978
1979

(F) 64
(F) 80
(F) 90
(s) 91

Whole Numbers

1976
1977
1978
1979

(F) 16
(F 56
(F) 79
(s) a4

Fractions

4] 6
(® 48
(F) 80

Decinals /ﬂ~\&}976
1977

1978

. . 1979

1976
1977
1978
1979

Percent

0

1976
1977
1978

Integers

(s) 89

RS
(F)
(F)
(s)
P
(F)
(F)

: 1979 (S)

1976
1977
1978
. 1979

(F) 2
(F) 13
(F) 34
(s) 62

Geometry

1976
1977
1978
1979

(F) 16
(P 47
(F) 72
(s) 88

Total .

28 20
51 42

15 14
41 33
57 6D
83 81

66
88
87
90

20
65
83
89

9 °

58
83
88

49
80
82
85

14
47
71
85

A

6
50
76
88

45
69
76
81
10
35
58
81

2
30
59
78

44
59
69
73

il
49
65

76
87
88
92

28
60
83
91

19
57
66
91

67
78
83
92

12
49
71
87

11
37
56
84

‘56
74
79
87

11
36
64
81

25
47
82

48
68
71
81

25
50
71

20
39
72

5
36

18 68
65 87

2 0
4 13
21 59
13 93

1 0
21 10
43 28
72 56

30
S =4
39 24
7 79

2 3 13 6 3

_43 80 57 50 43

24 53 28 29 17
64 94 90 88 71

4
14
41
72

19

52
75
88

L

6
31
62
14
40
61
80

0
2
14
49

L d

10
28
48
75

17°

36

10
23
41
62

11
19
54

16
37
49
80

11
11
50

13
29
45
76

10
11
40

23
36
65

National Mean IQ Percentile 93

79 61

36

94

76

52

34

78

61

41

>

A* = Fourth Quarter
B* = Third Quarter

Q

ERI

JAruitoxt Provided nau:

C* = Second Quarter

Pt = First Quarter

-

¢
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m N
‘ . 85
Tablé 4.1 Quarters of Three 1978-79 Grade 8 Pods (Croups of Students) in Mental Ability .and the
Mean Percent Correct on 6 Subtests and Total of a locally Constructed Mathematics Test. Percent
Cotrect Based on Administration uf the Tests when the Students Were in Grade 8 fn Fall and Spring
of 1978-79, in Grade 7 in Fall of 1977, and in Grade 6 in Fall of 1976: Webster Transitional
School
Subtest Date . | . Pod B Pod D Pod C
Administered Groups Groups ' Groups
A* B* C* D* A B C D . A B C D
-




1978 in grade 8. Finally, each I & A Unit team was able to compdre
the results for its- students with the results for the entire grade 8
class while the principal could make the comparisons among the three
I & A Units as well.

Based on these assessments, the principal "and the staff of‘AQEh
I & A Unit starting in 1979-80 formulated goals and developed related
plans either to maintain-or to raise the achievement level of each , .
quarter in the various areas and also the mean achievement of the . ’ 'l
total T & A Unif in one or more areas.

¢
gained in each area from September of 1976 in grade 6 through May of . J

student in the following manner starting in 1978-79., They compared
the mental ability of each student with the percent correct in each
area of mathematics. This permitted the identification of students
who were not only low in achievement in any area but also low in
achievement in relatidn to ability. Students whose achievements were
farthest below ability were selected for special attention. If the
teachers cdoncurred that the student was not achieving up to ability, a
goal was set for the student to achieve highe?, and activities to se-
cure higher achievement were planned and implemented by the teachers.
In addition to activities during the school day, activifies after <.
school and on Saturdays as well as summer classes were strongly
recommended for the under-achievers and also other low-achiewers.

> . -

The teachers of each I & A Unit used information regarding each J

Description of Webster Transitional School as of 1977-78

-

Webster Transitional School is described as it was functioning in
1977-78. This description provides the necessary information™for relat-
ing the student outcomes of 1977-78 to Webster's implementation strate-
gles and organization structures and processes of 1977-78 and also to
the changes in the strategies and structures that occurred each year
<, thereafier.

'Background and Philosophy

. Webster Transitional School opened in 1978 and.replaced the Cedar-~
burg Junior High School. Dwering the period from 1967 to 1972, commit- =
I tées composed of school personnel, board of education members, citizens, T
and external consultants shared in formulating the school's philosophy, .
curriculum, and instructional arrangements. They also developed eduta~ = ° (f
tional specifications for the new building. —

The administrativé arrangements, organization for instruction,; and
instructional arrangements followed the pattern of Individually Guided
-~ , Education that was already employed by Cedarburg's elementary schools.
Appropriate modifications of the elementary pattern were made and new .
concepts were introduced to meet the needs and characteristiecs of the
middle school student population of Cedarburg and also the desires of .
the citizens.




The Webster School philosophy rests on the belief that every
individual student has the potential for developing academically,

socially, and creatively. This belief reflects what is known about
the learning process and the nature of the early adolescent.-

Keeping in mind the many areas of student development--intellec-
tual, physical, social and emotional--Webster School has established
the following goals directed toward the development 'of the total i
student. These goals are a.synthesis of the expressed desires of
citizens, the faculty, and the parents. .

The middle school promotes growth in basic learning skills and
academic concepts. .

The middle school guides the student toward proficiency in
‘independent learning, keeping in mind the continuing need to
learn throughout life.'

The middle school provides a wide variety of curriculum experi-
ences involving the student in situations which will develop
social skills and cultural understanding.

The middle school develops'%elf-discipline and responsibility
through a variety of enriching activities.

[

The middlé school encourages™each student to understand and

accept his or her role as a developing adolescent~-an individual .
with personal needs, values, and shared social responsibilities., -

Administrative Arrangements

The principal-is the only certified administrator at Webster.
His specific duties include monitoring all instruction and developing
a master schedule to facilitate the attainment of the, school's goals.
He is also responsible for .the hiring, placement, supervision, and
evaluation of the professional and nonprofessional staff, leading
staff development and inservice activities, and preparing the budget
and supervising all funds and accounts. The principal works directly
with the staff in their team meetings and deals with some students®in
special cases. Finally, the principal plays a lead rale’in the com-
munications and public relations between the community and the school
staff. -

Leadership team. The leadership team is composed of the pfinci- '

pal, the dean of students, and the instructional consultant. The

"instructional consultant assists the teachers and the teaching teams

in such matters as the diagnosis of student needs, the development of
curricular offerings, planning for student .attainment of learning
objectives, selection and use of instructional materials, planming
special units of instructiod; initiating curriculum innovattons, and
evaluation of student ,progress. (3he is‘also -responsible fok monitor-

.ing the .continuity of the curricular offerings in each subject across
grades 6 through 8. The dean of-students is responsible for guidance

- R * +
. v -
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and various other pupil services. Parental contact is maintained
through his office. He serves as an organizer and coordinator of
class scheduling, the testing-program, student records, student ac-
tivities, and the counseling program.

Faculty advisory committee. The faculty advisory committee is
compogsed on one member from each academic team, two .members of the
allied arts team, a member of the supporting services team, a student
representative (optional), the three members of the leadership team,
and two counselors. It meets,weekly. It shares decision making with
all members of the professional staff on matters related to the daily A
operation of the school. Emphasis is on involving the staff)in policy
making rather than on the diffusion of information. The committee or-
ganizes and holds inservice meetings and also general faculty meetings.

Organization .for Instruction and Advisement !

-~

The organization for instruction and student advising is the aca-
demic. I & A Unit, also referred to as a pod because of the physical
arrangement of the building. Each academic I & A Unit is composed of
75 to 100 students and a team of 3 to 4 teachers. There is also‘gn

" allied arts team and a’ support team.

The school has eight academic I & A Units. Five are composed of .
6th and 7th graders while three have only 8th” grade students., The :
teachers of each I & A Unit are responsible for theinstruction of the
students of their unit in language arts, reading, mathematics, social
studies, and science.

The allied arts team is composed of 13 teachers; two each from
industrial education, home ecopomics, and art; three from music; and
four from physical educat The support team has 8ix members and
includes the director of the instructional materials center, two guid-
ance counselors, a reading consultant, and two special education
teachers. .

. ' ~—

Teaching and learning are aided by the physical design of the
huilding. Each I & A Unit is housed in a separate pod of the build-
ing. The large open areas of the pods and movable furniture allow -~ ,
teachers to utilize different groupings for instruction, including
large group, small group, and individual study. Instructional mater-
ials are stored either in the pod or are within easy access”in one of |
two instructional material centers. The students of each I & A Unit
have-é4fect access to an IMC. - '

-

The primary functions of the I & A teams arge to plan instructional
programs appropriate for each student of- the unit, to teach, to advise,
and to evaluate. Within each team, a specialist is identified for each
subject. This specialist assumes responsibility for formulating the
objectives of the particular subject for the students of the unit. The
game teacher is also a member of a subject team of the school and works
on the development of objectives and content in the subject on a school-
wide basis (grades 6 through 8). ,
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For example, a teacher with expertise in the area of language arts®
idedtifies the objectives in language arts for the students of the unit
and plans the related teaching, activities and evaluation procedures for :
the team. This assures that what is planned and taught is substantively .
sound. The specialist in each subject field may also teach the subject .
to all the students of the unit without the assistance of other team
members, or some team members may also teach‘some of the students. « -

< .- -

Every teacher df each I & A'Unit teaches some of the students the
basic skills which the team identifies as needed by the students. ~Each
team of teachers sets a time when each teacher teaches a different skill
in the same subject to students who have not yet; mastered the skills;
for example, math skill groups for addition, subtraction, multiplica-
tion, and division; reading skill groups for word recognition; vocab-
vlary, etc.; and language arts skill groups for grammar, handwriting, .
or spelling. L . o ) .

Becisions regarding the use of time, facilities, and materials
are made by the team as a whole. In addition, grouping of students
for instruction is a team task. -

The use of time and the placement of students into instructional
groups and for individual study are highly flexible within each I & A
Unit.

i 4 = .

Some teams of teachers divide the students of their units into
five groups fpr the language arts, math, science, and social studies
to serve a smaller pupil-teacher ratio. While each of the four teachers
is working with a group, the fifth group, that may be class-sized, has
individual study time in the center of .the pod. Other flexible ways
for using time include 1oﬁger time blocks per day in ‘any subject and
not having instruction in every subject every day.

v

There are no permaﬁéﬁﬁ)"t am leaders." Instead, members of each
teaching team share the respondibility for four positions that gener-
ally rotate monthly or quarterly: team leadet, team recorder, repre-

sentative to the Faculty Advisory Committee, and Pod Council Advisor.

The person who serves as the team leader establishes the ggﬁhda
and chairs the formal weekly team meeting. During these meetings >
major instructional decisions are made for the unit, teaching assign-
‘ments are made, evaluation results are discussed, and nonteaching
tasks are shared. The instructional consultant and a counselor assigned
to the team attend the formal team meetings. Other school personnel,
including the principal and reading consultant, may attend.

Each teacher of an I & A Unit serves as an advisor to some of the
students of the unit. Members of the allied arts team and the support
team also advise some students of each I & A Unit.

The teacher advisory program focuses on human development activ-
ities. The teacher advisors meet with their advisees on Monday during
the last 15 minutes of the day and on Thurgday mornings for 30-60
minutes. Whole group, small group, and individual activities during
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these sessions deal with goal setting, decision making, values clari-

» fication, career awareness, and other matters. Advisors also meet -
with their groups or with individual students outside the regularly
.scheduled sessions and also outside regulér school hours tq.discuss
educational _programs, meet the student's familys get better acquainted,
and for othér purposes. During the summer of 1977 a handbook for
teacher advisors was developed. Tt offers a strdttured, developmental
approach_for teaeﬁer advisors to use in their teacher advisor activ-
ities. . - L g

. o ..’. ’
Pattern of Curriculum and Instruction ..

s P

g Courses. All students receive instruction in mathematics, lan-.

guage arts, reading, social -studiés, and science each semester. The

_ students of the combined grade 6 and 7 I & A Units take one semester
each of art, home economics, industrial eduec@tion, and music and two
semesters of physical edueation, a total three required classes in

r . 7

" +1 & A Units also take phyﬂical education and two elected classes in
the allied arts “each semester. Boys and girls are enrolled in the
same classes in the allied arts. Besides the electives for edghth
graders in allied arts, there are 40 nmini-courses taught for l-hour
sessions on .Tuesdays during ‘12 weeks of the schpol year. The mini-
cdurses are elective and are open to all students. ~

k4

>

.

, Within each curricular area there is great variation in the ac-
. tivities of individual students in line with the philosophy of ‘aiding
' “eagch student to achieve continuous progress at a pace appropriate for
- , the individugl student. Both the scope and the sequence of, instruc-
* .+ tion if each curricular area, grade 6 through grade 8, are continua-
tions 'and extensions &f—the elementary school curricylum.

: ! . l Instructional materials.’ Tﬁe instructional materials include
books and other printed materials distributed.bygcommercial\publish—

ers, curriculum guides and similar material prepited by the Webster
teachers, and a wide range of audiovisual materials. All of the tt
materials are correlated with the instructional objectives in“the
various academic courses.

Books and other materials for each unit of instruction are placed -
in the pod area or in learning centers in the instructional materials
center when the particular unit‘is being taught. The books are used
during the day and may be taken out by an individual student *for one

' night at the end of a school day. Films, filmstrips, film loops, video~
tapes, charts, mimeograph materials, and other audiovisual materials’
are also available in the instructional materials centbrs for use by
individuals, small groups, whole classes, or all the students of the

pod. . .

Materials, equipment, and supplies that enable teachers to meet
the varying interests and educational needs of the individual students
are also used in the allied arts, including home eeonomics, industrial
drts, music, and art.

these "allied arts" areas, each ‘semester. The students of the grade 8 «
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There are two instructional materials cdenters., Each center is
surrounded by four of* the school's eight pods in such a way that each
pod has direct’ access to one of the,centers. In addition to many
materials, each instructional materilals :;nte_)is equipped with cal-
culators, cassette records/players, viewers, and other audiovisgal
equipment. The seating capacity for the two centers’ combined is 1%2,
. LY
’
Extracurricular activities. Athletic extracurricular activities
include basketball, gymnastics, track, softball, and wrestling. Other
" activities include forensics, the school newspaper, the yearbook, the
variety show, jazz band, instrumental ensemble, natural history museum,
» and folk dance club. Students are also encouraged to particigate in
the activities of student government.
- . -
.Special_programs. Approximately 40 students are enrolled ina .
program for students with learning disabilitie®.and 20 to 25 in a
prograp for students:with emotional disturbances. Students with other
exceptional needs are enrolled in another school of the disttrict.

- Arranging Each Student's Educational Program

The complete educati programs of individual students are
planned with their teachér advisors. The students' individual in-
structional programs in each course are arranged in the following
manner. Students’are assigned heterogenously to I & A Units at the
beginning ojlthe year. .. Within each I & A Unit, students who are work-_
ing toward the achieveéént of the same objectives in each language
arts,reading, and mathematics are usually groupej together for
variotis lengths of time. In these curricular aregs students proceed
at rates partly determined by the teacher and the students. 1In L
science and social studies, .as well as in the allied arts, students
proceed at.the same pace through the various ‘units of instruction -
during the year, but there are“enrichment activities for the rapid
achievers and individual attention, jtutoring, and other activities ".
for ‘the slow achievers, as time and Tesources permit. -

-

v

The length of time.given to"units of instruction may be as short '’
as two weeks or as long as six weeks. Similarly, the amount of time
given to instruction in any of the academic subjects may vary from one
day to another since students do fiot pass-from one class to another
according to a time schedule.

— In placing students at the beginning of each schoql year, the
teachers of each I & A Unit examine each student's record from the

prior school year and also give their criteriontreferenced mathematics .

and language arts tests to identify the objectives that each student

has and has not mastered. Based on this assessment, an’ instructional

program is arranged for each student. K Students who are working toward
" the same o jectives are typically grouped together for instryction.

Teachers working as an I & A Unit team provide large-group, small- »

group, and individual learning actiyities 6 meet the needs of their'
students. They also adapt the instructional materials and the amount
of instructional time to take into account individual student's eharac-

R 1)
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teristics. Students are evaluated for the attainment of the objectives
.of each unit of instruction.

Not all students master all objectives. However, certain _objec-
tives have been determined as minimum skill competencies in mathematics
and reading. If students do not master these objectives when in g
certain grade, parents are notified; and students are required to
attempt to master these objectives during the school year or in summer
school.

Career Awareness and Exploration

There is not a systematic, organized program of community learn-
ing and work experiences, although field trips are utilized extensively
in all curricular areas. In addition, the school provides an oppor-
tunity for all students of grade 8 and their teachers to participate
in a week-long Outdoor Education Program held in the fall each year.

. Eighth grade teachers of science, soclal studies, and language
arts are also able to utilize the Qutdoor Classroom located on the
school grounds as a setting for various instructional units which are
normally included in their subject areas. This Outdoor Classroom has
been developed over the past three years by students and teachers with
the assistance of the community and the Wisconsin Department of Natural
Resources. Community resource persons also come into the school and
make presentations to classes throughout the year.

agdition to these activities, a definite plan in the allied
arts clagses for grade 8 is to promote career exploration activity
during the year. This activity is eoncluded with a Career Day each
spring during which students attend three 30-minute career information
sesgiong conducted by people who work in the field being presented.
A;.least 30 resource people conduct these sessions.

-

Evaluafion Activities

¥
: Teacher-constructed paper-and-pencil tests, t&acher observatioms,
performance tests, and ‘work samples are used in evaluating student
. progress. These evaluation procedures are related directly to "the
objectives -for each uni{af instruction. Students receive report
cards with letter grades in each subject every nine Weeka. The letter
grades are as follows#- .

A. Outstanding Individual Progress , ‘llfgfgz a
B. 'More than Satisfactory Indi;45ual Progress

C. Satisfactory Individual Progresq@«

s D. Less than Satisfactory Individual Progress ., o ke

[

F. Unsatisfeetorj Progress: i . .

. T
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In addition to the letter grades, report cards also include a
statement as to whether the student is performing at, above, or below
grade level and written comments which give an indication of student
effort in each subject,

The primary instruments utilized in the annual evaluation' of stu-
dent achievement are the Iowa Short Test of Educational Ability, the
Gates-MacGinitie Reading Tests, and locally constructed criterion-
referenced tests in language arts and mathematics. These tests are
administered to all students in grades 6, 7, and 8 except the Iowa
Short Test of Educational Ability, which is administered to'only the
grade 7 students.

t

<
. ¢

Home~School-Community Relations < ¢

Parent visits, parent conferences, and a parent newsletter are
used to relate home and school. There is also a parent advisory com~
mittee, and some parents serve as volunteers. AN

Two yearly events are held for parents. One is the open house in .
.the fall, an opportunity for students and their parents to visit school 3.
one evening from 7: Oggi;}i/fo p.m. The teachers of each I & A Unit

‘o
T

explain unit operaticns and also their individual methods of teaching,
evaluating, and advisingy—as well as matters related to the various .
academic subjects. Another event is the allied arts festival held in . *}
the spring. Each team of alljeg arts teachers displays student accom= N
plishments and giveq\demonstritiffﬁi

Besides the open house and the allied arts festival, one school
week is set aside for parent visitations during school hours to ) -
acquaint parents with the instructional processes and arrangements,
Student senate members s%tve as guides to the parents who observe
classes in action.

o

In accordance with school policy, thHe advisors of the students
meet with each parent twice per year, at the end of the first and
third quarters. Two afternoons and one evening are set aside each
quarter for this purpose. Students are required to be present at the
conferences, and in many instapces, actually conduct the conferences.

’ The student's self-evaluation ahd teacher's evaluations of -the student
are used as a basis for this conference. The student rates himself or
herself on class and test work, ability fo work in groups, neatness,
responsibility, and goal-setting. Teachers of the students evaluate
the student using the same form. These conferences replace conven-
tional report cards. ‘ \

Other individual conferences may be initiated by either parents
or teachers. These conferences are held during the teacher's planning
period or after school hours.

The Webster Newsletter comes out once per month and 1s given to
students to deliver to their parents. The first section has general
school news. Each of the eight I & A Units has a section giving in-
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formation about its activities, e.g., field trips, curriculum, or in-
dividual student achievements. Another section is given to the allied
arts. c

The Parent Advisory Committee was formed in 1972 to foster school-
community relationships and to provide input into the development of
school policy and.programs by parents., The Committee holds meetings
throughout the year for groups of pareﬁts who have a mutual interest,
e.g., 5th grade parent orientation to the middle school, 8th grade
parent orientation to Cedarburg High School, Webster's teacher/advisor
program, etc. h

Volunteer parénts give assistance to the IMC, chaperone field -
trips, and help as tutors or aides. They also serve as chaperones in
the outdoor Education program and for activities sponsored by the
Student Senate. Members of the community are also invited to make-
presentations to classes as guest spegkers on occasion.

Internal and External Support |, ~

The teachers of each I & A Unit are provided with a daily common
preparation time which they use for team planning and other matters
related to instruction. Teachers of each department of allied arts

" are alse allocated a common planning time each day. They are also

free for bne-half hour daily at the same time after lunch.

The Cedarburg School District makes funds available each year to
allow Webster teachers to work on curriculum projects. Money 1is given
to the school on a lump-sum basis, and allocation of portions of that
sum are made by the instructional consultant after determining needed

—-Rrojects with the principal and department members. These funds are

av#®lable throughout the school year as well as during vacation periocds.

Continuing Research and Development

In cooperation with the Wisconsin Center.%or Education Research, °
a comprehensive program of cooperative research was started in 1977-78.
The purposes of research were indicated in Chapter 2.

P} .~

Unplanned Events, Non-Specific Planned Changes, and =~

Focused Planﬁed Changes 1977-78 through 1980-81

Three kinds of changesgfollow in outline form for each year of
the four years of the study: (a) unplanned events that in the judg-
ment of the principal might have influenced ‘the student outcomes, (b) ,
non-gpecificr planned changes related to some aspect of the school pro-

gram that were not directed toward raising educational achievement in
reading, language arts, mathematics, or student attitudes, and (c) changes
focused on the improvement of student achievement or attitudes.
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1977-78 . -

The data gathering instruments, the time schedule for gathering
data, the data analysis procedures, and the improvement strategy were
outlined Procedures' already in place in 1977-78 for identifying and-
providing for individual 'student's needs as indicated in the 1977-78
desdription of the school were continued.

-

1978-79 - ’

Unﬁlanned event

‘Two three-teacher I & A Units were formed to replace three
four-teacher units due to decline in enrollment.

Contract negotiations during the second_sémester of the year -

resulted in lower teacher morale.

v

Non-specific planned change
7
A teacher advisor, parent-teacher conference committee was
established and plans were made to hold two afternoon and
one ®vening conference in 1979-80. -District support was
provided to all teachers for a one—day'inservice program,

A Career Day was started for the stndents of grade 8, ... ~

Focuseo planned change

Objective-based instruction in mathematics was refined and
related to the mathematics program of the elementary school.

The objective-based language arts program and the related
locally constructed language arts tests that were used ia
- grades 6 and 7 in 1977-78 were used in grade 8 for Jthe first
. time in 1978-79. One teacher of each grade 6, 7, and 8 met
during the summer to prepare the language arts curriculum
guides for grades 6, 7, and 8. (The effects should be re-
flected in achievements of grades 6,.7, and 8 students in
. - fall 1979-80 testing.) ) .
A one-day inservice program dealing with objective-based
. reading instruction was conducted. 'In the summer of- 1979
the instructional consultant and two teachers prepared a
reading guide for grades 6, 7, and 8. (This approach to
reading was related to performance-based reading education,
! not to what is measured by the Gates-MacGinitie Reading
Tests). - .

Goal setting in mathematics was tried out in some I & A
Units. /

/ 112

(

L4




96

1979-80
N Uhplanned event
. All grade 8 I & A Units and three of five grade 6-7 units
by wefe changed to three-teacher teams due to the continuing .
- ~ 17 enrollment decline a\_,the related loss of teachers.

e N
N8 L Contract negotiations during the second semester of the year
YA related to reducing the number of teachers resulted in lower

~

teacher morale.

Non-gpecific planned change
- . .
‘Career education for grade 8 students was extended and
refined through the: teacher advisor program.

Use of a new performance-based language arts test and a new
performance-based mathematics test started in-grades 6, 7,
and 8. .- - ~

-

.

w——ry - -~
Focused planned change -
—~— N “ N s
-A research and development committee was established to
ekamine the data gathered annually and to lead the goal-

setting process throughout the ﬁphool.

i

- e
Goal setting for the students of each I & A Unit was started
\in reading, language arts, and mathematics and continued
into 1980-81. Some dndividual students set godals with their
teachers, and I & A Unit teams set goals for the quarters of
their composite group of students. The child«parent-advisor
conferences in 1980~81 included planning the child's educa-
tional program and reporting of progress. The'goals of Pod 1 |
o for 1980-8F follow: i N

1980-81 TEAM GOALS - POD 1 ~ LAY .

. 1. To help the students- grow in the following areas:
academic development, social skills, -and emotional
. T , well~being.

2. Emphhusis will be put on team teaching by the staff with ‘
the use of varied techniques such as individualized
+ learning, large group tasks, and small group committee
. work to develop skills in problem areas.,
o= ‘ L, L.,f.\?..w - - - - - - r— e srmve | mem— X v
3. To develop a pod unity and spirit by stressing indi= .
- vidual involvement, responsibility, and self-discipline. \ .

Si? 4, To recognize our Tdle in the students' transition from
(\_ . : the middle echool to the high school. .
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5. To be more aware of which students compose each quarter
in order to more effeétively monitor performance changes.

Mathematics®
ol

6. To stress accuracy as a test—taking skill in mathematics.

7. To improve performance in the C and D quarters in the
area of percent,

8. To improve performance of all quarters in the area of
geometry,

Reading

9. To improve the performance of the D quarter in the area
of comprehension.

-

10. To improve the performance of the B quarter in vocabu-
lary and comprehension.

Language Arts

2

11, To improve the performance of the B quarter in the parts
" of speech and sentences areas.

)

-
School Sentiment Index

12, To improve the C and D quarters and EEN students in
relation to the learning and gederal cg&egories.

e

Goal setting related to student attitudes for one or more }

quarters of each I & A Unit was started. A ;

Child-parent—-teacher conferences were held on two occasions
- during the year; thege conferences focused on the child's
program and progress in mathematics and reading and on
grades. ‘

- 13%

?erformance-based reading instruction was started in grades
~—~ 6,7, and 8.

1980-81 = - ‘ _ - “ "

Unplanned event o
- One grade 6-7 I & A Unit changed back to a four—teacher team
due to an increase in enrollment. K .
v ‘p‘ . ~

'81x new teachers wera.employed, four of whom were involved
‘in teaching reaﬁiﬁgias well as other subject matter.

~
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Non-specific planned change

A new performance-based reading test was used for the first
time in grade 6.

4
A career center was established in the IMC.

)

Focused planned change .

¢

Goal setting related to language arts, mathematics, reading,
and student attitudes ‘was continued.

Results Related to Educatioaal Achievement

The results for three successive grade 6, three successive grade
7, and two successive grade 8 classes and for two grade 6- 7-8 longitud-,
'inal cohorts are reported in this part of the chapter. The three suc-
cessive grade 6 classes start with 1977-78, the three successive grade
7 classes with 1978-79, and the two successive grade 8 classes wikh
1979-80.

A note is in order regarding the grades included and those not
included. Tt will be recalled that the grade 6 class of 1980-81 was
administered different tests; therefore, it was not included as a
fourth successive grade 6 class. The grade 8 classes of 1977-78 and
1978-79 were administered the locally constructed tests. However, the.
results are not reported fortﬁhese grade 8 classes because the scores
of the individual students were transmitted to the high school with
the students but were not retained. The first data available on indi~
vidual grade 8 students was in 1979-80 and on individual grade 7 stu-
dents in 1978-79.

& .

Muth information is presented in this chapter in summary tables.
The original tables on which the summary tables are based are listed
in the Appendix and are reported in Klausmeier, Serlin, and Zindler

(1982).

Participating Students ' ’ .

Table 4.2 gives the total nﬁmber of students, the number of boys
and girls, and the mean raw mental ability scores for the suécessive
grade’ 6, grade 7, and grade 8 classes. This is the total number of
students who took the mental ability test. The Ns for -grade 6 ranged
from 204 to -212;-and-their mean mental -ability from-112:57 to 115.63,
The Ns for grade 7 ranged from 195 to 215 and for grade 8 from 205 to
215. The mean mental ability scores for the grade 7 .classes ranged
from 112.97 to 115.21 and for the total. grade 8 classes from 114.33 to
115.21., Similar variations in mental ability were found for the girls
from year to year and also for the boys. . We should recognize that not
all of these students took all the other tests administered in each
grade and not all of them were enrolled in Webster all three years.




' . . 99
v
Table 4.2, Total Number of Studente of Grades 6, 7, and 8 and Their Mean Mental.Ability:
Webster Transitional School
-
1977-1978 1978-1979 ) " 1979-1980
N X . sp , N X sb N X Sb

GRADE 6 .
Total . 205 115.63 13,29 212 " 114.37 11,27 - 204 112,57 11.13
Hale 103 116.51 13,41 103 115.65 10,99 86 112,77 10.51
Female 102 114,75 13.17 - 109 113,16 11.45 118 112,42 11,60

1978-1979 1979-1980 1980-1981

o N X ) N X ) N % sD .
GRADE 7
Total 215 115.21 13,53 ! 208 114,34 11,45 195 112,97 11,20
Male 109 116,31 13.37 102 - 115.61 11,16 82 113.621 10.43
Female 106 114.08 13.66 106 113,11 1;3..64 113 ‘112.50 11,75
¥
1979-1980 1980-1981 .
N X SD N X SD
- L%
GRADE 8 . - >
—— - 0
Total \ 215 115,21 13.53 205 114.33 11.45 )
. . Male 109 116,31 13.37 97 115.76  11.18 ‘

Female‘ ‘ 106 114,08 13.66 108 113,05 11,59

Accordingly; the information in Table 4.2 ig™~presented only fof des- I
criptive purposes and will not be discussed further.

. J‘ -

Information Gathered

Appropriate forms of the Gates-MacGinitie Readiniffgsts were i
: ] administered annually to the students of grades 6, 7, and 8 in the ’
spring. Two scores were obtained: vocabulary and ¢Comprehension. A
- 306-item, locally constructed language arts test was administered in
September to grade 6, in September and in May to grade 7, and in May
: to grade 8. .Three scores were obtained: parts of speech, sentences,
and language total. A 250-item locally constructed mathematics test
was administered in-September to-grade 6, September to-grade-7, and - - -- -—
September and May to grade 8, Although there are six subscores, only
the total score was analyzed as an overall measure of achievement.
The Iowa Short Test of Educational Ability was administered in April ‘
to the students when in grade 6 and to new students of grades 7 and 8.

’

In the analysis of the data the following scores were used: th;
raw scores of the.locally constructed tests, the standard scores of

-

-
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the Gates-MacGinitie Reading Tests, and the IQ scores from the Iowa
Short Test of Educational Ability. ,

Comparison of Achievements of the Successive

Grade 6,° Grade 7, and Grade 8 Classés

The number of grade 6 students taking any one of the locally con- _
structed tests in the fall ranged from 165 to 193 in 1977-78, from 178
to 182 in 1978-79, apd from 180 to 183 in 1979-80. The number of
grade 6 students taking the Gates-MacGinitie Reading Tests in the spring
of the three years ranged from 200 to 204, The number of grade 7 stu~
dents taking the locally constructed tests in the fall or spring ranged
from 189 to 203 for the three years. The number taking the Gates-MacGin-
itie in the spring of the three yearg ranged from 190 to 215. The number
of grade 8 students takihg either locally constructed tests or the Gates-
MacGinitie in the fall or spring of Epe two years ranged from 201 to 215.

Table 4.3.sh5ws the nonsignificant differences, the differences that
were significant at or beyond the .05 level, and the post-hoc comparisons
of the means that were significant.

The grade 6 results for the fall on the locally constructéd tests
reflect the student's achievement prior to enrolling at Webster. The
mean achievement of the girls averaged across the three years was signi-
ficantly higher than the combined mean of the boys in parts of speech,
sentences, lanhguage total, and mathematics. Pertaining to the succes—-
sive classes, the mean of the last grade 6 class (1979-80) in mathema-
tics was significantly higher than the mean of the 1978-79 class and
the 1977-78 class. In the spring testing with the Gates-MacGinitie,
no difference between any two grade 6 clastes was significant for read-
ing vocabulary; however, ;Eg\grade 6 classes 'of 1978-79 and 1979-80
‘achieved significantly higher than the grade 6 class of 1977-78 in

“reading comprehension. The difference between the mean achievements
of the boys and girls averaged across the three years was not signifi-
cant in vocabulary or comprehension.

a

Moving to the results for grade 7 as shown in Table 4.3, we see
that the mean of the girls averaged across the three years was signifi-
cantly higher than-the mean of the boys in parts of speech, sentences,
and language total in both the fall and spring and significantly higher
than the boys in mathematics in the fall. Regarding the comparative
achievements of the successive grade 7 classes, the mean achievement
of the last class (1980-81) was significantly“higher than that of both
of the two prior classes in the fall and spring in parts of speech,

sentences, and language—total« -In-the fall, the means of-the-grade 7— - —

1979-80 and 1980-81 classes in mathematics were significantly higher
than the mean of the 1978-79'class. Turning to the results of the
Gates-MacGinitie Reading Tests, we see that the 1979-80 grade 7 class
achieved significantly higher than the 1978-79 class in vocabulary.
However, the 1980-81 class achieved significantly lower on vocabulary
than either prior class. On the other hand, the 1980~81 class achieved
gignificantly higher than the 1978-~79 class and the 1979-80 class on
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Table 4,3. Significant Differences (ANCOVA p £ .05) in Educational Achieyement and Post-hoc
Conparisors for Three Successive Grade 6, Three Successive Grade 7, and Two Successive
Grade 8 Classes: Webster Transitional School .
1]
- FALL . SPRING
Class Ssex l cCXs Class Sex CXs
' GRADE 6: 1977-78, . o
1978-79, 1979-80 ,
- Parts ofjﬁpeech NS <.0011 NS T8st not given
Sentences . NS <.001y NS Test not given
Language Total NS 4 <.0011 NS . ggg% %%% %izgg — L
Mathematics 4 <2001 .002 NS
’ NS NS NS
Vocabulary- 2 NS NS
Comprehension ¢ .004
. GRADE 7: 1978-79, N . ‘ . .
1979-80, 1980-81 1
parta of Speach . ‘.001: ‘.0011 NS <.0012 <.001] NS
Sentences <.001, <.001; NS .002 <.001 NS
Lanqguage Total - <.0015 <.0011 . .r " NS <,001 :.001 NS
Mathematics <.001 .009 > NS Tesz not given .
N © . Vocabulary Test npt given <.0017 NS | NS
{ ", » Comprehension Test not given S ‘<,001 Ns NS
SR . o e
.« .GDADR 8: 1979-80, . . ,
* . . 1980-81
v rartg of Speech ¢ Tes¥ not given 0508 <.001; NS
- Sentences . Tesft not given * NS 8 < '0011 NS .
Language Total’ Testsnot given ¥ .026 <,001 NS °
Mathematics’ .012 .024 NS .oozg NS NS
. Vocabulary Test not given .0078 NS NS
Comprehension Test not given ' .001 NS NS

s Rl

i

Zthe mean achievement of the 1979-80 cléss and the mean achievement of the 1980-81 class was
significantly higher %hah the mean achievement of the 1977~78 class. g

~ 31‘h¢= mean achievement of the 1979-80 class was significantly higher than the mean achievement
Y Of the 1977-78 class and than the mean achievement of the 1978-79 clags.

Thc mean achigvement of the 1980~81 class was significantly higher than the mean achievoment of
the 1978-79 group and than the mean achievement of the 1979~80 class.

s‘l?he mean achicvement of the 1979-80 Elass and the mean achievement of the 1980-81 class was.
significantly higher than the mean achievement of the 1978-79 class. -

The mean achievement of the 1979-80 class was significantly higher than the mean achievement
of the 1978~79 class. The mean achievement of the 1978-79 class and the mean achievement
of the 1979-80 class was significantly higher than the mean achievement of the 1980-81 class.

7

The mean achlevement of the 1979~80 class and the mean achievement of the 1980-81 class were
significantly higher than the mean achievement of the 197879 class. The mean achievement
of the 1980-81 class was significantly hi her than the ‘mean _achievement of the 1979-80 class.

8 .
The mean achievement of the 1980-81 class was significantly higher than the mean achievement

of the 1979-80 class. s
9‘lthe mean achievement of the 1979-80 class was significantly higher than the pean achievenment
of the 1980-81 class. *
B
Q . 1 l 8

. e . ’

Aruitoxt provided by Eic:

- s 3
1The mean achievement of the females was significantly higher than :&mean achievement of the males.
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comprehension while .the 1979-80 class achieved significantly higher
than the 1978-79 class. The difference between the mean achievement
of the grade 7 boys and girls averaged across the three grades was not
significant for reading vocabulary or comprehension.

— The mean of the girls in the two grade 8 classes averaged across
the two grades was significantly higher than the mean of the boys in
parts of speech, sentences, language total, and mathematics. The mean
of the last grade 8 class (1980-81) was significantly higher than the
mean of the prior class in mathematics, based on each the fall and
spring testings, and in parts of speech, language total, and reading
comprehension, based on the spring testing. Qn the other hand, the ‘
mean of the 1979-80 grade 8 class was significantly higher than that
of the 1980~81 grade 8 class in reading vocabudary. The sex differ-
ence for grade 8 was not significant for reaaing vocabulary or compre-
hension, _

Achievements of Two Successive Longitudinal Cohorts

“Longitudinal Cohort 1 consisted of 163 students (80 males, 83
females) who entered grade 6 of Webster Transitional School in 1977-78,
. ‘ remained in the school through grade 8 in 1979~80, took all of the
achievement tests, and had mental ability scores. Longitudinal Cohort
2 had 166 students (76 males, 90 females). The students of Cohort 2
entered grade 6 one year later in 1978-79. .

-

Table 4.4 gives the results of the tests of significance (ANOVA)
for Cohort 1 and the post-hoc comparisons which were conducted when a
* difference significant at or beyond the .05 level was found. Table 4.5
gives the same results for Co#ort 2.

The meanvachievement of/the girls, averaged across grades 6, 7, )
and 8, was significantly higher than the mean of the boys in parts of
speech, sentences, and lan age total' for both Cohorts 1 and 2. The
mean dchievement of the boys and girls was not significantly different
in math, reading vocabulary, or reading comprehension.

The students of Cohort 1 and Cohort 2 gained significantly in
parts of speech, sentenceg, language total, and mathematics between
each successive testing. ,Both cohorts gained significantly in reading
comprehension from the spring of grade 6 to the spring of grade 7 and
from the spring of grade/6 to the spring of grade 8 but not from the
spring of grade 7 to the spring of grade 8. The mean of Cohort 1 in
reading vocabulary was not significantiy different from one spring
) testing to the next while the mean of Cohort 2 in the spring of grade
—- - 6 was significantly higher than the*mean in the spring of grade 7 and™ — —

grade 8, :
‘ We may now turn to the three kinds of significant interactions

for Cohort 1 and Cohort 2. The interactions are accounted for in the

footnotes of Tables 4.4 and 4.5. Where a non-significant (NS) inter-

action involving gain by sex or gain by quarter was found, we conclude

that the bo§s and girls gained equally or that each quarter of the

-Z-ZS) A . ‘ . - ‘ ’ s
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Table 4.4. Significant Differences (ANOVA p = < 705) in Educational -
Achievement, Gain from Grade 6 to Grade 7 to Grade 8, and Post-hoc
Comparisons of Gain by Quarter Interactions for Longitudinal Cohort 1:°

Webster Transitional School ‘
. . Sex Gain GXS GXQ GXSXAQ

- 1 2 4 '
Parts of §peech <.001 <.0012 .024 NS 5 NS 9
Sentences .017l <.0012 NS .0016 .0359
Language Total + ,001 <.0012 NS <.0018 .001
Mathematics NS <.001 NS <,001 NS
Vocabulary NS NS 3 NS NS 7 NS
Comprehension . Ns <.001 NS 004" 7 NS N

*

lThe mean achievement of the females was significantly higher tﬁan the
mean achievement of the males. .

2The gains for all possible pair-wise comparisons were statisticaily
significant.

The gains from Grade 6 spring testing to Grade 7 spring testing and
from Grade 6 spring testing to Grade 8 spring testing were statisti-
cally significant.

©3

4The girls gained more than the boys from the fall of Grade 7 to the
.spring of Grade 7 while the boys gained more from the fall of Grade 6

- to the fall of Grade 7 and from the sprirg of Grade 7 to the spring
of Grade 8. -+

5The gain from Grade 6 fall testing to Grade 7 sprimg testing,was
significantly more for Quarter 3 than the gain for Quarter 1. The gain
from Grade 6 fall testing to Grade 8 spring testing was significantly
more for Quarter 3 when compared to the gain for Quarter 1 and for
Quarter 4 compared to Quarter 1, ‘

6There were no statistically significant pair-wise comparisons.

7The gains from Grade 6 spring testing to Grade 8 spring testing were
significantly higher for ‘the highest quarter (Quarter 4) when compared
- - to the second highest quarter (Quarter 3). . Cos

8The gain from Grade 6 fall testing to Grade 7 fall testing was sig-

nificantly higher.for Quarter 3 and Quarter 4 when compared to Quarter 1;

the gain for Quarter 4 was significantly higher than the gain for Quar-

ter 2. The gain from Grade 6-fall testing to Grade .8 fall testing was
significantly higher for Quarter 4 compared to. Quarter 1; the gain from )
Grade 7 fall testing to Grade 8 spring testing was significantly higher
for Quarter 1 and Quarter 2 when compared to Quarter 4.

9No readily interpretable pattern of differential gains by quarters 9
and sex was ldentified.
-~

-
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Y Table 4.5. 'Signiggcant'Differences (ANOVA p £ .05) in Educatidnal .
Achievement, Gain from Grade 6 to Grade 7 to Grade 8, and Post-hoc
Comparisons of Gain by Quarter Interactions for Longitudinal Cohort 2:
Webster Traﬁsitional School

9

~ Se?c. . Gain . GXS8 GXQ GXsXAQ

Parts of Speech .01l <0012 NS NS NS
Sentences ool - <oo?  <~ms L0017 NS
Language Total -«  <.001 <.001, NS .0147 NS
Mathematics . NS <.0017 NS, <.00L NS
Vocabulary ° . NS, - <.0014 NS 7'.0116 NS

NS . .022 NS

Comprehension NS <.001

o

e

lThe,mean achievement of the females was significantly higher than the
.mean achievement of the males. ' ~-

2Ther gains for all possible pair-wise comparisons were statistically-. -
significant. =

- 3The Grade 7 spring and the Grade 8 spring testing mean achievefients /)
dropped significantly from the Grade 6 spring testing. .

4The gains from Grade 6 spring testing to Grade 7 spring testing and
from‘Grade 6 spring testing to Grade 8 spring testing were statisti+

cally, Significant. o
5The gain from Grade 6 fall testing to Grade 7 fall testing was signifi-
. cantly greater for Quarter 4 when compared to Quarter 1. The gain from
Grade 6 fall testing to Grade 7 spring testing was significantly greater

for Quarter 3 and Quarter 4 when compared to Quarter 1. The gain from
Grade 6 fall testing to Grade 8 spring testing was significantly greater

for Quarter 4 when compared to Quarter 1. ‘
. - 6There were no statistically significant pair-wise comparisons.

' 7The gain from Grade 6 fall testing to Grade 7 fall testing was signifi- .
cantly greater for Quarter 3 and Quarter 4 when compared to Quarter 1.
The gain from Grade 7 fall testing to Grade 8 spring testing was sig-
nificantly greater for Quarter 1 when compared to Quar}er 3 and
Quarter 4. )

-
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Made by Two Longitudinal Cohorts | &i\;e i';
t

- ' ' 10% '

class in mental ability gained equally. Only one of the 127 gain by Lo
sex interactions was significant, For Cohort 1 the significant gain ' «
by sex interaction in parts of speech is accounted for by the fact

that the girls gained more than the boys from the fall of grade 7 to « .
the spring of grade 7 while the boys gained more between the other -
times of measurement. . ‘

.M
) Nine of the 12 gain by quarter interactions were significantl )
however, in four instances the gains of no two pdirs of quarters of
the cohort were found to be significantly different (footnote 6).
Moreover, as indicated in the .footnvtes far. the other five significant
interactions, relatively few of the many possible comparisons of the
pairs of quarters at the several different times of testing were T
significant, . , .

~ ' g1 - * *
S

Comparison of the Average:Achievemenj.and the Gains ' .

Analysis of covariance, with mental ability the covariate, was
used in comparing the mean achievements and the gains of the twd
successive longitudinal cohorts. Table 4.6 gives the results of the
tests of significance and the post~hoc comparisons of gainé that were
significant at or(peyond the: .05 level.

/ - -2

Thg overall achievement of the girls combined for the two cohorts
and averaged across the four times of testing was significantly higher
than the boys 4in patts of speech, sentences, language total, and mathe=
matics while the differences wete not sgjgnificant in reading vocabulary
or reading comprehension. (Recall that the diffexence in mathemdtics .
was not significant for either Cohort 1 or Cohort 2, separately.)

Since there were no significant sex by tohart interactions; the preced-
ing findings regarding the differences between the girls and boys apply-
to both cohorts. ) .

»
@ ‘r’?&%
» 1 ‘d

¢ -
3

[ ]

Tug;ang to the cohort comparisons, we find that the overall -achieve-
ment of Cohort 2 was significantly higher than that of Cohort 1 in“read- .
ing comprehension and in mathematics and not significantly different in v
the other four areas. -~ ) ke , . T e N

- / N

Relative to the significant gain by cohort interactions, the mean
of Cohort?l in reading vocabulary stayed about' constant or increased
somewhat while the mean of Cohort 2 dropped from grade 6 to grade 8
and again from grade 7 to grade 8. Although there was a significant &
gain by cohort interaction for reading compr, hension, no difference be- I
tween the two col_qu:ts between any rmrcorresgonding times_of _me@sure= _ R
ment was significantly different. The same is true of the gain by sex ’
by cohprt interaction. In mathematics, Cohort 2 gained more than Cohort 1
from' the fall of grade 6 to the fall of grade 7 and from the fall of
‘gtade 6 to the fall of grade 8.

-
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Significané Differences (ANCOVA R .05) in Educational
Gr,

Table 4.6.

‘Achievement, Gain from Grade 6 to Grade 7 to » Interactions,

..and Post-hoc Comparisons for Two Longitudinal Cohorts. WEbster
Transitiontal School i -
. Sex Cohort S XC Gain GXS GXC GXSXC —
& - “
Parts of , 1 :
Speech  *<.001; NS NS  <.001 NS NS .0454
Sentences  <.001 NS NS <.001 ~ NS- NS NS ,
_Language ) 1 ‘ - .
7 Total <,001 NS - NS <,001 NS NS NS
Mathema- . ’ 1 2
tics .038 .002 NS <,001 - -NS <,001 NS
Vocabulary NS NS NS <,009 NS <,001 NS
Comprehen- _~
sion - NS 0012 §s .<.000 NS - <.060% s
— hi

lThe mean achievement of the females was significantly highef‘than the
mean achievement of the males.

2The mean achievement for €ohort 2'averaged across all times of testing
was significantly higher than the mean achievement for Cohort 1.

3Cohort 1 did not gain from™Grade 6 spring testing to Grade 8 spring
testing and from Grade 7 spring testing to Grade 8 spring testing.
Cohort 2 dropped from Grade 6 spring-.testing to Grade 8 spring testing ,
and from Grade 7 spring. testing to Grade 8 spring teseshg.

4There were no statistically significpqt pair-wisé éonpariSons.

>The gain for Cohort 2 from Grade 6 fall testing to Grade 7 fall
testing and from Grade 6 fall testing to Grade 8 fall testing was” N
significantly greater than Cohort 1. .

<

A -

'ﬁelationshig>of Achievement Results to the Focused

.~ ’ [

Planned Changés, Non-gpecific Planned Changes, and

9  o ' Unanticipated Events

®

One purpose of this cooperative research was to relate the, changes
fn student achievement from year to year to the planned changes that
the school made annually in its school processes.and structures and in
its implementation of the three improvement strategies. To accomplish
this, the prior results of the cross-sectional analyses of the achieve-
ments of the:successive grade 6, grade 7, and grade 8 classes were ,
uged. The results pertaining to the achievements of the two longitud-
ipa% cohorts provide supportive information for the cross-sectional

¢

l2g. *
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results. The rationale for using the results of the crosg-sectional
and the longitudinal analyses in this manner in drawing causal infer-
ences regarding the effects of the improvement activities on student
achievement was provided in Chapter 2. Also, as explained in Chapter
2, a significantly higher mean by a later class or cohort than an
earlier class or cohort is regarded as a positive effect of the planned
improvement activities; a significantly lower mean is regarded as nega-
tive, and a non-significant difference is regarded as neutral.

Table 4.7 provides a summary of the cross-sectional results per-
taining to the successive grade 6 classes. The significant and non-
significant differences are indicated, as well as the means and
equivalent percentile ranks for two standardized reading tests. No
conclusions are drawn related to the fall testing of the grade 6.
students' showd in Table 4.7 since these results reflect the students’
aghlevement prior to entering grade 6 of Webster. Relative to the
spring testing of grade 6, the classes of 1978-79 and 1979-80 achieved
significantly higher than the class of 1977-78 in reading comprehen~ -
sion. The equivalent national percentilé ranks were 60, 67, and 67 in
1977-78, 1978-79, and 1979-80, respectively. .The difference between
the classes was not significant for reading vocabulary, even though.
there was a slight gain in the percentile rank. This find g for
grade 6 regarding comprehension is regarded as positive le ghat
for vocabulary is considered neutral. : : .

. The summary for grade 7 is shown in Table 4.8. The means of the
grade 7 class of 1980-81 were significantly higher than those Jf the
two prior years in parts of speech, sentences, and language arts )
total. The means in mathematics of the 1980-81 and 1979-80 grade 7 °
classes were significantly higher than the mean of the 1978-79 class,
The mean of each later grade 7 class was significantly higher than the
mean of each earlier grade 7 class in reading comprehension. The
grade 7 class of 1979-80 achieved significantly higher in reading
vocabulary than the grade 7 class of 1978-79. However, the 1980-81
class achieved significantly lower in reading vocabulary than either
prior class (the only negative finding for grade 7).

The findings for the grade 8 classes, summarized in Table 4.9,

- parallel those for grade 7. The 1980-81 class achieved significantly
higher than the 1979-80 lass in parts of speech, language total, fall
and spring mathematics, and reading comprehension. The percentile
rank in reading comprehension was 69 in 1979-80 and 80 in 1980-81.

The mean of the 1980-81 class in reading vocabulary was significantly
lower than the mean of the 1979-80 class. (The only negative finding
" for grade 8.)

The summary results for the two longitudinal cohorts are given in
Table 4,10. The mean achievement -of Cohort 2 was significantly higher
than the mean achievement of Cohort 1 in mathematics and reading compre-
hension and not significantly different in the other areas.

This pattern of consistently higher achievements in 1979-80 and
1980-81 by the later grade 6, grade 7, and grade 8 classes as well as
the higher mean achievement of the later longitudinal cohort is attribu-

124
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Table 4.7. Summary of Findings Régarding Mean Achievement of Three
Successive Grade 6 Classes and Percentile Ranks Corresponding to e
Adjusted Achievement Means: Webster Transitional School

= -

.. Comparison of Successive Classes
1978-79 1979-80 1979-80

vs ‘v8 vs
1977-78 1977-78 1978-79
Fall Spring Fall Spring Fall Spring

. Parts of Speech NS NA NS . NA NS NA

Sentences NS NA NS NA NS NA-

Language Total NS NA NS NA NS NA

Mathematics NS NA S+ NA S+ NA

Vocabulary NC NS NC NS . NC NS

Comprehension NC S+ NC s+ - NC NS

Average Stu-

dent N 180

Adjusted Means and Equivalent Percen;ilé Ranks ~
1977-78 1978-79 1979-80
Fall Spring Z%ile Fall-=Spring. %ile Fall Spring Z%ile

Parts of Speech 80.73 NA v 82.86 NA g 87.21 NA
Sentences 9.15 . NA 7.48 NA 7.45 NA
Language Total 90.61 NA 90.57- NA' 94,92 NA
Mathematics 44.85 NA 44,80 NA © 59.56 NA
Vocabulary NC 54.27 6F NA 54.67 68 NA 55.29 70

v

Comprehension NC 52.79 60 NA 54.53 67 NA 54,42 67

[
S+ The mean pf the class of the later yea;‘was significantly higher than _
the mean ©f the class of the earlier year. ,

NC No compariébn wag made since the %Qii;testing did not reflect Webster
educational program. ‘ ' .

NA Not admiqistered.
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Table 4.8, Summary of Findings Regarding Mean Achievement of Three i
Successive Grade 7 Classes and Percentile Ranks Corresponding to

Adjusted Achievement Means: Webster Transitional School | N

" " Comparison of "Successive Classes

1979-80 1980-81 1980-81
vs vs vs
1978-79 . 1978-79 1979-80
* Fall Spring Fall Spring Fall Spring ,

Parts of Speech NS NS S+ S+ S+ S+
Sentences - ¢ NS NS S+ S+ S+ S+
Language Total NS NS S+ S+ © S+ S+
Mathematics S+ NA S+ Nl\\\ NS NA
Vocabulary NA S+ NA S- NA S~
Comprehension NA = - S+ NA S+ NA S+

Average Stu- ) -

dent N 196 -
4 ) A

T oa Adjusted Means'and Equivalent Percentile Ranks

1978-79 , 1979-80 1980~-81

Fall Spring %ile Fall Spring Z%ile Fall Spring 7%ile

119.27 158,07

-

Parts of Speech 120.20 162.68 137.28 169.58
Sentences 20.46 43,32 22,38 45,74 31.23 50.21
Language Total 1%9.75 201.10 142,77 208.42 168.64 219.85
Mathematics 100.89 NA 116.19 NA 125.95 ‘NA .
Vocabulary NA® 54.25, 67 ~ NA 55.61 71 NA 52.53 60
Comprehension NA 55.21 70 NA 56.76 75 NA ~  59.13 82
S+ The mean of the class of the later year was significantly higher than
the mean of the.class of the earlier year.
S- The mean of the class of the later year was significantly lower thaﬁ
the mean of the class of the earlier year. ‘ .
. . .
NA Not administered. - .




Summary of Findings Regarding Mean Achievement of Two

Table 4.9. 2 n
Successive Grade 8 Classes and Percentile 'Ranks Corresponding to

Adjusted Achievement Means: Webster Transitional School

Comparison. of Adjusted Means and.

. Sugcessive Equivalent Percentile Ranks
% Classes T
1980-81 '
v *1979-80 1980-81
1979-80 ‘ .
+ Fall Spring Fall Spring %ile Fall Spring Z%ile
-~ T A
Parts of . ) .
Speech NA S+ ° NA 168.05 NA 172,03
Sentences NA ~ NS NA 51.84 "NA 54,55
Language .
Total NA * S+ - NA | 219.45 - NA 226.69
Mathe- ’ - L
matics S+ S+  159.03 206.97 168.66 214.97 ' .- I"
Vocabu- o o ¢
lary "NA — S- . NA 55.32 71 NA 53.86 . 65 '
Compre- ay ‘ . ) .
hension NA S+ NA 54.87 69 NA 58.33 80
Average -
Student N 207 7 .

-

e later year was.significantly

S+ The mean of the class of t .
) class of the earlier year.

higher than the mean of

S- The mean of the class of the later year was significantly
lower than the mean of the class of the earlier yeasr. -

NA Not administered. . ‘

. " . t
N « .. -
« . .
.

)
! r
[N -+

table primarily to the goal setting with individual studentg and far
groups of students that was started in 1979-80 and ¢ontinued )
in 1980~81. The goal setting was accompanied by planning and imple-
menting mor:heffective individual instructional programs in language
arts, mathemdtics, and reading comprehension for individual students.
and for each group of students of each I & A Upit. Moreovér, child-
parent conferences were started on a systematic basis in 1979-80 and
continued intg 1980-81 These conferences included discussion’ of the’
child's educational program and also the child's progress or lack of
it. The loss by the grade.7 and grade 8 clasgses in reading vocabulary
from 1979-80 to 1980-~81 cannot be accounted for in terms of planned
changes or unanticipated events, especially since there was a signifi-
cant gain in reading comprehension, The reading vocagulaiy curriculum

of the school district;, kindergarten through grade'lo apparently was
1?7 - o

t 4 ’ *
. Lo T . -




« L 3

) ’ , .
‘ ‘ - - L1t
Table 4.10 Summary of Findings Regarding Mean Gain and Mean Achievement of
Two Successive Longitudinal Cohorts: Webster Transitional School N
_ [}
] - .
JR el Cohort 1% L , :
. Fall - -Fall - Spring  Spring' ‘ |
Gr.6 Gr.7  ..6r.7  Gr.8 - |
= - = - 1
Parts of Speech X - 84.36  123.55  16L.61 ,171.39 }
Sentences X  _ 9.60 .  22.08 44.87 53.553
Language Total X - 93.34 145.47 206.33 224.993 ¢
Mathematicg X 46.79 105.46 ° 162v43— -208.68—— R e
) . Spring  Spring Spring . \ > T
Gr.6 , Gr.7 Gr.8 »
Vocsbulary X . - 55.36  54.81  55.764
Comprehension X 54,14 55.94 55.36 |
' Cohort 2° Cohort: With
- - = Higher Average
* Fall Fall Spring Spring » Achievemeat
' Gr.6 Gr.7 Gr.7 - Gr.8 .o
I 3 ’ ’
Parts of Speech X 83.86 124.08 - 163.29 172.393 - NS -
: . Sentences X  __ 7.51 23.69 45.86 54.753 NS
Language Total X 91.36 147.80 209.15 227.253 NS .
Mathematics X. 44,48 119.84 170.12 215.08 Cohort 2
- : . - i
- . Spring Spring Spring
Gr.6 Gr.7 Gr.8
o - 4
Vocabulary X _ 55.80  55.65  53.460 _ NS .
. . Comprehension X 55.35 58.87 57.87 " Cohort 2 .
lThe student N for the first three tests was 163 and for the last three it -
was 191,
2The student N of all six tests was 166.
3'I'he gains for each comparison were statisticaliy significant.
AﬁThe gain was not statistically significant. ) ' |
L 5The gain from Grade 6 spring to Grade 7 spring, and the gain from Grade 6 ’
’ spring to Grade 8 spring were statistically significant. "

6Grade 7 spring and Grade 8 spring dropped significantly from Grade 6 spring.

. 128
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not changed sufficiently in the middle school 80 as to be reflected in
higher achievement byﬁgbe later classes of grades 7 and 8.
\
H
We observed that therp.was a considerable reorganization of the
teachers and students lnfs?I & A Units in 1979-80 due to a continued
decline in student-enrollment. Six teachers were new to the school in
= 1980-8l. Furthermore, planning for a new program of ,performance-based -
education in reading, language arts, and mathematics started in 1979-80; -,
and the entering grade 6 class of 1980-81 took a totally different set
of tests from those of the last grade 6 class reported in the present
analysis. ) . ’ S,

These unplanned events and nonfocused planned changes singly and
together did not contribute to the higher educational achievements
" . noted for.1979-80 and-1980~81.-On the contrary,—théy msy have been a
deterrent to even higher achievement by the grade 6, 7, and 8 classes
v of 1979-80 and 1980-81 and also by the second longitudinal cohort.

LY

Results ‘Related to Student Attitudes
» . - ) * N . v
The IOX School Sentiment Indeéx, Intermediate Level, was adminis-

tered to the students of grades 6, 7, and 8 in April of each year
1978-79, 1979-80, and 1980-81. The test has 12 items designed to
measure students' attitudes toward the teacher's mode of instruction,
12 items for teacher authority and control, 12 items for the teacher's
interpersonal relationships with pupils, 10 items for learning, 11
itemg for gocial structure and climate, 12 items for peer, and 12
‘items for general attitudes toward education. The student responds
True or Untrue to the 81 items. The Webster staff added items to

"measure the student's attitudes toward their teacher-advisor program,

The mean percent of the students of grades 6, 7, and 8 for each
of the three years who checked the response keyed as favorable is
given in Table 4.11 for the seven subscores. Since the students did
not sign their names, it cannot be inferred that the sn.2 students who
took the inventory in one grade also took it in the other two grades.

The grade 8 students had more favorable attitudes than the grade 7
students toward all aspects of the school situation except learning
(equal), and more favorable than the-grade 6 students, except toward \
the teacher-advisor program. The attitudes of the students of all
three grades were considerably more favorable toward the teacher's
mode-of instruction, social learning and the climate of the school,
and toward peers than toward other aspects of the school, Their atti-
tudes were least favorable regarding learning, gemeral attitudes to-
ward school, .and the teacher—~advisor program.

. Our primary concern is with the change in attitudes from year to
year. As shown in Table 4.11, the overall mean attitude of the stu~. .
dents of -all three ‘grades was about the same for the first two years .
but slightly lower in .1980-81 than in any prior.year. The drop from
1979-80 to 1980-81 was considerable in only one of the eight areas,

4
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Table 4.11. Mean Percent of Favorable Responses tg, School Sentiment Index for Three Successive Grade 6,

Grade 7, and Grade 8 Classes: Webster Tranmsitional School .
GRADE 6 GRADE 7 GRADE 8

Subscale 78-79 79-80 80-81 X  78-79 79-80.80-81 X  78-79 79-80 80-81 X ‘

Teacher Mode of N j
P Instruction 79 84 75 79.33 79 80 74 77.67 86 81 81 82,67 .

Teacher Authority ‘ .

and Control 71 65 58 64.67 61 60 55 " 58.67 69 65 65 68.33

Teather Interper- §/

S sonal Relatiom=—— - —— S
ship with Student _ 67 68 66 67.00 65 66 61 64.00 71 . 71 72 71.33

Leaxq}ng 64 65 60 63.00 61 59 57 59.00 60 61 56 59.00

Social Learning

and Climate 76 79 66 73.67 79 78 66 74.33 83 80 70  77.67
Peer - 7L . 78 75 74670 79 79 76  78.00 85 83 84  84.00
General 61 60 62 61.00 66 58 - 60 61.33 68 63 65  65.33
" Teacher-Advisor 61 67 60 62.67 58 64 57, 59.67 6L ' 63 60  61.33
= ’ .
Overall Meam 68.75 70.75 65.25 68.50 68.00 63.25 72.88 70.88 69.13 .
| . o ’
N = ~22 221 240 229 240 221 259 231 227
) , - , ' ° ’ .
(& . . ' 113]&
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namely, social learning and school climate. These less favorable
attitudes toward social learning and school climate in 1980-81 cannot
be accounted for. We may speculate that the reorganization of five of
the eight I & A Units in 1980-81, new teachers becoming part of the
teams in 1980-81, and the greater attention given by the teachers to
increase the achievement“of some students contributed to the decrease
in the students' attitudes-toward social learning and §chool climate
in 1980~81. . ’ ’ “

——

Conclusions

One purpose of the present research was to determine the extent
to which the Webster staff could implement the following improvement -
strategies: (a) arranging an appropriate total educational program of )
courses and other activities for each student, (b) arranging an appro-~
priate instructional program'in the subject fields of language, mathe~
matics, and reading for each student each semester, and (c) setting
goals for the students of each I & A Unit and planning and carrying
out related improvement activities. The teachers were already arrang~
ing individual instructional programs for their students in language,
mathematics, and reading in'1977-78. 1In 1978-79 the teachers started
planning and monitoring individual programs of the students in a sys-
tematic manner. Each teacher served as an advisofr to a group of
students and’assumed this responsibility. Goal setting in language
and mathematics and carrying out related.improvement activities were
started by all of the I & A Unit teams in 1979-80. Accordingly, all
aspects of the three improvement strategies were being implemented b
quite fully in 1979-80 and 1980-81. .

Another objective of the research was to maintain an already
satisfactory level of student achievement in language, mathematics,
and reading from year to year and to raise achievement that was re-
garded as unsatisfactory. The later grade 6, grade 7, and grade 8
classes achieved as high or significantly higher .than the first class
in all areas tested except in reading vocabulary. The students of
each of the two longitudinal cohorts gained significantly in all areas
from one grade to the next, except in reading vocabulary. The achieve-
ments of Cohort 2 were significantly higher than those of Cohort 1 in
mathematics and reading comprehension and not significantly different ]
in the other areas. Based on these findings we conclude that the imple~
mentation of the improvement strategies, and particularly the goal-setting
strategy, was effective in producing desired student outcomes except in
reading vocabulary. Moreover, the attitudes of the students toward var-—
ious aspects of their schooling and the average daily attendance remained
relatively stable from year to -year.

. s
The negative finding rélated to reading vocabulary, according to
the principal, was related to a fundamental deficiency in the language
arts curriculum of ‘the school district that extends from the primary
school into the high school. 1Insufficient attention was given td
reading vocabulary at all of the school levels. The loss of four
teachers in 1979-80 due to lower student enrdllment and the reorgan-
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ization of'siﬁ of the eight 1 & A Units probably affected student
' achievement negatively but this cannot be assured inasmuch as student
achievement was generally higher in 1979-80 and 1980-81 than in the

prior year. . e,

X
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CHAPfER 5

CARL SANDBURG JUNIOR HIGH SCHOOL -

Cooperative improvement-oriented research was carried outrwith
Carl Sandburg Junior High School for three years starting in 1977-78.
The objectives of this research at Sandburg as well as the other
schools were indicated in Chapter 2. The achievement areas selected
for improvement at Sandburg were reading, language, spelling, and
~+ mathematics. Test information was gathered annually in science and
social studies but the improvement strategies were not specifically
directed toward these subjects, Maintaining or improving student
. attitudes was a secongd selected area. -

There were four Instruction and Adyisory (I & A) Units in 1977-78.
The research and improvement activities were administered by the prin-
cipal through meetings with the team of each I & A Unit. There was no
educational improvement committee The remainder of this chapter is or-
ganized in the same manner as Chapters 3 and 4.

X l )
’ ' Staffing and Student Enrollment
» . .
Carl Sandburg Junior High School enrolls students in grades 7 and
8. It is the only junior high 'school in the Mundelein Elementary (K-8) -
School District, Mundelein, Illinois, a suburban district northwest of .
Chicago. There are four elementary schools in the distrjict, but there .
. is no senior high school. The high school of the Mundelein High School
District is adjacent to Carl Sandburg Junior High. The community con-
sists mainly of white collar, middle class Caucasians. The staffing
of Sandburg, the student enrollment, and the average daily attendance
for three successive years follow. :
77-78 78-79 . 79-80 -
. Principal ‘ 1 1 1 ’4;L/
Assistant Principal (part time) 1 1 1 . *
Teachers . 24 24 21 , ' ‘.%
r . -
Counselor 1 1 .01
, Aldes 2 3 b o
' Classified Staff 1 1 1
‘ . Learning Disability Teacher i 1 1
ro

] .

g . “

i ) ¢, ) , .
? ‘ | . 117 134 , | &2
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7879 79-80 . .

. Learning Center Advisor . 1 1 1 ‘ d

N~ ! -

Part Time: : x ,

< §chool Psychologist : . ‘ .1 R 1 1 p

School Social Worker | o1 1 1 .

) : Enrollment 380 346 322 ’ A 1
' Average Daily Attendance 96% 947 94%

. " ‘Data Gathgréd’and Analysis of Data by the Sandburg Staff

“Data regarding student outcomes were gathered'annualiy. These
data were summarized and analyzed by ‘the staff and used.in determining
areas of possible improvements for the ensuing year. After the ldst .
data collection in 1979-80, the data on each individual student were
anaiyzed by the project staff. The data gathering instruments, the
o . schedule of administration, and the techniques employed by the Sandburg
staff for analyzing the data are now outlined.

. -

Otis-Lennon Test of Mental Ability : <
Administration: Grade 7 in Méy 1978, 1979, and 1980.

Analysis' Obtain the mental ability score. from the test publisﬁ-
- er's computer printout for the students of each of the’ school's

four instruction and advisory units. Divide the students of each

Instruction and Advisory Unit (I & A Unit) and total grade 7 and

total grade 8 into quarters based on mental ability scores. Com~

pute the mean mental ability of each juarter of each I & A Unit

and of grade 7 and grade 8. Change the mean to the equivalent -

percentile rank using the test manual table(s).

Metropolitan Achievement Test: Word knowledge, readiﬁg, reading
total, language, spelling, mathematics computation, mathematics
concepts, mathematics problem-.solving, mathematica total, sciende
and social studies.

»

B . . -
Analysis: Using the computer printout from the test publisher, .
enter the standard achievement test scores of each student of ¢ .
each quarter of mental ability. Do this for each of the 11 areas )
. tested. Compute the mean of each quarter in each area tested. : ’

-,

A::)nistration: Grade 7 and grade 8 in May 1978, 1979, and 1980.

4 Pone
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Derive an equivalent percentiLg rank using the appropriate test
manual table(s). This permits gomparison of the meampercéntile .
_ rank in achievement of each qua;&er with itsg mean mental ability .
:percentile rank. ¢

. Locally constructed student gttitude.survey: Five scores—-—
School, teachers, learning, peers, self, ) .‘

-

Administratioq', Grade 7 and grade 8 in December 1977 /)978 and

1g790 . -

v Analysis: Get average percent of students of each grade 7 and o
grade 8 who, respond positively, negatively, and ungcided to each

item, to each subtest, ‘and to total test, .-

Information from school records: viftal'enrollment as of September~

1977, 1978, 1979, and percentage'o average daily attendance for -
May 1977, 1978, 1979 § g 3

.

) - - ) - L
Improvement’ Strategies Implemented. ~
—5. \/\ - . - » '/ '
R - by the §andburg Staff

LY :

The'improvemint strategies worked out by the project director and

the Sandburg s "were the same as those for the other schools as des-
cribed in Chapter 2. One strategy was to arrange an appropriate educa- -
tional program for the -individual student each semester of the school .

year. Another strategy was to arrange an appropriaté-instructional -

‘program for' each student enrolled in each course. The third strategy . " ‘..
involved setting goals and planning and carrying out related improve- AR
ment activities either to.maintain or to. ra}se thé achievement of theé -,
students of each quarter of each/grade in mental abili?y. L A

, ‘The Sandburg sfaff did net carry out individual educational pro~ .
gramming in a formal way. Rather, this was done, informally by the . - .
members of .the instructional teams during the block of time they had o,
the students. On the other hand, the staff attempted to refine in-" | .
structional programming for the individuad,. student that was: already '
' being %mplemented in 1977-78. ‘-t

An annual evaluation of the schspt 8 educativq/processes was al-'
.ready being conducted in 1977-78 and¥it was continued each year ‘there= .
after. An external agency analyzed the scores of all the;students on:
the Metropolitan Achieyement Test and the Otig-Lennon Tegt’ OF Mental
Ability and presented an annualnepport with cqnclusions andﬁtecommenwf‘
dations to the district superintendent. The district 8uperintendent
shared the report with the school board members and with tbeatui
pal.. : e

' was/a/growth score. Profiles of thé‘mean annual grthh of the,gr&de
and‘grade 8 students in each area testh;were available to &He ifin
‘ e

14
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pal from this analysis. In addition to this information, the princi~ 7
_pal _could develop profiles for individual students based. on the infor- =, *
mation from the computer printouts provided by the test publisher. PO

During 1977-78 and prior years, the principal, with assistance of
the counselor of Carl Sandburg Junior High, used the results of the s
external evaluation to identify students with a low growth score in - ;
any subject. These students and their scores were reported to the
relevant academic teachers. The teachers tried to identify possible
causes of the low growth and to remedy them.

The principal of Carl Sandburg Junior High School regarded the
— achievement of the students of both grade 7 and grade 8 in 1977-78 as
good to excellent. He based his jydgments on the conclusions- provided
by the external evaluator. He inferred from the growth scores provided
to him that although the students were not achieving at grade level in
some academic subjects upon entering grade 7, they gained or “"grew"
exceptionally well when in grades 7 and 8 at Sandburg.

In 1977-78, the pre&Ibusly described method of analyzing the data
by the school staff was started. The principal and his staff, with . A
consultation from the researcher, did their own summary and analysis
of the test scores, using the test publisher's computer printouts of
the student's scores. Table 5.1 giveg the summary table that was pre- /
pared for the total grade 8 class of 1977-78.

We see from examining Table 5.1 that the mean achievement percen= .
- tile rank in each subject field and the mean mental ability percentilé
i rank of each quarter of the students are indicated. ination of
. this table for grade 8 and another one for grade 7 enabled the princi- .
pal and the¢ relevant grade 8 and grade 7 teachers to make three assess-
ments. (The principal and the teachers<of the respective I-& A Units
¥  had similar tables for their students and made the same assessments.)
First, they estimated how well-their.educative processes in &ach sub-
¥  ject field wgre working for each quarter of each I & A Unit and.each .
grade. (Thé possibility that the test did not have a sufficiently
high top for some of thé top quarter, students, particularly those of
grade 8, was recogni¥ed.) Second, they compared how each quarter of
the students in mental ability achieved across the 11 areas. Third,
v they estimated how well the students of each I & A Unit of grade 7 and o
of grade 8 had achieved in'the different areas that were tested. . : “
o ,
. Based on these wssessments, the principal and the staff of each
I & A Unitdeveloped plans to maintain or to raise the achievement
. level of taé students of each mental ability quarter. They concen- A
trated on maintaining or improving the mean achievement of the stu- T
dents of each I & A Unit in the areas of language, math, reading, and
spelling. This step was implemented to a minor extent for the grade 7
nd grade 8 classds dyring the second semester of 1978~79 and more
~ ’  completely in 1979-80. Howevef, even in 1979-80, concrete goals in
terms of the same or a higherflevel of achievément in relation to .
mental ability were not set in any 'subject field for all mental abil- o "
ity quarters of grade 7 or grade 8. As we, shall see later, goals were :

i

‘ )

=

-~
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Table 5.1 Quarters of Grade 8 Class in Mental Ability and Their Corresponding Mean Standard Scores and Mean Percentile
Ranks, Based on Metropolitan Achievement Test, Advanced; and Hean Mental Ability and Corresponding Mean Percentile Ranks
of Each Quarter Based on Otis-Lennon Mental Ability Test, Administered 5/78: Carl Sandburg Junior Bigh School

1 ‘<
LOCAL FOURTHS AND MEAN
' Local N Local tl.ocal Local Local
Highest 1/4 Second 1/4 _Hean Third 145., Lowest 1/4
Achievement Test National ) Nat ional ) National National National
ss Zile ss Zile ss SD Zile ss Zile ss - ZXile
!
Word Rnowledge 110 88 101 66 97 12.59 58 93 50 84 26
Reading A 111 82 101 66 " 96 15.23 56 90 40 81 23
Total-Reading 3 84 103 70 98 14.13 60 92 44 84 26
Language - 116+ 88 106 72 .99 14.76 56 96 + 48 79 - 13
Spelling g 12 88 105 72 101 12.80 58 ‘97 48 90 24
Math Compufation - © 113 84 102 54 99 13.75 40 93 24 87 17
Math Concepts 105 75 95 52 .91 13.07 40 85 24 79 14
Math Problen Solving 114 80 104 62 99 15.61 44 93 31 86 18
Total Math ) v 117 80 106 54 101 13.92 42 95 26 ° 88 12
Science 111 8 / 100 58 99 11.14 54 96 44 88 24
" Social Studies 115 84 ,103 62 99 14.22 52 95 44 86 18
S Al N i ' 1
N ¢ " . . -
. 1Q Score and National . -
Percentile ‘ 123 92 110 73 . 105 14.28 62 100 50 81 21

Local fourths are computed for the total number of Grade 8 students who were tested.

SS = The standard score obtained from the Test Manual. S5 = The Grade 8 students' gcores changed to standard scores.

Ztile = The percentile obtained from the Test Manual that is equivalent to the SS. ae x
SD = Standard Deviation (noted only for the Local Mean). ‘ . ¥
\ . ,
-5
Qo ' :
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set in more general terms such as raising the achievement level of the
--——=sgtudents in math problem solving. .==E?___jn ‘

Description of Carl Sandburg Junior High Schgbl
= . i . —~—3

- ’ as of 1977-78 .

|3

The description of Carl Saqé;urg Junior High School as it was -
- functioning in 1977-78 gtarts with the school's philosophy and con- )
- cludes with an indication of its research activities. Thisdeserip- r, -
tionﬁprovides essential information for relating the student outcod .
of 1977-78 to Sandburg's organization structures and processes and.im-
provdﬁent strategies of 1977-78 and also to the planned improvements \ ’ -
that were made each year thereafter. ° P

Philosoghz .

o . . ~
. The philosophy of Carl Sandburg Junior High School is based on
objectives designed to provide an.educational program that ,will: °

Prepare students for effective participation in society through a
program of continuous individualized instruction.

Enable each student to develop study techniques that will benefit_
him/her in later grades.

al “E "

Help the student to d%velop the ability to make wise decisions in
later life. .

Promote in each student a sense of fair play in his/her relation-
ship with others, and a respect for others regardless of race, °
creed, religion, or national origin.

-

Derelop in the student a realization and appreciation of his/her
own abilities and the abilities of others.

Stimulate in each individual a desire to seek knpwledge, to ob-
serve, to question, and to delay reaching a decision until evi-
dence of an appropriate kind has been produced.

[y

[ L
Help the student recognize interrelationships of various fields
and to be able to apply common concepts. -

Promote social, intellectual, cultural, emotional, and moral
growth, as well as physical health.

Help the student develop a reasonable, self-disciplined person-
ality capable of recognizing and displaying reliable leadership
and fellowship.,
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Develop an awareness in the ‘student of the ne¢d for guidance in
_planning his/her personal, educational, and vocational growth.

Instill a respect for authority and discipline with the under-
standing that change is possible through a democratic process.
* Promote exploration into various areas of interest which will

develop profitable use of leisure time.

a—

" Instill pride in self, school, community, and country.

Help the student realize that his/her development is the ultimate
aim of education.

Administrative Arrangements

There are two administrators, the principal and an assistant
principal. The principal is responsible for the daily operation of
the school and for instructional supervision, improvement, and eval-
uation.

- The assistant principal is a certified teacher who also teaches.
She has two 45-minute periods of time released from her teaching
duties to carry out her administrative work. Her major administrative
duties are to monitor student attendance and to act in behalf of the
principal during his absence from the. building.

The gr0ups through which the principal and assistant principal
administer the school are an administrative team consisting of the
principal and assistant principal; four academic teams of fout teach-
ers each; one specialist team of teachers;~four departments that in-
clude language arts, mathematics, science, and social studies; the
teachers of each grade 7 and grade 8; ‘and the total faculty. Instruc~
tional decision making is shared by the administrators and teachers in
meetings of these groups and there is face-to~face communication between
the teachers and administrators dealing with administrative and instruc-
tional matters. ¢

.

~ In carrying out his administrative responsibilities, the princi<
pal meets with groups as follows: - (a) the assistant primcipal daily
from 8:00 .to 8:30 a.m., (b) each academic team of teachers and the
specialist team once -per week, (c) the chairpersons of the four aca~
demic.departments once per month, and (d) the 7th grade teachers and
the 8th grade teachers in alternating months. :
. The school does not have an Instructional Improvement 'Committee
or any similar group that works with the principal and assistant prin~
cipal on schoolwide matters. Instead, the principal meets regularly
with the various groups of teachers and other staff as indicated in
the preceding paragraph i
A System—wide Program Committee (SPC) meets monthly. 'It is com~
. posed of two teachers and one administrator from each of the four ele~

- | 140
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mentary schools and the Carl Sandburg Junior High School. The district

. . superintendent chairs the ‘monthly meetings of the SPC. The activities
of the SPC include eliciting and receiving the suggestions-made by
teachers of the school district and dealing with curriculum and other N
program matters. °'Ad hoc committees are, formed by the SPC to work on :
particular curricular issueg.. Members of the ad hoc committees are
either regular members of the SPC or staff members of the district
schools. The SPC as a group receives and acts upon the reports from
the committees. If approved, the reports are submitted to the super- —
intendent, who acts directly on them or makes recommendations to the

- Board of Education. .

-

Organization for Imstruction and Student Advising .

The staff of 24 teachers is organized into four academic teams,
with a total of 16 teachers, and one specialist team of 8 teachers.
Ninety to 100 students are assigned to each of the four academic teams,
and each group of teachers and students in called an Inqjjiction and
Advisory Unit (I & A Unit). Each academic team of teachers carries
out the instruction in language arts, including literature and read~-
ing, mathematics, social studies, and science. Each team has one”.
contmon class period each'day fer. team plaﬁning and for dealing with -
other matters pertaining to imstruction, evaluation, student advise-
ment, etc.

The specialist team is composed of the teachers of physical edu-
cation (two teachers), industrial arts (one teacher), art (one teacher),
music (one teacher), home economics (one teachér), the learning center
(one teacher), the coordinator of the school's Title I program (one
teacher), the guidance counselor, and the learning disability tegcher.
A school psychologist and a school social worker, who are assigned
also to ;:;hséimentary schools part time, occasionally meet with the
specialigt tedm and the academic team. The specialist teachers teach
the classes in their own subject fields and serve as resource persons

“on an ad hoc basic to the academic teams. The team of specialist
teachers and other staff spends a 45-minute period as a group each day
in team planning and in dealing with other matters concerned mainly
with instruction, evaluatign, and student conduct.

Each academic department has a chairperson who is elected by the
department members. Department chairpersons and the team leaders re-
ceive additional pay. Teachers act as informal advisors to the stu-
dents of their I & A Units at any time during the day that they have
the students for'instruction, but more often this occurs during the
teacher's planning period. No other time is set agide for student
advisement by the teachers. The guidance counselor, who does no teach-~
ing, consults with the teachers on student personnel matters and also
counsels individual students.

Students are assigned to the I & A Units by the principal and gui-

4 dance counselor prior to the beginning of the school year. Teachers' o
judgments regarding each student's achievements and personal-social \
charact%ristics as well as the results of standardized achievement

PR
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testing are used in making the assignments. The assignment process
’ assures that each I & A Unit has a representative one~half of the
student® of the grade. The assignment yields maximum heterogeneity

e according to levels of achievement, sex, and personal-social charac-
teristics.
Pattern of Curriculum and Instruction
Courses. All ‘students in grade 7 and in grade 8 take certain
= ) courses throughout the two school years, while other courses, also re-
) quired, are taken during cert%in semggters only. Students may elect
~o to take certain of the courses in amié(ticular semester; however,

¢ - there are no elective courses.
* h . [ » —_ ’
! ‘Inyaccordance with school policies, all grade 7 and grade 8 stu-
dents take each of she following for one period daily during both
gsemesters: language arts, mathematics, science, and social studies.
The language arts includes literature, spelling, and;gramﬁar through-
out the year and developmental reading for nine weeks of the year.
/ " The students of each grade take physical education for one period
) *daily during one semester and during another semester they take nine —
weeks each of home economics and industrial -arts. During the school
year they take nine weeks of each of the following for one period .
daily: career education, consumer education, developmental reading, L.
and health. The seventh class period is a lunch period. .

There is a remedial program in reading for about 70 students who
are/diagnosed as having serious reading problems but who are not in-
cluded either as learning disability or Title I students. These stu~
dents are placed in a reading skills laboratory and have-a full-time
reading specialist as their reading teacher. Assignment to this pro-
gram is based on the reading skills and comprehension subtests of the
Metropolitan Achievement Test,. the Gates-MacGinitie Reading Test, and
the evaluation and observations made by 6th grade teachers.

Students who are diagnosed as having serious problems ,in mathe~
matics are placed in a Title I mathematics skills improvement program.
The same Title I reading gpecialist also teaches these students mathe-
matics. Students are assigned to this.program based on the results of
the math computation test of the Metropolitan Achievement Test. .

-

Slightly more than 100 different minicourses were offered between
: March 13-23 of 1977-78, the two weeks prior to Easter.

Instructional materials. The teachers in the academic subject

fields and in most of the special fields use published learning pro-~
y grams (textbook, audiovisual material, tests, etc.) that have been

prepared to facilitate individualization. Most unipacs prepared by
the teachers are geared to this primary set of published curricular
materials. However, other published and locally developed materials
are also réferred to in the unipacs to enable the teachers to meet the
needs of students of different interests, achievement levels, and
learning styles. : .
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Printed and audiovisual materials of many kinds are obtained by
S each of the academic departments, based on the recommendations of the
——-—- -~ —members of the academic teams<-- There i8 also an exchange agreement
among the resource centers of the schools of the Mundelein School Dis-
trict which enables teachers to select from a wide array of instruc—
tional materials.

All courses are organized into learning units of two weeks length
for which there are related unipacs to guide learning and instruction.
The unipacs are written by the teachers of the school. The school dis-
trict provides funds for teachets to participate in summer curriculum

projects.

Besides writing new unipacs during the summer, teachers also

revise their current unipacs,

_Most unipacs are revised every two to

three years:

1

Unipacs are written to include the followjng items:

one -0 more specific instructional objectives to'be attained

by the student,.
' /

materials to be used by the teachers and students.

— P —

activities the student engages in to attain the objectives.
Extracurricular activities. Extracurricular activities include
intramural athletic activities, interscholastic athletic activities
and the related activities such’ as cheerleading, publications includ-
ing a yearbook and a newspaper,  and a science club. About 44Z of the '
boys and girls participated in extracurricular activities during
1977~-78. N .

Programs for exceptional students. A Title I program is func-~
tioning that includes an average of 60 students of grade 7 and grade 8 .
(combined) per year, approximately 187 of the total-studént body.
Roughly hal¥ of these students are in the program during each semester
of the year, They receive instruction in reading and other language
arts, mathematics, or both as part of the Title I instruction. This
instruction is typically provided to groups of 12. Tutoring is arranged
for some Title I students in any subject. ~A Title I director, who is ;
also a teacher, .is assisted by a full~time aide in providing the Title I
classroom instruction and tutoring. .

Twent§ to 25 students of grade 7 and grade 8 (combined) are in a
program for students with learning disabilities. A full~time learning
+disability teacher and an aide provide the special instruction for
these students. They are mainstreamed as early and ag much as possi- -
ble in all subject fields. Students with behavioral disorders and )

those of low mental ability are assigned to other schools of the
county.




activities is planned systematically each semester only for students
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Educational Programming for the Individual Student - R

A total educational program of course work' and other education;}*~

with exceptional educatiop needs., However, individual instructional
programming is implemented in each of the academic subjects.

The academic teachers use unipacs that include instructional ob-
jectives and related assignments and activities to achieve each objec—
tive. Each student's instructional program in each subject includes
attainment of the required unipac objectives. Enrichment in depth and
in breadth is provided for students who achieve the objectives early.
Extra help and out-of-class assignments are given to those who have
difficulty. '

The unipac objectives for grades 7 and 8 in language arts, read-
ing, and mathematics are drawn from a get of objectives that have been
developed for kindergarten through grade 8 of,the district. The middle
school staff has prepared the-unipac objectives in science and social
studies. Each student's instructional program in each academic sub-
ject, as well as the postassessment and the A-F letter grades assigned
to students in the subjects, are related directly to these objectives.

Assessment of the student's entering achievement characteristics
occurg during the first week of school. It is based on the results of
teacher-constructed objective-referenced tests administered during the
first week of school, the results of standa¥dized achievement testing
in the various subject fields during the preceding school year, and
teacher judgments regarding the student's achievements and personal-

"social characteristics during the prior year of school. Assessment of

the entering achievement level of students is done at the beginning of
learning units in mathematics. Relatively little preassessment of any
kind occurs in the applied arts.

All students first work toward attaining the, required instruc-
tional objectives that ardé included in each unipac. The extent to
which instruction is adapted to each student's entering achievement .
level and learning styles varies among the subject fields and teach-
ers' preferences. The adaptations use different amounts of time for
instruction and different kinds of instructional materials and indi-
vidual and group activities. However, individual aséignmepts are used
much more than whole-class and small-group activities in most learning
units of most academic subjects. In some subjects different materials
are available for students topachieve the same objectives.

— .

In the fall, the principal alerts all academic teachers to the
students who are below grade level in reading-achievement. The
teachers give attention to those students by f&nding more activities %
that do not require reading to aid them in understanding concepts and
principles, and they also try to help the student to develop better
reading skills. /

Postassessment is related directly to the instructional objec~
tfves stated in the unipac. The predominant assessment procedure is

A
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the paper-and-pencil test, but work samples, performance tests, and .
teacher observations are also used, depending on the subject field and
the teacher's preference. .

. Approximately 90-95% of the students attain the objectives at a
sufficiently high level to be given an A, B, C, or D by the teacher.
Students who master the objectives at a rapid rate and get As or Bs do

not proceed to the objectives of the next unit. Instead, they work on
enrichment activities. Approximately 5-10% of the students do not ’
attain the 802 mastery criterion on the unipac tests. Nonetheless,

these students proceed with other studznts to the next unit. Tutoring

by the teacher, special assignments. and other forms of teacher help o

are given to these students to aid them master the objectives. .

Community Learning and Career Educagion

Field trips are used extensively in career awareness and explora-
tion. Community resource persons come into the schodl and make presen—
tations to different classes during the year. Career-oriented mini-
courses, especially those in the spring, give students the opportunity
to observe work activities in factories and service organizations of
the community, - S

. e

Evaluation Activities o ¥

-

Published tests Are used at the beginning of grade 7 to determine® .
appropriate placement of students in reading and math. The Gates-—
MacGinitie Reading Test-is administered to all incoming 7th graders [ '
for the purpose of assigning students to the reading skills laboratory. :
The Metropolitan Mathematics Test is used for assignment to .the mathe-
matics skills laboratory.

Evaluation of student progress by the teachers includes :é%iher—
constructed paper~and-pencil tests, teacher observations, performance
tests, and work samples. The evaluation procedures are related directly
to the objectives ineluded in the unipaes. Lettetr grades of A-F are
assigned to students based on their attainment, of the objectives of
each learning unit. Each learning unit contains a listing of possible '
activities and a corresponding number of quality points that a student
will receive for completing each activity. A scale indicates to the
_student the number of points needed for an A, B, C, and D.

The primary 1nstruments used in the annual evaluation of student
achievement are the Otis-Lennon Mental Ability Test and the Metro-
politan Achievement Test. The complete Metropolitan Achievement Test
is given each year to all 7th and 8th graders, and the following sub-
scores are obtained: word knowledge, reading, total reading, language,
spelling, math computation, math concepts, math problem solving, total
math, science, and social studies. (AnTexternal evaluation agency uses
these data in preparing an annual report to the superintendent of
schools as was described earlier in this chapter.)
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Program of home~School—Community Relations

Communication with parents is accomplished through newsletters,
parent~teacher conferences, interim 4-~5 week progress reports, and
telephoning. No formal arrangements are established for involving
parents in any aspect of the educative process; however, the parents
of 140-150 students involved in athletics function as an athletic
parents' group. '

yall
Internal and External Support Arrangements

The teachers of each I & A Unit are provided a daily, common prep-
aration period which they use for team planning related mainly to cur-
riculum, instruction, evaluation, and advising. Other periods are
arranged for the principal to meet weekly with the specialist team and
with each of the four academic teams ‘and monthly with the four depart-
ment chairpersons. ’

Representatives of Carl Sandburg also meet with the district
System-wide Program Committee for the purpose of reviewing the dis-
trict curriculum, assuring articulation of the curriculum between the
elementary schools and the junior high school,;—and dealing with other
program matters affecting the elementary schools, the junior high
school, or both. 'Departmental committees meet regularly with high
school and junior high school personnel for similar purposes.

Continuing Research and Development

In cooperation with thé Wisconsin Center for Education Research,

-~ a comprehensive program of cooperative educational improvement re-
search started in 1977-78 and continued through 1979-80. The main
purpose of the research from the standpoint of the school was to
maintain or to raise student achievement in language, math, reading,
and spelling. The standardized achievement test battery was changed
in 1980-81 and the data from the new battery were not analyzed by the
project. .-

w

Non-gpecific Planned Changes, Unplanned Events,

1 and Focused Planned Changes

+

For each of the three years of the study, the occurrences of any
of the three following kinds of change are outlined: (a) unplanned
events that in the judgment of the principal might have influenced
student achievement or attitudes, (b) non-specific planned changes re~-
lated to some aspect of the school program that were not directed to-
ward raising educational achievement in ope of the 11 areas tested or

////,—\\\§_§;udents attitudes, and (c) planned changebrfocused on the improvement’
student achievement or attitudes. )
|
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1977-78

-’

The research procedures and improvement plans were formulated.
Procedures already in place in 1977-78 for identifying and providing
for students who were low in reading and math as indicated in the

- 1977-78 description of the school were continued.

Unplanned event

¢
1
|
|
[
|
- .

. None

Non-specific planned change

A large amount of noise resulted from the construction of a
new gym and remodeling of the cafeteria and music room. The
rémodeling started in September 1977 and continued into

. December of the 1978—79 school -year.

A regularly scheduled ihtramural program was started for

grades 7 and 8, when the new gym became available, to re-
place ‘the less formal program of 1977-78, Continued into
1979-80.

Physical education was offered daily for both semesters,
rather than for one semester.

A federally~funded Title IV program was started to enable
students to visit cdmmunity organizations and facilities.
Continued into 1979-80.

A survey was conducted to determine the possibility of .in-
creasing the achievement of the highest quarters of grade.-7
and grade 8 in science. The science teachers were given
released time to review the present science program, visit
other schools, meeﬁ with textbook representatives, etc.

-

An attempt was mad to increase achievement of the lowest

. quarter of the grade 7 students in sacial studies by revisg=—~
ing the social stqﬂies unipacs to include more materials and
activities appropriate for low ability students. Continued
into 1979-80. e/

Focused planned chang )
A staff development program was conducted to develop a
better understanding by the staff of middle-school adoles~

cents.
/

A Sandburg Pareht Association was formed, and each academic
f team tried to use more effective communication techniques

/ : +
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with parents, i.e., letters, phone calls, and teacher-parent
conferences, to improve school/parent relationships.

A’ remedial program was started in reading for the grade 7 .
and grade 8 students identified by the I & A teams as

needing additional help in reading (about 3% of the total),
Continued into 1979-80.

A program was started for grade 7 and grade 8 students gifted
in reading, about 20% of the student body. Continued into
1979-80.

A remedial program and a program for gifted students were
started in mathematics and language arts.

Y
An attempt was made to raise the reading achievement of the
grade 7 and grade 8 students whose achievement was belowr ex-
pectancy in terms of mental ability by increasing the student's
motivation and arranging better methods and materials. One ’
teacher was funded during three weeks-of the summer of 1978
to develop materials and activities to be used with these stu-
dents. A beginning change was made from almost exclusively
individual assignments and self-pacing to some small group -
and whole class instruction. Program continued into 1979-80.

More time was allocated to inqtruction and additional instruc-
tional materials were used to increase the achievement of the
two quarters of the students of middle mental ability of grade 7
and grade 8 in word Qnowledge and spelling. Continued into
1979-80.

Instructional materials for the above average students were
changed to raise the achievement of the two highest quarters
of students of grade 8 in math problem solving and concepts.
The students of both grade 7 and grade 8 were organized for
instruction into four ability groups based on their math
achievement test scores and teacher judgment. Some small-

~ group and whole-class instruction was started to replace the
almost exclusive use of individual assignments. Continued
into 1979-80.

1979-80

Unplanned evegt v
A school district committee, at the instigation of citizens,
was formed and met throughout the school year to consider
closing either an e ntary school or their only:junior
high school ‘and going back to a K~8 elementary school plan,
The committee recommended continuation of the present nior -
high schopl

%
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Lower enrollment resulted in three fewer academic teachers

being employed by the school than in 1978~79. As a-result

the academic teachers and students were organized into three

I & A units rather than four: one combined grade 7 and
> grade 8, one grade 7, and one grade 8.

.

Both grade 8 language arts teathers resigned at’ the ‘end of «
1978-79 and were replaced in 1979-80 §£r
o) one-year-leave of

One grade 8 ,social studies teacher to
absence ‘'and was replaced with a substitute teacher. e

- .

Non~specific planned change

« An altetnative class of 10 to 15 students who were having
difficulty in their mainstreamed classes was formed. o

< A grades8 elective program was started in art, music, home
economics, and shop, and mini~courses were offered in science
and social studies. These electives and minicourses replaced
the 1977-78 requirements in these areas.

~

An alternative educational program was started in reading
and magh for 15 grade 8 students identified as potential
drepouts.

Focused planned changes to increase academic achievement or stu-
dent attitudes: (The recommended improvement strategy related to
goal setting for groups of students was implemented in reading,
language, spelling, and math by setting goals stated in general.
terms rather thdn concretely in terms of percentile rank. related

to mental ability.) , f .

»

A goal was set to increase the total reading achievement of
each student whose achievement was one or more grade' levels
below actual grade placement and to increase the mean read-
<« 1ing achievement of each quarter of the grade 7 and grade 8
classes for which the reading achievement percentile rank
was below the mental ability percentile rank. The means
employed included a more effective arrangement of instruc- . .
tional methods, materials, and instructional time. )
A goal was set to increase student achievement in spelling
and language. The amount of time given to spelling for both
grade 7 and grade 8 was doubled and that for language was
increased by one~fifth as part of a newly developed unified
arts program that was carried out for one class period per
day. Yo
A goal was set to increase the achievement of all quarters’
eof'grade 7 in math problem-solving. A 4% week math problem-
solving course was developed as part of a newly developed
unified arts program for grade 7, and it was required of all

-
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) ‘ - grajfle 7 ‘students (preparatory activities were carried out by

-

teachers in the summer of 1979). . < LN iﬂi“:
~. ERFEY
N An attempt was made to, iricrease the achievement of th
¥ "highest quarter of the students of grade 8 in hath pfoblem.’
solving and math concepts by continuing the activities ¢ -
started in 1978-79 and by offering advanced placemgnt math. s
courses in adjoining Mundelein High.School or through inde~ -
pendent study’ in algebra at Sandburg for all st‘gfnts scor-
ing two or more years above’ grade level. e
'# ' . . ".' ) )
. i .
\;~;/’ ) ' Rgsults Related to Educational-Achievement .
. . - - " .’ 4 -
y K . "2 Lo . . -

The results from the three sudcessive years of data gathering are
presented in this part of the chapter. §tandard scores’ from the aghieve=
,ment tests and IQ scores from the mental’ ability tests ate reported.
“Only the results of tests of significance are indjicated in most of the'
summary tableg that follow. The original tables in which means and .
standard deviations axe give? are listed in the Appendix and are re-

ported in Klausmeier, Serlin; ard Zindler (1982). ‘.

Participating Students

_ "Table 5.2 gives the tot#l number of students, the mumber 8f boys -
and girls, and the mean menta} ability for the three grade 7 classes i

Table 5.2. Total Number of Students of Grades 7 and 8 and Their Mean Mental Ahilityx°
Carl Sandburg Junfpr High School *

. [y
» 3 A -

1977-1978" 1978-1999 ) . 1979-1980

Ctade 7

* Total . 181v 105,38 12,47 153  106.3  12.49 - 158 103,.2@M.
Male 102 105.21  12.59 80  105.26  +13.56 " 79, 110‘.14“ 11,98

* Female ¢ 79 10561 12838 73 10;..44 11118 1083 RUETR

Grade 8 . . ’ N 7

Total . }191 05.1 .31 168 106.13. 11.96 160~ 105,10 ,.13.33
Male 107.  104.80  13.41 -~ 93 -105.83 11.74 87  103.80  15.19
Female 84 105.6;., 15.46 rs 106.51° 12.31 73 106.64 1061

\\ : : : 1 S

~ . / . v R ]
lThil N equals all the students of each class who took the IQ test. From 0% yo 5% of-this N

150 L
N

did.not take 6ne or more achievement tests.
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and the three grade 8 classes. Three hundred seventy-two_students
took the mental ability test in 1977-78, 321 in 1978-79, and 318 in'
1979-80. The total number of students enrolled in the samé years was
380, 346, and 322. The number of boys was greater than the number of
girls in each class each year until 1979-80" when the number of boys
and girls in grade 7 was the same.

Two points fégarding the mean IQ (shown in Table 5.2) may be
made. First, the mean IQ of the grade 7 class of 1979~80 (109.24) is .
omewhat HWigher than the mean of the two earlietr classes (105.38 and T
~ " 106.30), whereas the variation from year to year is smaller for the"
) grade 8 classes. Second, the difference between the mean IQ of the
% boys and girls varies from year to year, e.g., in 1979-80 grade 8
boys = 103.80 and grade 8 girls = 106.64.
This information is presented to provide a description of the
student pgpulation. It is not discussed further in this chapter.

w ' . v , \ . -

o

“~Comparison of Abhievements of Three Successive Grade 7 Classe;\k
-

- ~

- The Metropolitan Achievement Test Battery Form F, 1971, and the
Otis-Lennon Mental Ability Test, 1967, Form J, were administered to .
the grade 7 and the grade .8 students at one-year intervals in May
1978, May 1979, and May 1980. * .

For grade 7 the number of students taking any one of the achieve-
ment tests ranged from 172 to 178 (males 96-100, females 76-78), in
1977-78, from 149 to 152 (males 78-80, females 71-72) in 1978-79, and
155 to 158 (males 78-79, females,]7=79) in 1979-80. The mean IQ of
the boys and girls of each c1485 and the mean IQ of the total classes .
varied somewhat from year to year. Accordingly, analysis of covar-
iance, with IQ the covariate, was used to compare the mean educational
achievements of the three successive grade 7 classes, Table 5.3 ‘sum-

- marizes the findings regarding the significant differe¥ices for class,
sex, and for class x sex interactions.

The differemce in achievement among the three grade 7 classes was
significant in six of the aregs tested but not in word knowledge, read-:
- ing, and reading total. Rega ding the six areas in which the difference
among the three classes was significant, the post-hoc comparisons showed
that the grade 7 class of 1978-79 did not achieve significantly higher -
than .the baseline grade 7 class of 1977-78 in any area. However, the
,1979~-80 class achieved significantly higher than the- baseline class of
1977-78 in spelling, math computation, math g9ﬂ€€5£:; and math total

and also significantly higher than the class ‘of 1978-79 in spelling, .
*'  math computation, and math total. We q¢serve in Table 5.3 that the
T difference among the three grade 7 cl in language and math prob-

lem solving was significant but” that the post-hoc comparisons that

involved qnly pairs of classes were not. However, the mean of the |
* '1979-80 grade 7 clabs in-these two areas was significantly higher than

the mean of the first two grade 7 classes combined.
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Significant Differences (ANCOVA p < .05) in Educational Achievement and Post-hoc
Comparisons for Three Successive Grade 7 Classes: Carl Smdbqu Junior High School

o
Main Effects Post Hoc Comparisons
cCXs 1978-79 vs  1979-80 v& 197980 vs

Class(C) Sex (S) Interaction 1977-78 1977-78 1978-79
Word Kunowledge NS NS NS
Reading NS 0443 .011°
Reading Total NS NS NS
Language .0474 <.0013 NS NS NS NS
spe11Xg .009 <.001° NS NS signy, sign’
Math Computation <, 001 .0023 NS NS Signl Sign2
Math Concepts _..013 NS NS NS Signt NS
Math Problem Solving .0424 NS NS NS NS NS
Math Total .001 .0123 NS NS Signl Sign2

Mhe Grade 7 Class of
2The Grade 7 Class of

1979-80 achieved significantly higher than the Grade 7 Class of 1977-78.
1979~80 achieved significantly higher than the Grade 7 Class of 1978-79.

3'I.'he females achieved significantly higher than the males.
4The adjusted mean was higher for 1979-80 than for the two prior years combined, although no
pairwise contrast between years was significant.

SThe mean achievement of tNe females of the two later classes was higher than the mean of the
nales but sbout the same for the first class.

.
¢
0

The mean achievement of the girls, averaged across the three
. grade 7 classes, was significantly higher than the mean of the boys in
reading, language, spelling, math computation, and math total. The
differences between the boys and girls were not significant(in word
knowledge, reading total, math concepts, and math problem solving.

mean achievement of the females of the later two classes was higher

A significant class x sex interaction was foq%z for reading. The
than the mean of the males but about the same for

e first class.




136

Comparison of Achievements of Three Successive Grade 8 Classes

The number of students taking any one of the achievement tests
_ranged from 184 to 188 (males 102-106, females 82-83) in 1977-78, from
‘162 to 165 (males 90-93, females 72-74) in 1978-79, and from 157 to
160 (males 85-87, females*72-73) in 1979-80. Table 5.4 indicates the
significant differences and, where the difference among the means was
significant at or beyond the .05 level, the post-hoc comparisons. .

The difference in &chievement among the three grade 8 classes was
significant only in the four math areas. The.grade 8 class of 1978-79 "),
f achieved significantly lower than the grade 8 class of 1977-78 in math
problem solving. The grade 8 class of 1979-80 achieved significantly
) higher than the baseline class of 1977-78 in math computation and in
- math total and significantly higher than the class of 1978-79 in math ~
computation, math concepts, math problem solving, and math total.

The mean achievement of the girls, averaged across the three
grade 8 classes, was significantly higher than the mean of the boys in
language, spelling, and math computation. The sex difference in
achievement yas not significant in any other area. There were no
significant class by sex interactions, ;

Table 5.4 Significant Differences (ANCOVA p < .05) in Educational Achievement and Post-hoc
Comparisona for Three Succesaive Grade 8 Classea: Carl Sandburg Junior High School

Main Effects + Post Hoc Comparisons
; CXS 1978-79 vs  1979-80 vs 1979-80 vs
Class(C)  sex (S) Interaction 1977-78 1977-78 1978-79
Word Knowledge NS NS NS
Reading NS NS NS
Reading Total NS NS NS
Language NS X <, 0014 NS
Spelling NS <.0014 NS
L 4 2 3
Math Computation .001 {034 NS NS Sign Sign
Math Concepts .005 NS NS NS NS Sign3
Math Problem Solving .00l NS NS 318!11 NS Sign3
Math Total <.001 NS NS NS Stgn’ Si.gn3

The Grade 8 class of 1978~79 achieved significantly lower than the Grade 8 class JSf 1977-78.
The Grade 8 class of 1979-80 achieved significantly hishcr‘un the Grade 8 class of 1978-79,
3'rhe Crade 8 Clags of 1979-80 achieved aignificantly higher than the Grade 8 class of 1978-79.
The  females achieved aignificantly higher than the males.

153
S
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Achievement of Two Successive Longitudinal Cohorts

Longitudinal Cohort 1 consisted of 136 students (78 males, 58
females) who entered grade 7 of Carl Sandburg Junior High School in
197778, remainedeigféhe school through grade 8 in 1978-79, and took
all of the achievesfent tests and the IQ test in 1977-78. Longitudinal
Cohort 2 had 134 students (71 males, 63 females) who entered grade 7
one year later in 1978-79. It is noted that some students who attended
school both years did not take all the tests and accordingly were not
included in the respective longitudinal cohorts.

‘i' Table 5.5 provides the summary results of the ANOVA for each qﬁhort.
Significance at or beyond the .05 level is indicated. \\\\\

The mean achievement of the Cohort 1 girls, averaged across the
two times of testing, was significantly higher than the mean of the
boys in language. The differences between the boys and girls were not -
significant in the other .eight areas.

The students of Cohort 1 made a significant gain in all nine
achievement areas from grade 7 to grade 8. There were no significant
gain by sex inhteractions, indicating that the boys and: girls gained
equally from gr 7 to grade 8 in all nine areas. There were no
significant gain quarter interactions; the four quarters of the
students in mental ability gained equally from grade 7 to grade 8 in ‘
all nine achievement areas. -

* Turning to Cohort 2, we find that the mean achievement of the
girls was higher than that of the boys in language and spelling. The
other sex differences were not significant,

The students of Cohort 2 made a significant gain from grade 7 to
grade 8 in all nine areas. Only two of nine gain by sex interactions
were signiflcant. The significant interactions in-reading and reading
total are accounted for by the fact that the girls_gained more than
the boys from grade 7 to grade 8. One of the nine gain by quarter in-
teractions was significant. The mean gain in spelling of the lowest
quarter was higher than the gain of the two highest quarters. One of
the nine gain by sex by quarter interactions was significant, namely,
for reading. The males of Quarter 3 gained significantly more than
the males of Quarter 1 (lowest quarter), while the females of Quarter 1
gained more than the females of Quarter 3. .

-

Comparison of the Achievements and

Gains of the Two Longitudinal Cohorts

The mean IQ of Cohort 1 was 107,33 whereas that of Cohort 2 was
106.40. Analysis of covariance, with IQ the covariate, was used in
identifying the significance of the differences in the mean achieve-
megtfs and the gains in achievement of the two cohorts. The summary of
the tests i1s presented in Table 5.6.
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Table 5.5 Significant Differences (ANOVA p £ .05) in Educational Achievement, Gain from Grade 7 to
Grade 8, and Post~hoc Comparisons of Gain by Quarter Interactions for Longitudinal Cohort 1 and Longi-
tudinal Cohort 2: Carl Sandburg Junior High School
. t j)
(95
©
Cohort 1 Cohort 2
. =
Sex Gain Sex Gain ’
(s) (6) GXS GXQ G6XSXQ (s) ¢G) GXS G6XQ GXSXQ
- ! .
, Word Knowledge NS <.001 NS NS NS NS <.001 NS NS NS
Reading NS <.001 NS NS NS NS - <.001 0262 ws 0244
) Reading Total NS <.001 NS NS NS, NS <.001  .009% NS NS )
. N L 4
“Language .007%<.001 NS, NS NS. - .003%<.0b1 NS NS NS
Spelling NS <.001 NS NS . NS o03l<.001  ws .017° NS )
L4
- Math Computation NS <.001 NS NS NS NS <.001 NS NS NS
-~ s
Math Concepts NS <.001 NS NS NS ' NS <.001 NS NS NS
)lath Problem Solving NS <.00I™ NS NS NS NS <.001 NS NS . NS
Math Total NS <.001 NS NS . NS NS '<.001 NS NS NS
1The females achieved significantly higher than the males. -
2The femdles gained more than males from Grade 7 to Grade 8. >
3The lowest quarter of the students gained more from Grade 7 to Grade 8 than the two highest quarters,
4The males-of Quarter 3 gained significantly more than the males of Quarter 1 (lowest quarter) while 1f5(3'

" the females of Quarter-1l gained significantly more than the females of Quarter 3.

* 2
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Table 5.6 Significant Differences (ANCOVA P £ .05) in Educational Achievement, Gain from Grade 7f¥ol\
. Grade 8, and Post-hoc Comparisons for Two Longitudinal Cohorts: Carl Sandburg“Junior High School
Cohort (C) Sex (S) C XS Gain (G) GXC GXSs GXCXS -
Word Knowledge NS NS’ N8 <.001 NS 028 NS -
Reading NS NS NS <001 NS NS - NS
Reading Total NS \ NS NS <.001 NS .0084 NS
Language . NS <0012 NS <.001 NS NS NS S
Spel}ing NS -, <.0012 NS <.001 .03?3 NS NS
Math Computation .004% NS NS <.001 .Oll3 NS NS
Math Concepts .0031 NS NS <.001 NS NS - Ns <
Math Problem Solving . .o14t NS NS <.001 005> Ns NS
Math Total ‘ .001* NS NS <.001 .0023 NS NS
lThe mean achievement oﬁVCohort 2 was signifzcantly higher than the.mean of Cohort 1. ’ , .
2The mean aéﬁiev;ment of the females was significantly higher than the mean of the males, ;‘Q
w
o

3cohort 2 gained significantly more than Cohort 1. o kl
fain

4The females gained significantly more than the males.
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. class with the 1977-78 class is regarded as unrelated to changes in
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The adjusted mean of Cohort 2, averaged across the two times of
testing, was significantly higher than that of Cohort 1 in math compu-
tation, math concepts, math problem solving, and math total. The dif-
ference in achievement between the cohorts was not significant in the
other five areas.

There were two significant differenced between the achievements

of the boys and girls. The mean achievement of the girls of the two
cohorts combined, averaged across the two times of testing, was sig-
nificantly higher than the mean of the boys in language and spelling.
The differences between the girls' and boys' mean achievements were .
not significant in the other seven areas. LS

The students of the two cohorts combined gained significantly
between the two times of testing in all nine areas. There were four
significant gain by cohort interactions. Cohort 2 made a larger gain
than Cohort 1 in spelling, math computation, math problem solving, and
math total. In the ‘other five areas there was no gignificant differ-
ence between the gains of the two cohorts.

The girls of the two cohorts combined gained significantly more
in word knowledge and in reading than did the boys. In the other seven
achievement areas, the differences in the gains between the boys and
girls wetre not significant. The gain by sex by cohort interaction was
not significant in any of the nine areas.

Reld&ionsh;p of 'Changes in Educational Achievement

to Implementation of the Improvement Strategies

and Unanticipated Events

. One. main purpose of this research was to relate the changes in
student achievement from year to year to the planned changes that the
staff made annually in implementing the improvement strategies. The
rationale for using~the cross-sectional results regarding student
achievement and also the mean achievement of the successive longitu-
dinal cohorts, rather than the gains in achievement of the cohorts, in
determining this relationship was presented in Chapter 2.

It should be recalled that the 1977-78 testing was done in May
1978. The results were tabled and interpreted by the staff during the
first semester of the 1978-79 school year. Only minor improvement ac-
tivities were planned and carried out during the second semester of
1978-79. Therefore, the comparison of the achievements of the 1978-79

the implementation‘of the improvement strategies.

The cross-sectional results pertaining to t%ree successive grade
7 and grade 8 classes presented in the preceding part of ‘this chapter
are summarized in Table 5.7. The mean scores and national percentile .
ranks equivalent to the adjusted means are presented to enable the
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Table 5.7 Summary of Findinga Regarding Mean Achievement of Three Succeasive Grade 7
and Grade 8 Classea and Percentile Ranks Corresponding to Adjusted Means: Carl
Sandburg Junior High School

Comparison of Adjusted Means and

Successive Classes . Equivalent Percentile Ranks

1978-79 1979-80 1979-80 1977-78 1978-79 1979-80
vs v vs - - -
. 1977-78 1977-78 1978-79 X Zle X Zle X Zile
(;;de 7
Reading Total NC NC NC 92.96 62 92.36 61 93.36 64
Language NS NS NS*  94.76 56 94.62 56  97.09 62
Spelling NS S+ S+ 95.11 61 95.20 61 ' 98.54 69 .

Math Computation NS S+ S+ « 95.31 44 96.68 47 99.79 59
Math Concepta NS S+ NS 88.58 49 90.44 54 91.33 58
Math Problem Solving NS NS ns* 95.56 49 95.72 49 97.91 54
Math Total " NS S+ S+ 98.22 49 99.32 53 \101.72 61

Average Student N 173 149 157

Grade 8 o
‘Reading Total NC NC NC  97.96 60 97.37 59 97.75 60
Language NC NC NC  100.80 60 99,17 56 99,51 57
Spelling NC NC NC  99.86 54 98.11 50 99.14 52 )

Math Computation NS S+ S+ 98.77 39 98.19 36 101.74 53
Math Concepta NS NS -~ S+ 91.31 42 90.39 38, 93.44 49
Math Problem Solving 5~ NS sS4/ 99.13 44 96.61 37 100.41 47
Math Total ‘ NS S+ S+ 101.68 45 100.12 39 103.99 50

Average Student N . . 188 164 159

S+ The mean of the class of the later year was significantly higher than the mean of the
clasa of the earlietr year. .

S~ The mean of the clasa of the later year was significantly lower than the mean of the i
class of the earlier year.

NC Post~hoc not computed since :he difference among the guccessive classes was not signif-,
icant at the .05 level.

* The adjuated mean waa higher for 1979-80 than for both prior yeara cowbined.

- 160 -
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reader to get a better estimate of the amount of change from year to
year. The two subtests in reading are not included in the table, in-
asmuch as-plgnfied improvements, as noted earlier in this chapter, were
, not related to the specific areas measured by the subtests. On the

N other hand, planned improvements werg carried out related to one or

! more specific areas of mathematics.

/ The achievement of the grade 7 class of 1978-79 was not signifi- ,
cantly-different from that of the grade 7 class of 1977-78 in any of
the seven areas.. The achievement of the grade 8 class of 1978-79 was
not significantly different from that of the grade 8 class of 1977-78
in six areas. The grade 8 class of 1978-79. achieved significantly
lower than the grade 8 class of 1977-78 in math problem solving. This
Tack of significantly higher achievement as well as the lower achieve-
ment in math is attributed to the following conditions. First, no
planned improvements were made in 1978-79 that affected a large number
of students of either grade 7 or grade 8. The other minor planned
changes were implemented relatively late in 1978-79. Second, six--"
non-gpecific planned changes were implemented in 1978-79. These ac-
tivities took a large amount of time of the principal and a consid-
erable amount of time of the teaching staff.

Moving to 1979-80, we see that the grade 7 class of 1979-80
achieved significantly higher than the baseline class of 1977-78 in N
spelling, math computation, math concepts, and math total and signifiJ
cantly higher than the 1978-79 class in spelling, math computation,
and math total.  The adjusted mean of the 1979-80 grade 7 class was
significantly higher than that of the two prior grade 7 classes com-
bined in language and in math problem solving. .The grade 7 class of .
1979-80 did not achieve significantly different from the classes of
1977<78 and 1978-79 in reading total.

The grade 8 class of 1979-80 achieved” significantly higher than
the grade 8 class of 1977-78 in math computation and math total and
significantly higher than the grade 8 class of 1978-79 in math compu-

* tation, math concepts, math problem solving, and math total. The
grade 8 class of 1979-80 did not achieve significantly differently
from the two earlier classes in reading total, language, and spelling.

Table 5.8 presents a summary of the differences in achievement
between the_two longitudinal cohorts. The achievement of longitudinal
Cohort 2, averaged across the two times of testing, was significantly
higher than the mean of longitudinal Cohort 1 in the four math areas
and not significantly differefit in the three language arts areas.

is result is highly supportive of the preceding cross-gectional re-
sults for grades 7 and 8.

The planned changes related to the preceding positive results are
as follows: wusing the goal setting*@?rategy in 1979-80 and using the
instructional programming strategy more effectively, increasing the
amount of time allocated te spelling and language in 1979-80, and
starting the math problem solving course in 1979-80 for the grade 7
students and the special math activities for the high achieving grade
8 math studeq}s. The ‘planned changes of 1979-80 not accompanied with

2
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Table 5.8 Summary of Findings Regarding Mean Gain and Mean Achievement
of Two Successive Longitudinal Cohorts: Carl Sandburg Junior High School

1

. ’ : . Cohort with
Comparison of Mean Gain Made by Each Cohort Higher Average
from Grade 7 to Grade 8 Achievement
_ Cohort 1  _ _ Cdhort 2 _
. X X X X X X
: Gr. 7 Gr., 8 Gain Gr. 7 Gr. 8 Gain 2
Reading Total 93.20 99.13 5.93% 92,11  98.60 6.49% NS
Language 96.76 100.57 3.81* 95.99 100.25 4.26% NS
Spelling 95.35 99.01 3.66% 94.50 100.04 5.54" NS.
Math .
Computation 94.99 98.94 3.95% 96.11 102.16 6.05 Coh. 2
Math Concepts 88.04 91.43 3.39% 90.07  93.30 3.23% . Coh. 2
Math Problem . . ®
Solving 94.97 97.71 2.74*% 95,01 100.51 5.50 Coh. 2

Math Total 97.71 -101.13 3.42% 98,77 104.16 5.39*  Conh. 2

Student N 136 - 134

p—

\.f

L]

* The gain from Grade 7 to Grade 8 was statistically significant (p < .001).

©

a significant increase in achievement were related to reading for
grade 7 and to reading, language, and spelling for grade 8.

. Only three non-specific activities were carried out in 1979-80 in
comparison with six in 1978-79. This probably contributed to the
greater incidence of higher achievement in 1979-80. The three unan-
ticipated events of 1979-80--the year-~long study to determine the
possibility of closing the junior high school, the lower enrollment
accompanied with the loss of three academic teachers, and the loss of
the two grade 8 language arts teachers through resignation--were
judged by the principal to have had a strong negative effect on
grade 8 student achievement in language and spelling and to a lesser
extent in reading.
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“Results Related to Student Attitudes

A locally constructed attitude inventory bf 25 items was adminis-—
tered to the grade 7 and grade 8 students in the second week of
December of each year. Five items measure the tudents' attitudes
toward each of the following: school, teachers, ing, peers, and
self. The student responded to each item with agree, undecided, or
disagree.

To facilitate suﬁmarizing the ré%ults, a mean rating for each
item was obtained by assigning a 3 to the choice indicative of a
favorable attitude, 2 to undecided, and 1 to the choice indicative of
an unfavorable attitude. The percentages for each item were multi~
plied by 3, 2, and 1, and the sum of these was divided by 3. The mean
ratings for each item, each of the five parts, and the total inventory
follow in Table 5.9. A difference between ratings of .10 or greater
is regdrded by the first author as of practical importance.

The mean for the total inventory for grade 7 was slightly higher
each successive year (2.43, 2.47, 2.53). The increasingly higher mean
resulted mainly from more favorable attitudes toward school each succes-—
sive year (2.35, 2.55, and 2.68) and toward teachers (2.49, 2.60, 2.61).
Attitudes toward learning, peers, and self remained about the same from

year to year.

The mean for the total inventory for grade 8 remained about the
same from year to year. However, the grade 8 students'sattitudes ‘to-
ward school became considerably more positive in 1979-80 (2.21, 2.22,
and 2.53). ' The grade 8 students' attitudes toward their teachers,
learning, peers, and self were generally less positive in 1978-79 than
in 1977-78 and more positive again in 1979-80. ’

Two main conclusions with respect to the change in attitudes may
be drawn from these results. First, the grade 7 students' attitudes
toward the school and toward the teachers increased moderately from
the first to the third year while their attitudes toward learning, B
their peers, and self remained constant. Second, the grade 8 stu- . "4
dents' attitudes toward the. school increased moder from the first
to the third year while their attitudes toward tfieir tejchers, learn-
ing, their peers, and self remained relatively constant. T

How can the changes in attitudes be e®plained? Two focused plan-—
ned changes are probably associated with the more favorable attitudes
toward school by the students of both grades 7 and 8 and by the stu-
dents of grade 7 to teachers: the staff development program of 1978-79
designed to develop a better understanding of middIe school adolescents,
and the improvement of home~school relations through the formation of
a Sandburg Parent Association and the use of other techniques to promote
more &ffective communication with parents. The non-specific”planned
events of 1978~79 that may ‘have contributed to the more favorable
attitudes toward school were starting the intramural athletic program
in 1978-79 and the elective program in the alljed arts. More attitude
changes in a favorable direction might have occurred in 1979-80 except
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. Table 5.9 Meay Ratings of Attitudes of Orsde 7 and Grade 8 Students: Carl Sandburg
Junior High S 3 -
i ) . ' Grade 7 Grade 8
. . —F
- 77-78 - 78-79 79-80 77-78 78-79 79-80
School - - i .
‘ " . \ - PR
$2. Lam proud to be in this school. 2.54 2.73 2.81 2,23 2.38: 2.74
N 7. 1 wish I could go to a different #chool. . 2,70 2.68 2.74 2.45 2.60 2,70
12. This school has too many rules. 2.27  2.317 _2.48 2,03 _2.10 2.18
° 17. Students at this school have a lot of ‘ .
school spirit. o 2,04 2.39 2.62 2.26 2.09 2.64
S~ 22. This s¥hool needs a lot of mprovement. - 2.20 L57  2.77 2.06 1.93 2.37
) TOTAL .+ 2,35 2455 2.68 2.21  2.22 2.53
. 4 L3 -
. Teacher . / ‘ .
1. I think I have very good teachers. . 2.57 2.69 2.8l 2.65 2.51 2.59
6. The teachers here try to be fair wi .
- ,all students. 2.52 2,71  2.67 2.59 2.33 . 2.51
1l. My teachers seem to care how I am
- doing in school. 2.53f 2.65 2.71 L 2.61  2.50 2.61
N 16. My teachers are well prepared when they*meet R .
their cfasses. ’ 2,52  2.67 2.59 2.64 2,37 2.47
- , 21. My teachers enforce all :he school rules ’ i s
to. equally. 2.31  2.30 2.26 2.19 2.37 2.20
TOTAL - . . . 2.49 2.60 2.61 2054 2.42 2
i Learning ’ b Y ) ‘
P [ -, . | .
4. 1 think my classes are very boring. 2.37  2.41 2.50 2.26 2,22 2.18
9, I think my schoolwork is too hard. 2.59 2.53 2.58 2.510 2.35 2.50
14, I usually understand my school assignments. 2.67 2.47 2.63 2.62 2.52 2,53
19. I am satisfied with what I am learning in .
school. . hl 2.65 2.69 2.71 . 2.59 2.46 2.56
- 24, I get mixed up s lot in my schoolwork. 2.31  2.22  2.40 2,25 2,21 %223
TOTAL . 2,52 2.46 2.56 2.45 -2.35 2.40
Peers . ‘ h b R
3. Most of the students in thig school are . o .
. friendly. - 7 2.33 . 2,33 2.32 2,47 2.4 21.31
' 8. I.have a lot of ftiends in school. - - 268 2.49 2.71 2.66 2.66 2.68
13. The students in this school are nice-kids. 2,49 2.21  2.22 2,37, 'z@o 2,22
18. My closest frignds are students at this schogl. 2.49  2.35 2.59 2.52  2.50 2.66
23. Most of my friends want to ‘do what I want to do. 2.03 2.00 2.08 2.33  2.19 2.08
TOTAL & 2.36 2.32, 2.38 2.43 2,39 2.39.
Self 2 o ’ -
' 5. Most of my teachers like me. 2.39 2,43 2.37 2,48 2.34 2,40
10, 1 sometimes wish that I were someone else. + 2.4i0 2,02 2.00 2.10 2.07 2.00
15. Many times I am in trouble at school. " 2.63. 2.60, 2.73 2,58 2.48 2.65
© 200 My schoolwork is very good most of the HAme’, 2.47 2.49 2.53 2.43 2.43  2.48
4. 25. Most of the children in my classes like me. , 2,508 2.46 2.507, 2.%8 2.35 2.55
TOTAL A0 20427 2,40 2,43 » 2,41 2,33 2.42
INVENTORY TOTAL °* e 2.43 _2.47 2.53 ‘2.4 2,34 2.44
2 Ve . . .e
[3 e ’ »
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for two unanticipated events in 1979-80: the year-long study to deter-
ne the closing of either an elementary school or the junior high
school and the presumed lower teacher morale that accompanied the loss
of three academic teachers because of lower school enrollment. The
~——Pact that attitudes of the grade 7 and grade 8 students toward learn-
ing, self, and peers did not become more favorable appears unrelatable ‘R\
t6 the planned improvements.

\\\\ ’ Conclusions T

h ]

One purpose of the present research was to determine the extent.

~ to which thé Sandburg staff could implement three improvement strat-
egies: (a) arranging an appropriate total educational program of
courses and other activities for each 'student, (b) arranging an appro-
priate instructional program in the subject fields of language, mathe-

* matics, reading, anq?ipelling for each student each semester, and
(c) setting goals fo students of each I & A Unit and planning and
carrying out related ifprovement activities. The teachers did not plan
and monitqy individual tducational programs of the students formally.
Already in 1977-78,. they.were arranging individual instructional pro-
grams for the students in all of the academic subjects and were serving
informally as educational advisors.to the students. The continuing
teathers refined their instructional programming practices each year.
Goal setting in reading, language, spelling, and mathematics and
carrying out related improvement actiyities.was started in 1979~80. ¥
Accordingly, the instructional progréﬁming and the goal-setting
strategy were implemented concurrently for the first time in 1979-80.

Another objective of -the research was to maintain a satisfactory
level of student achievement in language, math, reading, and spelling
and to raise achievement that was xegarded as not satisfactory. The
grade 7 class of 1979-80 achieved significantly higher than the class
of 1977-78 in spelling, math computation, math concepts, and math total,
not significantly different in reading total, and significantly higher
than the classes combined of 1977-78 and 1978-79 in language and math
problgp solving. The 1979~80 class was also significantly higher than

) the class of 1978-79 in spelling, math computation, and math total.
The grade 8 class of 1979-80 achieved significantly higher than the
class of 1978-79 in all four mathematics areas and not significantly
different in reading, language,¢and spelling, and significantly higher
than the baseline class of 1977-78 in math computation and math total
and not significantly different in the other areas. There was only
one significantly- lower achievement by a later class (1978-79 vs.
1977-78) and 1t was followed by the next class achieving significantly

- higher (1979-80 vs. 1978~79). The students of each of the two longitud-
inal cohorts gained significantly in all seven areas from grade 7 to
grade 8. Moreover, the achievements of the second cohort were signifi-
cantly higher than those of the first cohort in the four mathematics
areas. The attitudes of the students toward school remained stable or
improved from the first to the last year. The attendance of the stu-
dents was about the same from year to year.  The small difference in
attendance is attributable mainly t6 differences in wintet weather
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conditions, official gnnual holidays, and vacation periods. Based on
these findings we conclude that the concurrent implementation of the
instructional programming and goal-setting strategies were quite effec~
tive in producing desired student/outcomes.

The principal felt that havi%g both grade 8 language arts teachers
new to the school in 1979~-80 affe?ted grade 8 student achievement in
language and spelling negatively. | The teachers were unfamiliar with

the curriculum and the instructio%;l Jprogramming practices; and the
principal, because of time constraints, could not offer as much assis-
tance to them as they required. The loss of three, teachers in 1979-80
due to lower enrollment and the accompanying reorganization of the four
I & A Units into three units and the study to determine whether to close
an elementary or the junior high school were all regarded as having a
negative effect on student achievement and attitudes but this relation~
ship cannot be assured, based on the quantitative data regarding stu-

dent outcomes. ‘{W,:,;ﬂ?:;;v .

IL closingy it is appropriate to point out that the principal had
very little administrative assistance, namely, a teacher assigned ad-
ministrative duties for two\periods daily. In addition to his many
other responsibilities, the principal superviséd a major building and
.remodeling program during 1977-78 and the first semester of 1978-79.
In 1979-80 he gave much time to gaining community support not to close
the junior high school. A co i%iraﬁie effort was made to solve the

problems associated-with the lawér student enrollment and the related
loss of three teachers and th¥ireéorganization of the four I & A Units
into three in 1979-80., It is v probable that all three improvement
strategies would have been implekented more effectively and at an
earlier time had the principal been able to give more time to this
aspect of administration. And whether more might have been accom-
plished had an improvement committee been established is uncertain.
The principal felt that the improvement efforts were accomplished very
effectively through his regular meetings with the different small
groups of teachers. Essentially, the entire faculty of this small
school acted as the school's educational improvement committee.

-~




CHAPTER 6

- CEDARBURG HIGH SCHOOL

Two experimental programs of education were made available to the
students of Cedarburg High School starting with the entering grade 9
clags of 1977-78 and the traditional -program was continued. The three

_programs were recommended by a committee of the Cedarburg School Dis-
trict, and the recommendations were approved by the school board.

One experimental program, Success Through Alternative Education
(STAE), was designed to meet the needs of Btudents who  had motivational
and other problems making it difficult for them to succeed in a tradi-
tional educational environment. This program enrolled 30 students in
grade 9 in 1977-78. The second alternative was called Progress in
Alternative Continuous Education (PACE). About 100 students enrolled
in PACE each year starting in grade 9 in 1977-78. The third alterna-
tive was the traditional program that was continued from the prior
years, _About 200 students enrolled in this program in grade 9 in
1977-78 and each year thereafter. The students in the STAE\program
continued in it through grade 10 and then entered a regular vocational
program of the high school in grade 11. The students of the PACE and
traditional programs, with few exceptions, continued in the respective
programs from grade 9 through grade 12. New groups of incoming stu-
dents enrolled in the three alternatives in grade 9 in 1978~79 and
each year thereafter.

= No test information regarding the STAE students #s included in
this reporf and only a small amount of descriptive data are presented
regarding the traditional students since the improvement strategies
were implemented only in the PACE program, not in the othér two pro-

grams,

We should note that only the PACE students of grade 9 could be
included as the baseline class of 1977-78, inasmuch as all the stu-
dents of grades 10, 11, and 12 were in-the traditional program. As
the first PACE students of grade 9 went to.grade 10 in 1978-79 and
grade 11 in 1979-80, they became the first grade 10 and grade 1l
baseline classes, respectively. Accordingly, it was possible to com-
pare the performances of four successive grade 9, tliree successive
grade 10, and two successive grade 11 PACE groups.

it is appropriate to consider two situational variables regarding
the PACE program before proceeding to the purposes of the research.
One element of .the PACE program involved organizing the 100 students
pof each grade and their four academic teachers into an instruction and
advisory unit. The four teachers were to offer the PACE students all
their instruction in English, math, science, and social studies. This
called for forming a new instruction and advisory team edch year as the
PACE students moved upward, while maintaining the team for the lower
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grade. Moreover, each newly formed team was to work out the gpecific
curriculum guides in each subject for use with its students, the advis~ -
“ - ) ing procedures, and the other educational arrangements. ‘
In grades 9 and 10, in accordance with the carefully worked out
plans, the PACE students were taught English, math, science, and socfal - .
studies by an academic team of four teachers who also served as their
educational advisors. In grade 11 there was an unanticipated interrup-
. tion of the upward extension of the PACE program. An academic team was
formed for grade 11; however, only part of the PACE students received
their instruction in the academic subjects from PACE teachers, while
the rest of the instruction was in traditional classes. Subsequently
in grade 12, only an English and social studies team was formed ana
neither the planned instruction nor the advising were fully implemented
with the PACE students,

This interruption of the extension of the PACE program upward one
grade each year ogcurred when the assistant principal who was coordin-
ating the PACE program resigned in 1978-79 to accept a principalship
in a nearby high school. With his resignation, the essential staff-
ing, curriculum, instruction, and advising arrangements for grade 11
could not be fully planned in advance of starting the 1979-80 school
year,- as was initially projected. An assistant coordinator of the
program, whose employment was continued on a half-time basis, was un-
able to carry out the extension of the program completely. Moreover,
only English and social studies were required in grade 11 so there was
neither a full time mathematics or science teacher in the grade 11
PACE program.

A second important situational variable was related to the school
board policy establishing the PACE program. The policy called for the
same curriculum, including textbooks, to be used in all the academic
courges taken by the PACE and tr&ditional students. Accordingly, the
PACE teachers could not bring in advanced or higher level content; in-
stead they could only enrich in depth and in breadth and encourage
their students to overlearn. This policy was formulated before any - .-
students elected to enter the PACE program in grade 9. -

" The codperative resgearch conductéd with Cedarburg High School
extended from 1977-78 through™1980-81. The purposes of the research
were the same as with other schools and were given in Chapter 2.

The achievement areas sefected for primary.attention were English,
mathematics, reading, science, and social studies. Changes in student
attitudes were also studied. The administrative arrangement employed
at Cedarburg High School to plan, monitor, and implement the improve~

“ ment strategy in the PACE program in 1977-78 and 1978-79 ihcluded an
) ssistant principal and a part-time teacher working with the PACE aca-~
' ¥ demic teams. With the resignation of the assistant prinecipal in 1978-79,
‘ the part-time teacher assumed responsibility both for the grade 9 and
grade 10 program and the extension of it from grade 10 to grade 11 in
. ’ 1979-80 and from grade 11 to grade 12 in 1980-~81,

. It ghould be noted that the new instruction and advisory team
that was formed each successive year was recruited from volunteer
hd 8 - - B ‘
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teachers of the present Cedarburg staff and/or of teachers new to the
school. As we shall gee later, some teams had as many as three new
teachers at the beginning of each school year after 1977-78.

The remainder of this chapter is organiiéd as is indicated in the
Table of Contents. It starts with a description of the staffing and
enrollment and ends with concluding statements.

E
Staffing and Student Enrollment

Cedarburg High School enrolls students in grades 9, 10, 11, and 12,
It is the only high school of the Cedarburg School District of Cedarburg,
Wisconsin. There 1is one middle school in the district. About 807% of
the entering grade 9 students come from the middle school and about 20%
from parochial schools. Many persons of Cedarburg work in Milwaukee,
which is about 20 miles from Cedarburg. There is some industry and
same ,farming in the district. The community is mainly white collar,
upper middle class, and Caucasian. Information pertaining to the staff-
ing of Cedarburg High School, student enrollment, daily attendance, and
dropouts follows.

77-78 78~79 79-80  80-81

No. of building administrators_ 3 3 3 3
No. of counselors 4 . 4 P 4 4

No. of regularly certificated

teachers
STAE 4 6 6 6
PACE 4 8 12 14
Traditional 66 58 55 | 50
No. of learning disability and
speclal teachersg of other ex- )
ceptional chiiﬂ}gn 2 2 2 3
No. of librarians or media
persons 4 4 4 . 4
No. of school psychologists 2 2 2 "2
No. of schoy&’Bocial workers 1 1 1 1
No. of aides:
STAE 1 1 1 1
PACE 1 - 1 1 1
Traditional 1 1 1 1

~
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There was a 100%Z change in the administrative staff from 1977-78 to
1980-81, no change in the counseling staff, and a considerable number of
new teachers as is now indicated: i

. 77~78 78~79 79~80 .80-81
No. of administrators ney - 40
to school 2 0 2 3

No. of counselors new to
school 0 0 0 0

|
i
1

No. “0f teachers new to :
school . a 4 10 10 6

There were one or more new PACE and traditional English teachers
each year, social studies teachers each year eéxcept 1980-81, math .
teachers in the last two years, and science teachers in 1977-78 and in
1980-81. The other new teachers were in other subjects. Moreover, the
total number of teachers dropped from 74 to 70 as enrollment dropped.

The total student enrollment was 1376 in 1977-78, 1313 in 1978-79,
1279 in 1979-80, and 1214 in 1980-81. The enrollment in the PACE and
traditional programs and the average number of days each student was
absent during the year were as follows:

i ' Average
k — Days
Enrollment . Absent

PACE Traditional PACE |, Traditional

1977-78 . -

Grade 9 99 . 210 8.2 -~ 8.3

1978-79 ' -

Grade 9 111 174 6.4 7.7~
8.4 9.5

Grade 10 .96 208

1979~80
Grade 9 114 176 6.4 7.7
Grade 10 111 182 7.4 8.8
Grade 11 90 229 9.7 10.3
1980-81

Grade 9 © 110 144 6.4 7.0
Grade 10 104 190 6.6 7.8
Grade 11- 99 206 7.8 9.6
Grade 12 67 248 11.9 9.4

! U e
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-There was a drop in the number of grade 12 PACE students in
1980-81 and an increase in the number of traditional students. This
occurred since there were not classes in some subjects specifically
for the grade 12 PACE students in 1980-81, and not all the PACE stu-
dénts had PACE teachers as their advisors. Many of the continuing
grade 12 PACE students took all their classes with the traditional
students. -

The average rate of absenteeism was slightly higher for the
traditional #Fudents” until grade 12 when it was higher for the PACE
students. For all other cpmparisons, the average absenteeism was
hi;yer for the traditional students.

None of the first group. of- PACE students that entered grade 9 in
1977~78 dropped out of school from grade 9 through the end of grade 11
while 11 traditional students did. None of the second group of PACE
students that entered grade 9 in 1978-79 and two traditional students
dropped out from 1978-79 through 1979-80. There were no dropouts of
either the entering grade 9 PACE or traditional students in 1979-80.

-

Data Gathered and Analysis of Data -

by the Cedarburg Staff

Data on all the students were gathered annually. The data for
the PACE students were summarized and analyzed by the PACE staff and
used in determining areas of possible improvement for the ensuing
year. After the last data collection in 1980-~81, the data on each in-~
dividual PACE student enrolled in each grade each year were analyzed
by. the project staff. The data gathering instruments, the schedule of
administration, and the:techniques employed by the Cedarburg staff for
analyzing the data a ow outlined. ‘

Short Test of«Educational Ability

Administration: To the PACE and the traditional students of
grade 9 in October 1977 and each year thereéﬁﬁsr through 1980-81.
Analysis: Obtain the mental ability score from the test publish-
er's computer printout for all the students of grade 9 starting
in 1977-78. Divide the grade 9 PACE students and the grade 9
traditional students into quarters based on their mental ability
scores. Compute the mean mental ability of-each quarter of the
PACE and the’traditional grade 9, Change the mean mental ability
score to the equivalent percentile rank using the test manual
table. . :

Iowa Tests of Educational Development: Reading comprehension,
vocabulary,, reading total, language usage, spelling, language
arts total, mathematics, social studies, science, and use of
sources. : . g

,”
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Administration: In October 1977-78 to the grade 9 PACE and .tra- -
ditional students, in October 1978-79 to tlie grade 9 and grade 10

“students, in October 1979-80 to the grade 9,-10, and 11 students,

and in October 1980-81 to the grade 9, 10, 11, and 12 students.

< L3 - ) . -

Analysis: Using the computer printout from the- test publisher, L
" enter the standard score in each area tested of each PACE student.

of each quarter of mental ability. <Compute the mean percentile

rank using the appropriate test manual table(s). Carry out the

same procedures for the traditional students. This permits com~

parison of the mean percentile rank in achievement of each -

quarter with their mean mental ability percentile rank. Carry -~ # .

out this procedg;g for each entering group of grade 9° PACE and

traditional students and continue it as they proceed into the

next higher ggades. . o

10X School Sentiment Index: Seven scores--Teacher Mode of. In~-
struction, Teacher Authority and,.Control, Teacher Interpersonal
Relationship with Students, Lea ning, Social Structure and Cli-
mate, Peer, and General.

Administration: December 1977, 1978, 1979, and 1980 to succes-
sive groups of PACE and traditional students. o -

Analysis: Mean rating on each of the seven scales for each
grade.

.

Information from school recdrds: Total enrollment in PACE and
traditional altérnatives as of September 1977, 1978, 1979, and
1980, average humber of absentees for each year, and dropouts
each year.

Improvement Strategies Implemented

’ by the PACE Staff

The three 1mprovement strategies were employed only by the PACE
staff and involved use of the preceding data on student outcomes as
well as other information regarding the student. These strategies
were described in Chapter 2. One involved arranging an appropriate
educational program for the individual student each semester of the
school year. Another involved arranging an appropriate instructional
program for each student in each course. The third strategy involved
setting goals and planning and carrying out related improvement activ-
ities either to maintain or to raise the educational achievement of
the students of each quarter in mental ability of each grade. Indi-
vidual educational programming and individual instructional program—
ming were included in the plan that was developed for starting the
PACE program, starting with the grade 9 class of 1977-78. Having
four grade 9 academic teachers and 100 students organized into a .
grade 9 I & A Unit was also part of the plan. -




N 1

155

Each PACE student's grade 9 educational program was planned in
grade 8 in a c¢onference involving the student, a middle school staff
member, and the student's parents. In the conference, the required
English, mathematics, science, and social studies, other required
courses, and electives were indicated. Upon enrollment in grade 9, a
teacher member of the I & A Unit, K advised the student regarding his or -
her educational program. In the second semester of each successive
grade, the teacher advisor, the student, and the parents met to out-
line the student's educational progfam for the following year.

The manner in which instructional programming for the individual ~
student was implemented in each academic subject is explained lateTr in
the description of Cedarburg High School as of 1977-78. Goal-setting
in the academic subjects was planned to start in grade 9 and grade 10
in 1980-81; however, the last test scores to be analyzed were collected
in October of 1980.

Although goals were not set, test information was used by the PACE
teams, of grades 9 and 10 to isprove instruction, starting in 1978-79.
The standardized achievement test scores and the mental ability test
scores were summarized annually as indicated earlier, and summary tables
were prepared and presented to appropriate teams of PACE teachers.

Table 6.1 is the summary table that was prepared for the PACE grade 9
group of 1977-78, .

Table 6.1 gives the mean achievement percentile rank in each sub-
ject field and the mean mental ability percentile rank of each quarter
of the students. Examination of this table enabled the coordinator and
the grade 9 academic team of teachers to make three assessments. First,
they compared the mean achievement percentile rank of each quarter in
each subject with the mean mental ability percentile rank of each
quarter. (The possibility that the test did not have a sufficiently
high top for some of the top quarter of the PACE students was recog-
nized.) This comparison indicated whether the educational process,

Table 6.1. Quarters of 1977-78 Grade § PACE Group in Mental Ability (STEA) and Their Mean .
Achievement and Equivalent National Percentile Ranls, Based on Iowa fest of Educaticnal
Developuent Administered 9/77: Cedarburg High Schoo!

Quarter 1 Quarter 2 Quarter 3 Quarter 4

National National National National
%ile Zile Zile Zile
Total Reading 90 76 l 61 41,
Total lLanguage Arts 91 71 62 ‘ 47
Mathematics 82 67 ‘58 41
Social Studies 89 72 58 43
Science- 84 77 58 ’ 40
Use of Sources ‘ 88" 78 ’ 62 50
Mental Ability - | 97 86 69 40
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that the students had experienced in each subject field had worked
equallydeffectively with the students of the four different mental
ability levels. Second, they compared how each quarter of the stu-
dents in mental ability achieved across all six areas tested. From
this, they infer¥ed whether each particular quarter was achieving
consistently at, below, or above mental ability in all areas. Thirdb
they estimated how well the students had achieved in each subjeét in
relation to national norms by observing the mean national percentile
ranks in each area tested.

Earlier we noted that. the testing was done in October of the
school year, Hence, the grade 9 results reflected student achievement ’
prior to receiving much instruction at Cedarburg High School. Accord-
ingly, the coordinator and grade 9 PACE team examined both the grade 9
results of 1977-78 and the grade 10 results of 1978-79 to estimate the’ .
effects of the grade 9 educative processes carried out by the grade 9
tean.

Based on these assessments, the coordinator and the team devel-
oped plans to raise the mean achievement of the incoming grade 9 stu-
dents in one or more of the gix areas tested and to maintain or to
raise the achievement level of one or more of the quarters in the
various subjécts. This step was implemented to a limited extent for
the grade 9 and grade 10 PACE students in 1978-79 and more completely
in the last two years of the study. However, as noted. earlier, there
was a serious limitation to its implementation. When setting the
policy establishing PACE, the school board also indicated that the
same curriculum, including content and textbooks, would be used in the
academic subjects of both the PACE and traditional programs in all
grades. Accordingly, the PACE students, and especially the top half
of the students, were severely limited in the amount of subject matter
they could acquire. The PACE teachers could encourage the students to
learn the same subject matter more deeply or effectively but could not\
teach subject matter assigned to advanced courses.

P, 2
A
5

Description of Cedarburg High School

as of 1977-1978

»

,
A description of Cedarburg High School as it was functioning in

1977-78 follows. Attention is given the PACE program starting with

the administrative arrangements and concluding with the research activ—

ities.

L4

Background of the Alternative Programs

In 1977 a committee of high school teachers, parents, students,
and administrators completed a 36-month comprehensive assessment of
high school education. The committee's report ta the Board of Educa~ °
tion included recommendations for three educational alternatives with-_
in the existing high achool.

174 kS
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In the fall of 1977-78 two alternatives were started in grade 9,
and the traditional pattern was continued for grades 9 through 12.
One of these alternatives, Success Through Alternative Education (STAE),
was. designed specifically to meet the needs of students who demonstrated
attitudinal or learning problems which made it difficult for them to
succeed in conventional educational environments. This program enrolled
30 students in grade 9 in 1977-78., A team of four teachers provided
their instruction in the areas of English, social studies, reading, and
career education. They were mainstreamed in other classes, such as phys-
ical educationu

The second alternative was called Progress in Alternative Contin-
uous Education (PACE). In 1977-78, 100 grade 9 students who applied
for this alternative were admitted. They and a team of four: academic
teachers of English, mathematics, science, and social studies formed
the first Instruction and Advisory (I & A) Unit of the PACE alterna-
tive.

The 1977 recommendation; subsequently implemented, was for the
PACE alternative to be continued in grade 9 each year and to be ex-
tended upward one grade each year. In 1978-79 the PACE students ini-
tially enrolled in grade 9 advanced to grade 10 and another I & A Unit
of 100 students and an academic team of four teachers was started in
grade 9. This pattern continued  until there was one I1&A Unit in
each grade 9, 10, 11, and 12. However, in grade 12 the two English
and two social studies teachers (there were no math or science) taught
PACE classes only part-~time. The STAE alternative was limited to about
30 students and was planned only for grade 9 and grade 10.

The philosophy underlying bojh'the PACE and the STAE programs is
consistent with the commitment of the Cedarburg School District to
make learning at the high school level a personalized experience which
is directly applicable to the needs of students.. The PACE alternative
extends adaptations of individual educational programming, continuous
progress, and educational advising by the teachers from the Webster
Transitional School to Cedarburg High School. It provides students
and their parents the opportunity to continue this kind of schooling
if they feel it is more appropriate for the individual student's
educational needs. Students in PACE assume a more active role than
students in the traditional program in making decisions about their
educational programs, objectives, and activities.

Students are provided information concerning the PACE alternative
while they are enrolled in grade 8 at Webster Transitional School and
parochial schools in the community. With parental approval, and on a
voluntary first-come first-serve basis, they are permitted to register
for PACE in the spring precé€ding their enrollment in grade 9 of Cedar-
burg High School. '

The STAE program is designed to reduce the percentage of students
who leave Cedarburg High School prior to graduation. It assures that
valuable human resources are not lost and that dignity and worth as
contributing members of the community are achievable goals for all .
Cedarburg students. It provides a kind of personalized schog¥ing that

175 ;
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encourages initially disinterested and unmotivated students to continue
their education and enables the participating students to acquire market-
able job entry skills upon high school graduation.

4

Administrative Arrangements: Entire School

The administrative staff of Cedarburg High School consists of the
principal and two assistant principals. Each administrator has desig-
nated responsibilities for the total school. The principal is respon-
sible for all schoolwide management and the coordination of all instruc-
tion. One assistant principal is responsible for instruction and coor-‘
dinates the PACE program.' The second assistant principal oversees the
operation of STAE. There is a full-time Local Vocational Education
Coordinator (LVEC) for the school. .

Each of the building administrators has a specific duty with
regard to different curricular areas. The principal oversees the
instructional program in the areas of foreign languages, music, and.
art. One assistant principal monitors instruction in science, math-
ematics, physical education, and driver education, and the other in
English and social studies. The Lacal Vocational Educational Cdordi-
nator is responsible for instruction in the areas of industrial arts,
home economics, and business education. The school has subject de-
partments but no departmental chairpersons. Accordingly, the admin~
istrators coordinate and manage the activities of the departments.
The principal meets with the other administrators on a regular weekly

. basis, although informal contacts among the administrative team occur

almost daily.

‘ Besides the administrative team, there is another group, the
Educational Improvement Committee (EIC), which meets monthly. It a
includes the assistant principals and teachers representing each of

the subject departments and the STAE and PACE I & A Units. Meetings

. of this group are chaired by the assistant principal for instruction.

The purpose of the EIC is to coordinate instruction across the entire
school and to review scthlwide policy which may affect any of the
subject areas.

)

A&ﬁinistrative Arrangements: STAE and PACE

The principal is responsible for the overall coordination of PACE
and STAE. 1In addition, the two assistant principals have been desig-
nated as administrative coordinators for the two programs. The_assis~
tant principal in charge of STAE 1s a permanent member of that team
and is involved with the actual daily activities related to the opera-
tion of that program. v

The duties of assistant principal who coordinates PACE follow:

handle’ chronic or severe discipline ané attendance problems
referred by teacher advisors in the PACE unit;

~
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¢

coordinate the PACE activities with the activities of the tradi-
tional high school and with the activities and practices of the
district middle school (Webst@r Transitional School); "

¢

"

/

act as an advisor to a,éfanp of PACE students; \\
be responsible for public relations; ’

work with the PACE staff in the development and evaluation of A
curriculum, instructional methods, and materials;

organize and conduct meetings to provide background informak&on
to students and their parents as a"way of aiding program selec-

tion prior to entrance in the high school;
L4

Sodevelop and administer the PACE budget;

be responsible for an annual written evaluation of the PACE
rogram;

-

administer the pplicies of the Board of Education as they relate
to PACE;

coordinate student ction procedures; and

s
coordinate ongoing staff development activities for teachers in
the program. .

The “assistant priﬁ%ipal in charge of PACE delegates some of the
responsibilities for the dajly operation ©f PACE to an assistant coor-
dinator, a teacher who offers typing to the grade 9 PACE students and
serves as an advisor to some of them. (This assistant coordinator
became the sole coordinator of thé& PACE program in 1979-80 and ,1980-81
but was employed only on a half-time basis.) .

Organizétion for Instruction and Student Advising
~

The PACE alternative started in 1977-78 with 100 grade 9 stu-~
dents. The 100 students receive their instruction in English, mathe~-
matics, science, and social studies from an academic team of four
teachers, with the assistance of an aide. A part~time business, edu-
cation teacher who serves as the assistant coordinator of the PACE
program offers typing and also serves as an advisor to some of the
PACE students. The-responsibilities of the four PACE teachers are:
instruction of 100 students in the four academic areas, advising 80
students of the I & A Unit, participation in ongoing curriculum devel~
opment, supervisiog of students' independent study projects, and moni-
toring 8£2$gnt independent study time. ‘

The PACE teachers, the aide, and the assistant coordinator meet
together each morning from 7:30 to 8:30 for a common team planning
session. During this time team members exchange information concern-
ing individual PACE students, work on the curriculum, plan for activ-
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ities such as parent-student ~teacher conferences, and devise ways of
utilizing the five-period block of instructional time allocated for
the team each day. Decisions concerning the positioning of specific
Classes (scheduling) for the bloek of time must be made each ay. "
Thgpinstructional day for the total school is organized into -
eight 50-minute class periods. All students normally change/classes

at the end of each period Exceptions to this are students/enrolled ’°

in either STAE of PACE who may occasionally have classes in/ some
subject areas extended for a variable amount of time to fag¢ilitate
the utilization of activities or materials which take longer than 50
minutes.

Teachers of the STAE and PACE units, as well as teachers of the
traditional school, are also organized into conventional subject de-
partments. Each department elects one teacher to serve as a repre-
sentative on the Educational Improvement Committee each school year.

Ad&isory arrangements. In PACE each teacher, ag well as the
coordinator and assistant coordjinator, serves as an advisor ‘to approx-
imately 20 students. Teacher—advisors are appointed by the assistant
coordinator for groups of students at the beginning of grade 9 with
the understanding that students may change their
of the first yeg. Students remain with the same/advisor throughout
their high school years.

*

TeacSer advisors meet with their advisees As a total group and
also conduct individual conferences whenever formal contact between
the advisor and the advisee is needed or desired. There is no fixed
time for adviging in. the daily schedule. In/1977-78 advisors met in-
dividually with their advisees, or with the advisee and one or both
parents, approximately 10 times.

The major areas of thé/teacher—advis/r program are the foilowing:

Student program planning: Any actitity by the advisor and
advisee dealing with the selection/of specific courses, evaluat-
ing course selections, and making tentative long—range career
plans,

Student self-assessment: Analysis made by a.PACE or STAE student
of his or her behavior or aGtions related to self-improvement
pertaining to course work and/other activities. .

Awareness of school offerings: Any activity that contributes to
student and parent awarene 8, of the total school offerings and
its philosophy.

Parent relations and conferences: Special activities designed to
increase parent participation in the educative process of their
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. Feedback and evaluation: Information gathering and analysis,

- " both formal and informal, to enable the school to develop, mod- .
ify, or change policies and practices in accordance with its’
stated philosophy, information that the students provide is very

‘imo/;tant. . 5

Student decision-making skills: Activities to increase students'
understanding of decision-mhking skills and to develop competence
in these skills. . .

]

"

Gareer planning and preparation: Activities to help _students
8elect and prepare for a career. -

. School/comntunity issues: Activities concerned with students'
learning how.individuals work together in a community and also
* learning how to work effectively.

\

Pattern of Curriculum ‘and Instruction

Courses. A specified number of Carnegie units in the academic
subjects is required for graduation by the State of Wisconsin and
others are required by the Cedarburg School Board. The PACE students
meet these minimum requirements and may elect gdditional couxses in
these subjects. To meet the minimum requirements. the PACE students T
receive instruction in mathematics, social studies, English, and sci-
ence from the teachers of their unit in both-grades 9 and 10. PACE
students take other courses from teachers in-the traditional program. -

Fo example, all students in grade 9 must complete two semesters of -
physical education, and they may also elect courses “in music, art,

_foreign languages, industrial education, home economics, or business

education. These required and elective courses are taught by teachers
in'the traditional school

One exception to the preceding policy is typing. The PACE grade 9
students take the required four academic, courses and physical education
each day and have the option of having an/ independent study period or '
enrolling in a tiping class that is only for PACE students, or in Bome
other elective class. Inst in this typing class, like the

other PACE classes, is basién%?£§2arning objectives and continuous
proﬁress. . . T .

In acggrdance with school board policy; any course desighated by
a certain é?iie and number included in .the PACE.curriculum has the
same content and carrié€s the game amount.of credit as in the tradi- Q
tional program. The same textbooks must be used. However, the in- -
struction in the PACE program is different. One major difference is *
that each PACE course is divided into units of'instruction. and credit
toward graduation is baseqd on units of instruction completed rather
than by semester attendarfe or by grades. The duration of each unit
is established by ‘the teathers of the courses, with credit given for
successful completion baskd on the proportionate amount of time_and
credit tﬁat the same or gimilar unit would carry in the traditfonal
school. Credit value for each unit of instruction is stated in tenths
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of credits. Appropriate credit is awarded upon the completion of each
unit of instruction. -

As an illustration of this, the traditiomal grade 9 English
course has a value of one Carnegie unit or credit. 1In the PACE pro-
gram that same course is divided into units of instruction, each of

. which carries credit value equal to the credit normally offered for .
that portion of the course based on the amount 6f time spent on that
unit of instruction in the traditional program. If a teacher would

« normally spend one-fifth of a semester on that particular unit of
instruction, then that unit is worth one-tenth of a éredit, If'a

. teacher usually spends two-fifths of a semester on a unit of instruc-
tion, then the unit is worth two-tenths of a credit. After success-
fully completing all of the units for grade 9 English, a student will
have earned one credit. However, up to two additional units for .2 of
a credit may be completed.

All studen%s in the high school must earn a ninimum of 20 credits
during grades 9 through 12 in order to graduate. Students in the tra-
ditional school receive one-half credit for each semester course success-
fully completed, one credit for two semesters. PACE students who wish
to obtain more than one credit in the required academic subjéEts earn
additional tenths of credit by completing additional units of instruc-
tion. Students receive this extra credit on the grade report given at
the end of the second semester.

No PACE student is designated as having failed a course. In-
stead, they are shown as not having completed one or more of the ugits
required for full credit for that particular course. Students wit
significant deficiencies in a subject £ield are not allowed to move
into more'advanced course work in.the subject field. .

Course objectives and learning activities for- the unitL of in- .
struction for all PACE courses have been written by the teachers, The.
objectives specify what students are expected to learn, what.they are

“to study, and how they will demonstrate that they have learped. Stu-
dents receive the inFtructional objectives "in .2 unit guide distributed
at the beginning of each unit of instruction.’ N

Instructional materials. The textbooks used in the courses in
the traditional program are also used in the PACE courses. However,
instruction in the PACE courses is based on unit guides prepared by
the PACE teachers. ,

. The ynit guides include a content outline, instructional objec-
tives, and learning activities which are designed to hely students .
* achieve the objectives., The format of the unit guides varies from one
caurse to agp#ﬁzfﬁéue to differences in the content, objectives, ZEQ\
activities of each course., ‘
\\\\:5 ) |
Extracurricular activities. Students in the PACE program may
participate in any extracurricular activity that is open to othér
students in the high schools Activities include a number of clubs,
intramural and interscholastic sports, and student government,

I . ot 11&;() | | | h . .
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Arranging Each Student's Educational Program .

v

Each PACE teacher advisor meets in one or mofe conference with
the advisee in the first semester of grade 9 to plan thle student's
educational program of courses and extracurricular activities for the
gsecond year. In the second semester of grade 9 they finalize the
program. In each grade thereafter the advisor and student meet to
plan the student's program for the ensuing year. Many parents meet
with their child and the advisor in the planning conference.

The advisor monitors the progress of the student informally and . .-
assesses the appropriateness of each course and other educational
activity for the student. Of Bpecial importance in the advising pro~
- cess‘lh the balance of study periods, classes, and extracurricular
activities. Students who experience difficulty in completing the
units of their courses during one semester are 6ften advised to take
a study hall instead of an elective course the next semester. .

Instructional Programming in the PACE Courses

A four-teacher team offers the grade 9 required courses in
_English, mathematics, science, and social stullies. Each course is
divided into units. There are objectives and related activities and
materials for each unit of instruction. For each unit there are ob-.
jectives and activities for each letter grade of A, B, and C. Each
student's ability to learn the particular subject matter, interests,
learning styles, and other characteristics are taken into account in
these units. : :

The length of time allocated to units of instruction varies some-

what, but most units are of three weeks in length. The amount of time

glven to instruction in eacP academic subject is the| usual class period .
of 50 minutes. However, this can be varied from one day_to the next

ince students take the-four classes and an independent study period
during a five-period block of instructional time each day._ The PACE
teachers, in their daily team planning sessions, share in the determ~
ination of daily instructional time for the different subject areas. )

Arranging an appropriate instructional program for each PACE stu-
dent in each-course starts when the PACE teachers examine each student's
record from the middle school to assess each student's level of achieve~
ment in each subject field and other characteristics. The PACE teachers
also observe the students and have test résults available in the advisor
record folder. . -

At the beginning of each unit of each course each PACE student,
with the advice of the teacher, decides to work to achieve the A, B,
or C objectives of the unit and then works on the correlated A, B, or
C assignments and activities. The teacher tries to arrange an apprj;".
priate igstructional program for students working toward achieving the
A, B, or C objectives and to give differential attention to individuals
and small groups. The amouirt of student-~initiated and teacher-~directed
individual work, small-group activity, and whole~class instruction
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varies somewhat for individual students, the subject fields, and each
tedcher's preference. Typing has the most individual assignments and
activities, while social studies. and science have the most-whole-tlass
instruction.

Students are evaluated for the attainment of their A, B, or C
objectives-at the end of the unit.. They start the next unit as a
group, whether or not they have attained their objectives. Those who
. have not achieved their objectives do not get the .1 credit for the
unit.” They are encouraged to complete units during independent study
time in grade 9, and it is possible for them to work on objectives of
previous units when in later grades in school. .

Students who achieve their objectives early in a unit may work on
an enrichment unit and receive additional credit toward high school
graduation when it is completed. Rarely does a student complete more
than one additional unit ?er year in any one class.

. The 100 PACE students g;gwﬁssigned to their English, social studies,
and typing classes on a heterogeneous basis. They are grouped for in-
struction in mathematics and to a lesser extent in science based on

" their level of achievement and/or aptitude. The results of an algebra
aptitude test administered when the students are in grade 8, middl
school records of mathematics achievement, and the recommendationsggz
the grade 8 mathematics teachers are used to place the grade 9 students
in four sections of algebra. These sections are paced at different

®rates. The students are placed in either earth séience or biology,
based primarily one their math achievement in the e school, their
class schedule in mathematics, and their career plans. rj

-

Community Learning and Work Experiences ‘
L4 B -
No grade 9 students/at Cedarburg High School participate in any
organized program of community learning and work experience. A lim-
ited number of community resource people come to the school to parti-
cipate in individual social studies and science courses for PACE stu-
dents during the school year. 7

Vocational-type education is carried out mainly in grades 11 and
Y 12 at Cedarburg High School. The school has an extensive program of
career exploration and career preparation in these grades, including
Pprograms for students who plan to seek employment }'mediately upon
high school graduation. '

N 1 3

» ¢
*Evaluation Activities ‘

- 4

Teacher-constructed papex-and-pencil tests, teacher observations,

. performance tests, and work samples are “used in evaluating studeat
progress in all unitg of instruction in the PACE program. These
evaluation procedures are related directly to the A, B, and C objec~ ~
tives for each unit of instruction. ,Students who do not achieve the J
desired grgffilevel for a unit may retake a unit exam after furfher

2 e
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study and earn a higher grade than the one previously obtained. The
method for determining grade changes differs according to subject
area.

T Letter grades are reported fo the PACE students and their parents
upon the completion of each unit of instruction with a hand-carried
grade report sheet. This sheet indicates the grade ‘earned, credit
earned, teacher comments, and student comments. The grade sheet is
returned the next day by the student with a parent signature and -
parent comments. )

Each teacher advisor for the PACE students maintains a folder for
each of his or her advigees. Containgd in these folders.are grade re-
port sheets for all PACE courses and much other information. The
folders are sent home to parents for the grade 9 PACE students period-
ically each semester.

—

~ In addition to the biweekly report of progress within PACE )
classes, parents receive a traditional nine-week report card for.
courses not ipcluded in PACE. Attendance information is reported on
the nine-week cards. Nine-week grades are not given for the PACE
courses., //-E\\\en

At the end of each semester, the report cards of the PACE stu-
* dents are sent to parents to indicate semester grades in each course,
semester grade points, and the number of credits earned in each course.
Teacher advisors use their student folders to monitor each ad-
vigee's progress in his or her total ednﬁutional program. The aca-
demic team discusses lack of progress by a student, achievement below’
expectancy, and similar matters, particularly when it occurs in more
than one subject. The student typically attends the team meeting with
- the parents when the student has difficulties in more than one course. B

Home-Sehool-Community Relations

A particular goal of the PACE progrin is to encourage communica- -
tion between the schpol and the home. As.a result, frequent contacts
are made between teathers and parents. Letters are sent to all PACE
parents at different times throughout the year explaining different
' features of the program. As previously noted, parents are also in~-
formed biweekly concerning their student' 8 progress in each course. K
Two conferences which involve a PACE teacher advisor, a student, and
the parents are held annually. About 90% of the parents attend these
~individual advisee-advisor-parent conferences.

”

Internal and External Suppprt ' , o

P
’ Y

The teachers in the PACE team have a daily, common ﬁreﬁarEE&en
period which they use for team planning and other matters related to
instruction. This team preparation period is in addition to the. .




preparation period that all teachers have, whether they are involved
with PACE or not. .

¢

The PACE team also has a full-time instructional aide who per-
forms work that is assigned and supervised by the academic team of
teachers.

va

‘The Cedarburg School District supports the PACE program by making: -

funds available for teachers to work on curriculum projects during theg“'

summer recess, mainly the preparation of curriculum guides to be placed
in the hands of the PACE students.

Continuing Research and Development

'
~~In cooperation with the Wisconsin R&D Center, the cooperative

research reported herein was started in 1977-78.

Staff Changes, Activities to Extend PACE,"

and Focused Planned Changes

One purpose of the research was to relate the student outcomes to
the PACE classroom processes and to the school structures and processes
as described for 1977-78 and also to the changes that were made after
1977-78. Accordingly, the school provided the project information
about three kinds of changes regarding the PACE program that occurred
during each year after 1977-78: (a) staff changes that in the judg-
fit of the PACE coordinator might have influenced the PACE students™
ttitudes or their achievement in reading, langyage, and mathem%tics,
and to a lesser extent social studies, science, and use of sourtes,
(b) extension of the PACE program, and (c) changes focused on the
improvemenj of the preceding student outcomes. Non-specific planned
changes were not recorde#. '

s
|

The first grade 9 PACE Instruction and Advisory (I & A) Unit was
started in 1977-78. 1t consisted of 100 students and four academic
teachers of English, ﬁathematics, science, and social studies. The
instruction in each PACE course was based on objectives, and students
chosé whether to achieve objectives for a letter grade of A, B, or C.
Curriculum guides were used in each PACE courge taught by the team. .
Each PACE teacher and the PACE coordinator and the PACE assistant co-
ordinator, who was a business education teacher, advised some of thé
. PACE studépts. This patteyn was expected to, be extended upward one
- grade each year ufitil the 1977-78 grade 9 ‘students had completed grade
12.

197778
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1978-79 . . ' ‘ L

Staff change © 7 o -
The assistant principal, who was the cdordinator of PACE,
resigned at the end of the year. The assistant. coordinator
assumed total responsibility for the’coordination of PACEhin
*1979-~80. ) ) . . .
Two new teachers beﬁame part of the PACE grade, 9 academic
team and.the PACE grnde 10 academic team was_formed.

/ ’ N N ' ~0 . 4
PACE extension . N

~ 5

The second group of PACE students eritered grdade 9.

-

The grade 9 PACE students of 1977-78 entered grade*id‘ . .
becoming the first grade 10 PACE group. . R T L
Focused planned change . ) T T o

-
»

More emphasis was placed on spelling and grammar in grade 9~

English. e . v 2, .
An.integrated grade 10 PACE English course was taught ' *
instead of the separate areas of speech, literature, and ‘.
composition,

The grade 9 PACE students were placed in four math séctions,‘ ’ ;
based on level of mathematical ability. (This started in

1977-78.) ‘-

All grade 10 PACE students wére required to take geometry,
rather than being given a choice of geometry or advanced
algebra. :

The science required for graduation was increased from one
’ to two years for both PACE and traditional students.

The grade 9 PACE social studies objectives were” revised and

more choice of objectives and activities was provided to the - d
students. i . o
' \

The grade 10 social studies and math were made a requirement
for all grade 10. PACE students. ‘1 o

v
1

¢ - A . ,
+~ Gtade 9 and 10 PACE teachers studied the 10X results-for
their ‘group ‘of .Students and discusseﬂ procedures for main-
- ~tain$ng dr improvﬂﬁg student attiqudes. -This" practice was \;§§§3
L. éontinued each‘year. : L
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1979-80 L

" Staff change a X
The high school principal resigned early in the second"
semester and a district committee,:chaired by the superin—
tendent, set policies for the PACE program. ’

Each PACE academic team of grades 9, 10, and 11 had from one
- to three new feachers. .

PACE ektension - e
The third new group of PACE students entered grade 9, the
second grotip of grade 9 students became grade 10, and the
first grade 10 group became grade 11,

A PACE academic teéam was formed for grade 11, PACE English,
math, science, and social studies courses were started in
grade 11. However, some PACE students took théir courses
with traditional.students and some PACE teachers also taught
traditional courses. Accordingly, the PACE program started
to lose its uniqueness in grade 11

A Focused planned change ' v . :

A silent reading program was started for the grade 9 PACE :
students. ‘, . ‘.

» -
-

W3
E math program was, changed so that about
" one-fffth of the e 10 students took advanced algebra,
-one-/£1fth algebra, an three—fifths geometry. Students were

»

- !

The PACE and traditional studehts of grades 10 and 11.were
grouped, according to,achievement’ievel for their EnglishL

. t .’

L3
.

instru‘ction hdbd A .. P R

Y. o ’
s -5

The PACE grade. 11 English.teacher added a grammar emphasis L
, to the PACE English course. . ' .
- s -’
' Goal ‘setting was.started by some memb rs of the academic
+ teams of grades 9, 10, and 11 for ind vidual’students whose

achievement in:a subject was considerably below mental abil—

' ity. - - »
[ . v
’ }4(13 b . ’ .
' ‘v ‘5— ) '6’” -7 i . ot
1980-81 Lo ./ R
’ ad . . v ' . Au"/ A
’ « ¢ .t k .« v
Staff change o L .

A ney p;incipal and two new assistant principals joined the
Staffci' . . . ., . - PR ) . -
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There were one or more new teachérs in each PACE academic
team of grades 9, 10, and 1ll.

extension . N

The fourth grade 9 PACE group started and the other PACE
groups advanced to grades 10, 11, and 12,

PACE English and social studies instruction were extended to

grade 12 and the educational advising of the grade 12,PACE - ) 2.
students by PACE teachers continued. However, the grade 11

courses in mathematics and science for only PACE students

were -dropped due to scheduling problems, and grade 12 PACE

courses were not started in math and science. .
ey

Focused planﬁed change ' i

.

Grouping students in geometry in grade 10 was discontinued.

An additional .5 credit (semester) of English was made a
graduation requirement for both PACE and traditional stu-
dents. .

Goal setting with individual students and for the grade 9

and grade 10 PACE groups was planned to Btart on a systematic
basis. The goals and related planned changes for the 1980-81
grade 10 PACE students, as formulated by the PACE coordinator,
follow:

Subject Area: All areas. ’ -

Goal: Each of the four aptitude groups, when tested as

juniors in 1981, will have a percentile on each achievement

test near, or as high as, the group's aptitude percentile;
the 1980-81 second one~fourth will have achievement percen~
tiles considerably higher than the current second one-fourth.

Planned Chan&_ Identify the students whose achievement

'program in the subject. If it appears that the:student

percentiles in each subje%t are farthest below their mental
ability percentiles; study each student carefully to iden-
tify possible causes such as low motivation, low work effort,
emotional-social problems, or an inappropriate instructional

could ‘or should achieve higher, work with the*student and/or

the student's parents to increase motivation and work effort,

to eliminate emotional or other problems, and/or to Arrange

a more appropriate instructional progrdm for the student, L
taking into account the ‘student's aptitude, interests, . ‘ RN
learning styles, career goals, or other conditions. h )
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Results Related to Educational Achievement

-

The results from the four successive years of data gathering are
reported in this part of the chapter. The cross—sectional results:are
indicated first. Then the results for the two longitudinal cohorts
are presented. :

-

- Participating Students

Table 6.2 gives the total number of both PACE and traditional
students who had mental ability scores, the number of boys and girls
in each group, and the mean mental ability for the four successive
grade 9 groups, three successive grade 10 groups, and two successive
grade 11 groups, and one grade 12 group. The number of PACE students
ranged from 71 to 109 for the four years and the traditional students

from 138 to 173.

Table 6.2 shows that the mean mental ability of the four PACE
grade 9 groups was consistently higher than that of the four tradi-
tional grade 9 groups, i.e., 117.27 vs. 112.02, 114.76 vs. 113.91,
119.91 vs. 112.86, and 116.08 vs. 114.30. These differences in mental
ability very likely result from the academic advising and the self- +
selection process for enrolling in the PACE program, as described
previously. Clearly, the two groups were quite different in mental

» abillty, and they were also probably different in other characteris—
tics, such as their career goals and their motivation for academic

learning. .,

Because of the differences generated by the procedures used to
enroll students in the PACE program, any differences between PACE and
traditional students are confounded with IQ, achievement level, moti-
vation, and other possible differences in the students. Accordingly,; .
it 18 inappropriate to compare the achievements. of the students of the .
PACE and traditional programs using ANCOVA, with 'IQ as .a covariate,
due to the probable treatment by covariate interaction just described.

T '“"‘“‘_‘7t“§tEtIEticai‘examtnattvn—uf—the—changes—in—achievement—across

the years for the PACE students alone, however, is still appropriate.
Although the mean IQ for the PACE group differed from year to year,
this is not due to any systematic sampling procedure. Rather, it most
likely results from random variations in the students from year to
year. Hence, ANCOVA was used, with IQ the covariate, to examine
differences in achievement among the four successive grade 9, three
gsuccessive grade 10, and two successive grade 11 PACE groups. - In a
similar fashion, any initial differences in mental ability between the
two PACE, longitudinal .cohorts were presumed. to result from random
*sources; therefore, ANCOVA was used to cgmpare the achievements of the
twe—PACE longitudinal cohorts.’ Although no statistical comparisons
are made of the dchievements of the PACE and traditional cohorts, the
amourit and direction of the gains based on .the, _separate analyses of
.-y the PACE and traditional ¢ohorts are examined.- .

Q- . N ', ’ .: ;ié;é;
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Total Number of Traditional Students .and Total Number of PACE Students and Their Mean Mental

Ability Score for Pour Successive Grade 9 Classes, Three Successive Grade 10 Classes, Two Successive
Cedarburg High School

Grade 11 Clasges and One Grade 12 Class:

O

1977-1978 1978-1979 1979-1980 1980-1981
N 3 ) N X sD N X SD N X+ sp
GRADE 9
PACE .
Total 83 117.27 13.27 97 114.76 11.02 109 119.91 11.21 109 116.08 13.06
Male 40 116.00 11.14 46 115.26 10,78 54 120.72 12.02 56 117.00 13.10
Female 43 118.44 15.02 51 114.31 11.33 55 119,11 10.40 53 115.11 13.07
Traditional ‘
Total 173 112.02 11.51 158 113.91 10.45 171 112.86 11.46 143 114.30 13.44
Male 102 112.15 12,47 69 113.65 11.40 84 112.63 11.63 71 113.63 14.04
Female 71 111.86 10.06 89 114.11 9.72 87 113.08 11.35 72 114.96 12.88
1978-1979 1979-1980 1980-1981
N X SD N X SD N X SD
GRADE 10
PACE
< Total 83 117.11 13.25 97 114.43 11.03 107 119.86 11.36
Male 41 115.88 10.90 47 114.45 11.34 55 120.45 12.08
Female 42 118.31 15.24 50 114.42 10.84 52 119.23 10.64
Traditiona™”
Total 162 112.08 11.83 150 113.58 10.58 166 112.99 11,44
Male 95 112.63 12.67 64 113.42 11.16 82 112.44 11.77
Female 67 111.30 10.56 86 113.70 10.20 84 113.52 11.16
. -~ 1979-1980 1980-1981
N X SD N X SD .
.  GRADE 11 | ’
PACE
Total 71 116.15 12.49 95 114.32 10.95
Male 35 115.11 10.30 46 115.02 10.75
Female 36 117.17 14.38 49 113.65 11.21 ,
Traditional , ‘
Total 1564 111.64 11.57 138 113.94 10.62
Male . 95 111.97 .12.20 58 113.34° 11.29 :
Female 59 111.12 10.57 80 114.38 10.16 ~
1980-1981 - .
N °X SD
( GRADE 12
PACE ' ,
Total 72 116.33 13.44 :
Male 35 115.77 11.48
Female 37 116.86 15.20 .
Traditional ’
Total 151 111.78 11.69 -
Male . 88 111.94 12,68
Female 63 111,56 10.22 °

ERIC
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Since the PACE and traditional groups are not compared, most of

® the information regarding the traditional groups is not, reported in
this chapter. However, the same information that is reported in
tables for the PACE groups is reported in tables for.the traditional
groups in Klausmeier, Serlin, and Zindler (1982). '

Comparison of Achievements of thé Successive o . .

Grade 9, 10, and 11 PACE Groups

" Grade 9. The Iowa Tests of Educational Development and the Short
Test of Educatigffal Ability were administered to the grade 9 students
in October 1977 %4nd to the entering grade 9 students in October each
year thereafter through 1980-81. The number of grade 9 PACE students
ranged from 83 to 109 and their mean mental ability ranged from'114.76
to 119.91. Analysis of covariance, with mental ability the covariate,
was .ugsed to compare the mean educational achievements of the four
successive grade 9 groups. The achievement test scores are standard
scores.,

-t

.

- Table 6.3 gives the non-significant differences and any differ-
ence found to be significant at or beyond the .05 level for group, for
sex, and for group by sex interactions. Also indicated are the post- b
hoc comparisons for the main effects involving the successive grade 9
groups that were found to be significant at or beyond the .05 level.

Four significant differences for group, six for sex, and two for
group by sex interactions are shown, and the direction of the differ-
ences are indicated in the footnotes of Table 6.3. The mean achieve-
ment of a later grade 9 group was significantly higher than the mean .
N of one or more earlier groups in vocabulary, social studies, and use ;

of sources, but the difference between any two groups was not signifi—
cant in reading total. The girls' achievement, averaged across the
four groups, was significantly higher than the boys' in comprehension,
usage, spelling, language total, and use of sources, while the boys'
mean was higher in mathematics. We should recall that .the achievement
- testing was done in October of the school year. Thus, the achievement

. results for grade 9 do not reflect the PACE educational program of

grade 9, rather the results for grade 10 do.

¢

[

-/ Grade 10. The numbér of students in the PACE grade 10 groups - . ”-
ranged from 83 to 107. Table 6.4 summarizes the differences found .

significant at or beyond the .05 level and the post~hoc comparisons.

groups were significant. The mean achievement of the 1979-80 group
'was significantly higher than the mean of the 1978-79 and 1980-81

. SN groups in science. The meart achievement of the grade 10 group of
1980-81 wde significantly lower than the means of the 1978-79 and
1979-80 groups in mathematics. The mean achievement of the girls,
averaged across the three grade 10 grOupsw was significantly higher
.in comprehension, usage, spelling, language total, and use of sources;
the mean of the boys was significantly higher in methematics. The sex

Q . ~l£9(} ‘. | ) .

Two of the differences in achievement among the three graﬁe 10
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Table 6,3. Significant Differences (ANCOVA p £ .05) in Bducational Achievement and Post-hoc Comparisons
for Four Successive Grade 9 PACE Groups: Cedarburg High School

- 4

Group(() Sex(S) GX S
’ i
R M 1 \

Comprehension NS 019~ NS .

Vocabulary .028 NS NS
Reading Total .040 NS NS
Usage NS <.0011 NS
Spelling NS <0011 NS
Language Total NS <.001§ NS
Math NS <.001 NS

Social Studies .021 NS .0183

Science ) NS NS NS 3
Use of Sources .001 .0021 .005

Post-hoc, Comparisons for Signifi’&nt Group Effects

- 1978~79 1979-80 1980-81 1979-80 1980-81 1980-81
vs vs vs vs vs vs
1977-78 1977-78 1977-78 1978-79 1978-79 197980
Vocabulary NS . - NS NS NS NS . Sign4
Reading Total NS ) NS NS NS NS , NS
Social Studies NS 4 NS NS 4 NS Sign NS
Use of Sources Sign Sign Sign NS NS NS

O

lThe mean achievement of the females was significanptly higher than the mean achievement of the malea.
The mean achievement of the males was si&gificant y higher than the mean achievement of the females.

The mean achievement of the females was higher than the mean achievement of the males of the

y:
2
3
4

)

ERIC

Aruitoxt provided by Eic:

higher than the mearf of the females.

group of the earlier year.

»

-

Com

v,z

Grade 9 1978-79 'gro?, for the Grade 9 group of 1979-@ the mean achievement of the males was

The mean achievement of the group of the later year was significantly higher than the mean of the

19i




Table 6.4,

/ . P
/ l‘l'he wmean achievement

/ 2‘l'he mean achieve{:ent
, 3‘l'he mean achievement
significantly ’higher

significant Differences (ANCOVA p <
Comparisons for Three Successive Grade 10 PACE Groups:

»
v

"
.05) in Educational Achievement and Post-hac
Cedarburg High School

s A}

~

Group(G) Sex(S) ’

Comprehension NS
Vocabulary NS NS
. Reading Total NS NS
Usage NS
Spelling . NS .
Language Total NS 3
Math .007
Social Studies NS , = NS NS R
- Science <.001 NS 1 )
Use of Sources NS L0177 - NS ] s

of the females was significantly higher than the mean achievement of the males.
of the males was significaﬂtly higher; than the mean achievement of the females.

of the Grade 10 group of 1978-79"and the mean of the 1979-80 Grade 10 group Jere ;

than the “1980-81 Grade 10 group.

- -

l"l'he mean achievement of the Grade 10 group 0% 1979-80 was lignificantly higher than the mean of the
1978-79 Gude 10 group and than the 1980-81 e 10 group.

>

’(9
difference in the other four areas was fiot significa Y. There wefe no
significant group by sex interactions. -

LI
T o . -

" s a0 . -
Before proceeding to the grade 11 results, we should -recognize
that the grade 10 PACE group for 1980-81 entered Cedarburg High School
, in grade 9 .in 1979-80. Accordingly, the 1980-81 grade-10 group is the*
first one that entared after the resignation of the PACE coordinator )
at the end of 1978-79. o : - T

’
' .

Grade 11. The number of 'grade 11 PACE students for 1979-80 and - R
. 1980~81 was 71 and 95, respectively. ‘The mean mental ability was
o 116,15 and 114,32 for the two successive groups. .

As shown in Table 6.5, the mean of: the,l980-81 grade 11 class\ggaL
significantly higher than the mean of the 1979-80 class in vocabulary,
. usage,, spelling, and language total, and met significantly ‘different

in the other six areas. The mean achievement of the girls was signifi-

cantly higher than the mean of. the boys in comprehension, usage, spell~ &
= B . ing, language tétal, and use of sources, ‘while the mean of thé boys -~ .

. was signkficantly hisher in mathematics., The sex differente was'not .

. significant in the other four areas. There ‘were no significant group
B : by sex interactions. _ - )
| N . } .
- L The mean mental ability and mean educational achievements of ther////’_{ '
. " PACE gxgde 12 group dare given in a table in Klausmeier, Serlin, and i .
YR : Zindler (1982). These data reflect the resilts of the PACE. grade 11
w : program, inasmuch as the testing was done in the-fall of the grade 12

£ ’ - P
- . i i

O " .. ”

W s e

4
A - (4. i s . Y
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¢ Table 6.'5. ‘Significant Differences (ANCOVA p S .05) in Educational Achievement and Post~hoc
t. Comparisons for Two Successive Grade 11 PACE Groups: Cedarburg High School

. -

-

3

T

. 1 .

f‘ Group (G) Sex(S)’ GXs
: Comprehension NS, © .040! NS , .
Vocabulary .021 NS « N8
4 Reading Total | NS 3 Ks 1 NS
. N ' -Usage . .0023 <.0011 NS
a . ' Spelling ,.'0103 N <.001] NS .
: Language Total .001" * ~.<.001, NS,
' . Math NS .034 NS . .
d , Social Studies NS NS NS, . .
Science NS NS 1 NS : ,
, l!se of Sou?cfs NS .015 NS —
AS v V
[ LI
" l'I'he mean achievement of the females was significantly higher than the mean achievement of the
- males. e

2'I'he mean achiévement of the mles‘ wgs 'significantly higher than the mean achievement of the
females, .

- 3’1'he nean achievement of the 1980-81 Grade 11 group waa aignificantly higher than the mean of the"
1979-80 Gtadt 11 group., '

.
~

¢ 0 year. No further discussion of this information is presented, since -
thefe was not a later grade 12 PACE group for comparison purpogss.

M ¢

'

'Achievémedis of Two Successive Longitudinal Cohorés

A

The first PACE longitudinal group entered grade 9 in 1977~78 and
completed grade 12 in .1980-81 and the second longitudinal group entered
grade 9 in 1978-79 and completed grade 11 in 1980-81. Longitudinal
Cohort 1 consisted of 61 students, (29 males, 32 females) who entered
grade 9 in 1977-78 and gremained in the school through grade 12 in L
1980-81. Table 6.6 suA;arizes the results of the significance tests.

P4 .

The-mean achievement (not gain) of the girls, averaged across the .
four times of testing, was significantly higher than that of the boys
7 in comprehension, reading total, usage, spelling, language total, and
use of gources while the differences between the boys and the girls in
the othér areas were not statistically significant. -

The mean gain in achievement of Cohort 1 from grade 9 to grade 10
was significan n all 10 dreas. The mean gain from grade 10 to grade .
11 was significdnt only in social studies and science, and it was sig-
nificant ‘from grade 11 to grade 12 in vocabulary, reading total, and
language: total. A significant loss occurred from grade 11 to grade 12° -
in science. ' * ’ -

Q J . *

193 -
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Table 6.6. Significmt Differences (ANOVA p = .05) in BEducational Aphiwmnt for Grade 9 - .

through Grade 12 for PACE Longitudinal fbhort 1 and ?o:t-hoc Comparisons: Cedarburg High
School .

-

v -
. - ~ - \ -
L ’ »
Sex Gain GXS GXQ @ XsXQ
c 1 0.2 ¢
WPrehension .020 <.0012'/‘ 5 NS ’ NS NS - »
Vocabulary NS | <.001, 45 NS ~ NS NS
- Reading Total -030; <.001,’,’ NS ks NS
Usage .d021 <.00L,’, , NS NS NS .
Spelling .004) <,001°, 5 NS NS NS
Language Total  ( .001" <,001°,'" NS NS NS ' I
. Math " NS <.00L,’3, WS NS NS
Social Studies NS . <.00%°3°c! NS NS ng . R
j Science - NS5 <.0012’ ’ NS NS NS - -
. Use of Sources .032" <.001 NS NS FA NS Cor
2 . . . - - - >
- ‘0 N ,

l'rhe mean achievement of the females was significantly higher than the mean achie\rement
of the males.

The gains from Grade 9 to Grade 10, from Grade ¥~ve.Grade 11, and from Grade 9 to Grade 12,
were statistically significant. - '

2

The gain from Grade 10 to Grade 11 was statistically significant, ' Y
The gain from Grade 10 to Grade 12 was st&tis_tically gignificant.
The gain ftom.Grade 11 to Grade 12\vas statistically significant.
The drop from- Grade 11 to Grade 12 was statistically significant. Yot

N W W
’

. A . . foe

No quarter of Cohort 1 in mental bility: gained more 'than any
other quarter.from one grade to the n€xt in any of the 10 areas as is -
indicated by the non-gignif¥cant gain by’ quarter interactions., Simi-
larly,” neither boys nor girls gained more as is shown by the 10 non- :
significant gain by. sex interactions. There were no significant gain
by sex by quarter interactions. \ .

PACE Cohort 2 consisted of 87 students (44 males and 43 females)
with a mean mental ability of 115.00. A summary of the findings is
presented in Table 6.7.- . C

. 0

. . We note, first, that there was no significant difference inetﬁe
gain ‘among the quarters in merftal ability for any of the 10 areaé’ex-
cept reading total. “A¥though this difference was significant aq;oss
the three years, no difference between any two years was signifibant.

~

The comparison of the sex differencés shows that the meah acﬁieve- '

ment, of the girls was significantly higher than that of the boys in .

usage, spelling, language total, and use 6f sources, whereas the meart
of the boys was higher .ig mathematics. The ‘sex difference in the .

other five areas was ‘not significant. Omne gain by sex interaction was
significant; the gain of the males from grade 10 té grade 1l in sciencé
was greater than that of the females. One significant gain by seéx by °
quarter interaction was significant. Thé males of the lowest quarter

] -

~
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. Table 6.7 Significant Differences. (ANOVA p £ .05)“in Educational Achievement for S/
Grade 9 through Grade 11 for PACE Longir.udirul Cohort 2 and Post-hoc Comparisons:
H . ' Cedarburg High School
~tA -
. 1 4 - ' N
- . : A
4 N .
* . . Sex. Gain GXS 6GXQ., GXSXQ
p ;1‘ ‘ ' . . e, i '
. " " Comprehemsion ' NS  <.0013 NS . NS NS g .. o,
| Vocabulary NS <.001] NS NS o .001°
Reading Total NS 1 <.00.l3 NS .011 NS .
- - : Usage <. 0011 <._0013 . -~ NS ‘NS NS . ' N
. Spelling  ° .004) &BOL T NS , NS NS N ot
Language Total <.0012 <.0013 ” NS NS NS ,
Math .007 <.0013 NS NS NS -
N Social Studies Ns <001, NS , Ns - Rs .
. : Science NS 1 <.0015 .009 NS NS .
Use of Sources 006" <.001 NS NS NS ~
LI . T
The mean achievement of the females was sign'ificantly higher than the mean achievement .
of the males. z . . :
2‘I‘he ,mean achievement of the males was signtﬁcantly higher than the mean achievement of
the females. .
aThe gains from Grade 9 to Grade 10, from Grade 9 to Grade 11, and from Grade 10 to .
N Grade 11 were statistically significant I v
[‘The gains from Grade 9 to Grade 10 and from Grade 9 to Grade 1l were statistica]e‘ly .
significant. . .
5‘I‘he gains from Grade¢ 9.to Grade 11 and from Graae 1‘0 t%Grade 11 were statistically ’
significant. —, .. *
6There were no statistically significant pair=wige comparisons. - .’ . .
7‘I‘he gain for the males from Grade 10 to Grade 11 was significantly greater than the 3ain
. for the female® from Grade 10 to Grade 11.
. 8‘I‘he males of the lowest quarter gained and the females lost; the fmles of the second "
euﬂ'ter gained and the males lost. . =t . - , .
- T —
* +
gained in vocabulary and the females 1ost° th’{emgles of the Becond
. quarter gained and the males Iost. ) . )
‘-‘“._; —
The mean gain of Cohort 2*Was significant from grade 9 to 5grade. 10
and from grade 10 to grade 11 in all areas except science and use ofr .
sources. The gain in scienge was significant from grade 9 to grade 10
but not from grade 10 to grad&ll, while the gain in‘use of sources
was significant from grade 10- to grade Il but not from grade 9 to
grade 10, , L v’ ..
, - . B »
- 4
. . . ’
g Comparison of the Achievements and the - . . . .
- . 1*
. . Gains of the Two Longitudinal Cohorts - “ "
¢ " - S ,
4
. In this comparison, grade 12 of Cohort 1" is not included since .
Cohort 2 did mot include grade 12. . The mean mental ability of Cohért 1 . .
- was 116.28 whereas it was 115+00 for Cohort 2. Analysis of cavariance,
with mental ability the covariate, was used in identif ing the signifi—
. \ : .- 135 - -~
, \)‘ . ~¢ ‘ ‘l
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cance of the differences between the mean achievement of the two cohorts, ..

: L4
- . averaged acress the three times of testing, between the mean achievement
of the boys and girls of the two cohorts combined and averaged across . €
s the three éimes of testing, and in the mean gain in achievement between . l
the two cohorts and between the boys and girls. Table 6.8 gives the - 2.
results of the tests of significance and the post-hoc comparisons. ,
The mean achievement of the two cohorts was not significantly dif- " .
ferent in any of the 10 areas. The mean achievement of the girls was 1
significantly higher than the mean of .the boys in reading comprehensiony
reading total, usage, spelling, language total, and use of sources, -
v while the mean of the boys was significantly higher in mathematics. .
) The sex difference was not significant in vocabulary, social studies,’ - |
. . . and science. J
. . . . ’zf,, v
The students of the two cohorts combined gained significantly .f
across the three times of testing in al} 10 areas. There were signifi-
) B , ' 1
V  Tsble 6.8, Significant Differencea (ANCOVA'p < .05) 1n Educational Achievement and in Gain bécween
- _ PACE Cohort 1 dnd Cohort: 2: Cedarburg High School
7’ . L
. T ) Cohort (C) Sex(S) - sX¢ Gain(G) Gx¢C GXS ,6XSXC ,
Comprehension NS " .oo8t NS _ <.001 NS NS NS
Vocabulary S R NS <.001  <.0013 NS NS
- . +
Reading Total ‘NS .0381 NS ¢ <,001 <.001° NS -/ NS
. ) - 2
- Usage NS <.0011 NS <.001 .020% NS/, NS
Spelling NS <.001! NS <.001 <001 ¥, NS
Language Total  ° NS <001 NS <.001 <0013 NS NS
- . » ' .‘,"’ 4
e . Math - NS .0032 NS <.001 NS 58 NS,
2 L/
Social Studiea NS NS NS <.001 NS s NS
Science NS . NS NS <.001 .005°  i'ms . .0347
" Use of Sources NS <001l . NS £.001 <.00® " NS NS
~ . - i - ;
O~ 1The mean achievement of the females was significantly higher than the mean of the males.

. z'rye mean achievement of the males was significantly higher than the mean of ;he females.
3(:ohort: 2 gained significantly more than Cohort 1 from Grade 9 to Grade 1) and from Grade 10 to

- Grade 11. . ;
: ‘ , t}cohorc 2 gained significantly more than Cohort 1 froin Grade 10 to Grade 11, * ‘
. : SCohort: 2 gained significantly more than Cohort 1 from Grade 9 to Grade 10; Cohort 1 gained
significantly more than Cohort 2 from Grade 10 .to Grade 11. Lo o
6Cohotc 1 gained significantly more than Cohort 2 from Grade 9 to Grade 10; Cohort 2 gained
significantly more than Cohort 1 from Grade 10 to Grade 11.* s v
7There were 1o lignifigan't: pair~wise post-hoc cowparisons. ,
« N . 5
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cant gain by cohort interactions in all areas except comprehension,
math, and social studies. Cohort 2 gained significantly more than
Cohort’ 1 £rom grade 9 to 1l and from grade 10 to 11 in reading vocabu-
lary, reading total, spelling, and language total and from grade 10 to
grade 11 in language usage. In science Cohort 2 gained significantly
more than Cohort 1 from grade 9 to grade 10; Cohort 1 gained signifi-
cantly more than Cohort 2 from grade 10 to grade 11. In use of *sources
Cohort 1 gainedwsignificantly more than Cohort ,2 from grade 9 to .
grade 10; Cohort 2 gained significantly more than Cohort 1 from grade
10 to 11, There was one significant .gain by cohort by sex interaction;
however, none of the paired comparisons was significant.

{
Relationship of Changes in Educational Achievement

» to Implementation of 1mprovement Strategies

2 -

and Unanticipated Events

Relating the changes in the achievement of the PACE students from
year to year to the planned improvements that were made each year in
implementing the improvement strategies was one main goal of this re~
search. The findings regarding student achievement used in determin-
ing these relationships were derived from the comparisons reported
earlier for the four grade 9, three grade 10, and two grade 11 PACE
groups and the two PACE longitudinal cohorts. In addition, a compar-
ison was made of the gains in achievement of the two PACE and two
traditional longitudinal cohorts. In these comparisons attention is
limited to reading total, language total, mathematics, social stugées,
and science. The curriculum and the {nstructional programming strategy
were focused more directly on these areas than on use of sources and
the subareas of reading comprehension, teading vocabulary, -language
usage, and spelling. Table 6.9 indicates the significant differences
and non-gignificant differences in each achievement area, the adjusted
means, and the equivalent percentile ranks. s

The difference .in achievement among the four successive grade 9
PACE groups, based on the fall testing when they entered the program,

‘was not significant in any of the five subject fields except social

studies, where the mean of the PACE group of 1980-81 was significantly .
higher than the mean of the 1978-79 group. Inasmuch as the fall test-
ing of the grade 9 students does not reflect the grade 9 program of
Cedarburg High School, no further discussion of these findings is
presented

»

The results of the grade 10 fall testing reflect the results of
the grade 9 PACE program. The difference in' achievement among the
three successive grade 10 PACE groups was not significant in reading
total, language total, and social studies. However, the mean of the
1980-81 grade 10 group was significantly lower than either of the two
prior groups in mathematics. The mean of the 1980-81 group was sig-"
nificantly lower than the mean of the 1979-80 group in scienge, while
the 1979-80 group achieved significantly higher than the 1978-79 group
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Table 6.9, Summary of Findiqgs Regarding Mean

U N

Adhievement of Four Succes

Grade 11 PACE Groups and Percentile Ranks Corresponding to Adjusted Achievement Heans: Cedarburg High School

Rl

>

¢
sive Grade 9, Three Successive Grade 10, and Two Successive

- vs

vs

Comparison of Successive Classes
1978-79 1979-80 ’1980-81 1979-80- 1980-81 1980-81
vs
1977-78 1977-78 1977-78 19

vs vs vs
78-79 +1978-79 1979-80 1977-78 Zile 1978-79 ZXile

1979-80 Zile

Adjusted Means and Equivalent Percentile Ranks

1980-81 Zile

A

’ Grade 9 ¥
Reading Total * NS NS NS ) NS‘ NS NS 15.43 .73 14,92 70 14.66 68 15.85 . 75
Language Total NS, NS NS NS NS NS 15.86 69 16.51 74 15.82 69 16.36 73
Math NS NS NS NS NS NS 14.19 73 14,58 74 14.02 72 14.92 76
Social Studies NS NS Ns NS S+ NS 14.58 68 13.79 _ 61 1475 69 15.33 71
1 » ~
Science NS NS * NS . -RS NS NS 16.16 64 . 16.64 65 17.14 71 16.28 64
Average Student NQJOQ i' .
Grade 10 - .
. Reading Total ‘ e " NS NS NS , - ' 17.56 71 16.94 ' 68 17,56 71
Language Total \ NS NS NS : 17.00 69 18.32 75 18.52 76
ach ) NS s~ s~ . 1745 75 1745 75 15.99 0 70
. [
Social Studies NS | NS NS 1 16.77 68  17.23° 73, 16.96 70
Science S+ NS S- . 18.61 67 20.74 Z] 19,21 70
' s *
' Average-§Tudenc N=96 R - -
-\ v :
Grade 11 2 .
r .
Reading Total NS . j 18.13 62 18,79 64
Language Total — i s+ 17.56 56 19.30 70
Math i . - ‘NS — ) 18.17 © 67  18.95 70
Social Studies " o. s . 18.11 65 18.05 65
Science -« 3 “ NS 19,89 64 20,23 65
:i é) Average Student N=83 ) . ) . ) |
) OsF The mean of the class of the later year was significancly higher than the mean of the class of the earlier year.
S- The mean of the class of the later year was significantly lower than the mean of the class of the earlier year. .
. o
EMC L d . . v
T - - .
- B a s r— 'd
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in science. Finally, it is noted that the }1979-80 group did not achieve
significantly different .in any subject field from the 1978-79 group ex-
cept in science, where it achieved higher.

The grade 11 PACE group of 1980-81 achieved significantly higher
than' the 1979-80 group in language total ‘and not significantly differ—
»cnt in any “of the other four subject fields.

[y

The preceding pattern of 15 nonsignificant differences between
the achievement of a later grade 10 or grade 11 group and an earlier
one, two instances of significantly higher achievement by a -later
group, and three instances of significantly lower achievement by a
later group should probably have been expected in view of the curricu-
lum constraints imposed,on the PACE program, the many new teachers to
the PACE program each year, the resignation of PACE coordinator at the
end of the second year, and the resignation of the principal in the
third year. Th® three instances of lower achievement merit further
consideration. It should be recognized that the students of the first
grade 10 gtoup of 1978-79 and the first grade 11 group of 1979-80 were,
with very few exceptions, the first grade 9 PACE students who entered
the school in 1977-78 and then progressed to -grades 10 and 11, Simi-
larly, the second grade 10s PACE group of 1979-80 and the second grade
11 group of 1980-81 were part of thé second grade 9 PACE students who
entered the program in 1978-79. The first set of students had com-
pleted grade 9 and grade 10 at the time the assistant principal re~
signed and the second Wet had completed only grade 9. On the other
hand, the grade 10 group of 1980-81 was the third grade 9 group. It
entered in the.fall.of 1979-80, immediately after the resignation; and
it was the only group that achieved significantly lower than an earlier
one. Accordingly, the significantly lower achievement in math and
science by the 1980-81 grade 10 students can be attributed to the .
negative effects associated with the PACE coordinator's resignation
just prior to their coming into the program in grade 9. It is impor-
tant to recall that the PACE teams of grades 9 and 10 implemented
instructional programming for the individual student and personalized
the advising process throughout the project. However, goal setting
for the grade 9 and grade 10 PACE groups was not planned to start
until 1980-81, the last year that data were gathered in October.

We now turnoto the summary information pertaining to the two PACE
longitudinal cohorts shown in Table 6.10. The difference between the
mean achievement of the two cohorts, based on the first three years of
testing for both groups, was not significant for any of the five areas.
The gain patterns of the two cohorts are quite similar except that
Cohort 1 gained from grade 9 to grade 10 to grade Il only in science
and social studies, whereas Cohort 2 gained significafitly from one
grade to the next in all four areas except science. As can be in-
ferred from Table 6.10, the actual difference in the mean gains favor-
ing Cohort 2 aré substantially larger in reading total, language total,
and social studies~ - 4

¢« As noted earlier in this chapter, it is iéappropriate to compare
the gains of the two PACE and the two traditional longitudinal cohorts,
using analysis of covariance, with mental ability the covarifete. How=

| L
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Table 6.10. Summary of Findings Regarding Mean Gain and Mean Achievement for Two Successive PACE Longitudinal Cohorts:
Cedarburg High School '

’ Comparison of Mean Gain Made by Each Cohort - Cohort with
- hd Higher Average
Cotort 1 Cohort 2 3 . Achievement
[Er i ' - = - —' - - [\
X X X X ’ X X X .
Gr. 9 6r. 10 Gr. 11 Gr. 12 ¢ 6r. 9 Gr. 10 Jor. 11
Reading 1.3.4 . 6
Total 15.62 17.49 18.61 19,7977 14.15 16.03 18.67 NS
Language 1.3.4 .
 Sadt 4
Total ez a2 182 19.41 15.85  17.60  19.59° ’ NS
& ~ 1,3 : 6
Math 13.85 17.34 18.66 19,167 14.03 16.56 18.99 , NS
Social N 1.2.3 6
Studies 14.59 . 16.87 18.67 19.727% 12.98 16.56 17.98 NS
Science 16.00° 18.33  _20.31  18.5410%:3 15.92 19.9%  20.254 NS

1The gains from Grade 9 to Grade 10, from Grade 9 to Grade 11, and from Grade 9 to Grade 12 were statistically-
significant. s

The gains from Grade 10 to Grade 11 were statistically significant. .
The gains from Grade 10 to Grade 12 were statistically significant.

S W

The gains from Grade 11 to Grade 12 wére statistically significant. ,//

The drop from Grade 11 to Grade 12 was .statistically significant.

The gains from Grade 9 to Grade 10, from Grade 9 to Grade 11, and from Grade 10 to Grade 11 were statistically
significant. -

The gains trom Gpade 9 to Grade 10 ané\f?;;‘:rade 9 to Grade 11 were significantly different.
~ ! '

b - BV, )

4
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ever, it is appropriate to determine the gains separately .for the two .
 PACE.cohorts and the two traditional cohorts and then to inspect the
"differences that are obtained. This comparison does not tell us . -
whether the differences between the PACE and traditional cohorts are

or are not statistically significant. Rather, it indicates the amount
of the differences between the two groups'and the.direction of the dif~
ferences. .

Table 6.11 provides _the adjusted means of the PACE and-the tradi-
tional cohorts and the differences between the adjusted means. The
difference between the adjustéd means was larger favoring PACE Cohort 1
in grade 12 than in grade 9 in all five areas, for example, 2.25 in

- reading in grade 9 and 2.86 in grade 12. This larger difference indi-

catesta greater gain from grade 9 to grade 12 for PACE Cohort 1 than
traditional Cohort 1. Similarly, the difference’between the .means of
PACE Cohort 2 and traditional Cohort 2 was'greater in grade 1l than in
grade 9 in alt five achievement areas, for example, 0.04 in reading in
grade 9 and 0.92 in grade_ 17.. These results suggest that the instruct-
ional programming: carried out in the PACE program in grades 9 and 10
with the first two sets of PACE students had positive effects, despite
the curriculum constraint and the changes in the PAGE\instructional
teams from year to year. ’

. . .
.

-
.

Y Results Related to Student Attitudes Lo

L

The 10X Scﬁgol Sentiment Index, Secondary Level, was administered. .

- to the PACE students of grades 9, 10, 11, and 12 in late November or

early December-of each year 1977-78 through 1980-81. The *students re-
sponded to each item of the inventory by indicating strong agreement,
agreement, disagreement, or strong disagreement. A favorable response
may involve agreement or disagreement. A strong fuvorable response
was scored A}and a strong unfavorable response 1. \//

fore, it cannot be determined that the students who took the inventory
in grade 9 also took it in each succeeding grade 10, ‘11, and 12. How-
ever, the large majority of the students continued-from one grade to
the next, and it appeared.feasible to treat the students as longitud-
inal cohorts. General trends are presented based on visual inspection
of the mean ratings that are given in Table 6.12. A .
The attitudes of the students of all three cohorgs were genetally
more favorable than unfavorable (above 2.50). to all aspects of their
schooling each year. The means on all the subscales each year ranged
from 2.50 to 3.30 with only eight exceptions. The exceptions were, all
for 1979-80 as follows: Grade 11 of Cohort 1 g.37 for teacher author-
ity and control, 2.23 for learning, and 2.48 Tor social structure and
climate; and grade 10 of Cohort 2 2.49 for teacher mode of instruc:.
tion, 2.24 teacher authority and control, 2.49 teacher interpersonal v
relationships, 2.46 learning, and 2.49 social climate and structure.
There was a considerable drop on five of the seven scales for Cohort 1

L4
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The students did not give -their ‘names on—the_answer sheets. There- __
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Table 6.11. Adjusted Means and Diffefences bet.weeg,'the Means of TwB Successive PACE L::ngitudinal.
Cohorts and Two Successive Traditional Longitudinal Cohorts: Cedarburg High School
< v - B ’ h, * ~- )
- . 1 Comparison of Mean Gain' by Each Cohort e,
-~ Y Frad . . . . * .
. . N tohort 1 - - Cohort 2
‘Cr. 9 Gr. 10 Gr. 11 Lr. 12 Gr. 9 Gr. 10 Gx. 11
1977-78 1978-79 1979-80 1980-81 , 1978-79 1979-80 1980-81
. i -/ ‘ ) '
- 1
Re4ding . . ’ .
PACE : 15,62 17.49 18.61 ©19.79 14,15 16.03 18.67
TRAD | 13.37 15.39 15270 . 16.93 14.11 15.82 17.75
Diff. ' ) 2.2@' -~ 2.10 - ..2.,9] 2,.86 0.04 0.21 0.92
. »
Language . . .
« PACE . 15.82 17.72 18.21 19.41 15.85 - 17.60 *19.59
TRAD 13.19 15.18 15.54 16.01 14.95 16.48 18.45
Diff. 2,63 2.54 2,67 3.40 0.90 1.12 1.14
Math { . ' )
PACE 13.85 17.34 . 18.66 19.16 14.03 16.56 18.99
TRAD 12.76 14-98 15.11 16.24 12.93 14.96 16.61
* DiEf. : 1.09 — 2.36 3.55 2.92 1.10 , 1.60 2.38
Social Stwdies - .- < ‘ . ' * -
PACE 14459 16.87 18.67 19.72 , 12.98 16.56 S17.98 M
TRAD 12.81 14,37 15.34 - 16.00 -» 12,77 15.31 18.85
Diff. 1.78 2.50 3.33 3.72 0.21 1.25 0.87
Science . . ' L .
- PACE - 16.00 18.33 20.31 18.% +15.92 ° 19.94 20.25
TRAD |, 14,51 16.75 * 17.89 « 16.52 14,73 18.44 - 18,92,
Diff. 1.49 1.58 2.42 2.02 1.19 1.50 1.33
Student N ' : . - .
PACE 61 - 87
. TRAD 122 . : 130

\
. A .
, Y [ ..
. .
. 4 . .
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Table 6.12. Mean Favorable Respt;nses tc; 10X School Sentim

¢

L

n

Ww for PACE Cohorts: Cedarburg High School

9
.

~ . » . T \
COHORT 1 < COHORT 2 COHORT 3'
Gr. 10 Gr. 11 Gr. 12 Gr. 9 Gr. 10 Gr. 11 Gr. 9 Gr. 10
. 1978~ 1979~ 1980~ _+ 1978- 1979~ 1980-* - 1979- 1980~ -
1979, 1980 1981 X 1979. 1980 1981 X 1980 1981 X
1. Teacher: Mode of +« 2.64° 2.53  2.62 2,66 2.58 2.49 2,61 2.56 2.66 2.61  2.64
Instruction ) N , *
| 2. Teacher: Authority b 2,59 2,37 2.61 2,39 2.60 2.26 2,64 2.49 2.65 2.64 2.6
= and Control - g -
.. . - .
3. Teacher: jnter- 2.59 2.53 .2.63 2,65 2.51 2.49 . 2.60 2,53 2.64 2.60 2.62
personal : .
Relationships ’ -~
4. Learning 2.59  2.53  2.62 2.50 2455 2.46. 2.57 2.53 2,64 2.57 2.6l
. - . - . .
: - * 4 .. . .
5, Social Structure 2.55  2.48  2.55 2.58 2.57- 2.49  2.55 2.54 2.66 2.55  2.61
and Climate. : ‘ )
* s ~ B
6, Peer ’ 2.80 -3.30° 2.58 2.95 2.8] 2.75+ 2.72 2,76 2.85 2.72 2.79
a . - -
7. General - 2.88 2492  2.90 2.87 2,93 2.70 2.87 2.83 3.02 2.8% 2,95
0verall~Hean 2,66 2.62 . 2,64 - 2.65 72.52 2.65J Y 2,713 2.65
. ~ 2 - ) [ L
' 96 89 82, »o1m1 116 110 / 15 110
. > ' P
&
» Q ‘ . 20‘1
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. from 1977-78 to 1979-80, and a drop for Cohort 2 on all seven scales
- from 1978-79 to 1979-80. t
The favorable attitudes of the PACE students are attributed to
tha téacher advising and the individual educational programming car-
ried out by the PACE academic teams. The less favorable attitudes in
1979-80 are presumed to be associated with the conditions that fol-
lowed the resignation of the PACE coordinator at the end of the 1978-
79 school year. N

. .. -

»

Conclusions

. One purpose of the present research was to determine how well the .
PACE staff could implement three improvement strategies: (a) arranging
an appropriate educational program for each student, (b) arranging an
appropriate instructional program in English,_mgthematics, reading,
science, and social studies for each student, and (c) setting goals
for the PACE students and planning and carrying out activities to
achieve the goals. Strategies (a) and (b) were implemented reasonably
well in grade.9 in 1977-78 and in grades 9 and 10 in 1978-79, but less
well in grades 9, 10, and 11 in 1979-80. The last testing was done in
October of 1980-81 when the first grade 9 PACE students were in grade 12.

- From the beginning of the program in 1977-78 a- serious obstacle to imple-
menting strategies (a) and (b) was the curriculum constraint that did

. . not permit higher level contént to be introduced to the PACE students '

even though they already had high entering achievement levels Strategy
(c) was implemented oy only a small scale in 1979-80.

Another objective of the research was to maintain a satisfactory

. . level of student achievement in the five subject fields and to raise
> achievement that wag regarded as unsatisfactory. Achievement of the
first two entering PACE groups when in grades 9 and 10 was reasonably
high; but it did not improve as desired, primarily because of a curric-
ulum constraint that did not permit the students to acquire advanced
subject matter. Despite this constraint, the students’ gain in achieve-
ment in all five subject areas from year to year was consistently
greater than that of two parallel groups of traditional students. The
individual instructional programming that the PACE students received
when they were in grades 9 and 10 and the personalized advising that
they were provided when in grades 9, 10, and 11 apparently contributed
to this achievement pattern. Parental involvément was another impor-
o - tant positive factqr.

- .. . Achievement of the,entering.grade 9 -PACE groupeof 1979-80 .and of .. |
the two earlier PACE groups that in 1979-80 were enrolled in grade 10
and grade 11, respectively, was less than desired. Contributing to
the unsatisfactory achievement were the curriculum constraints men-
tioned earlierpand conditions associated with the resignAtion of the
PACE coordinatdr in the spring of 1978-79. In addition to the unsat-

, isfactory achievement, the attitudes of the PACE students toward var-
ious aspects of schooling became less favorable in 1979-80 and their
- average daily attendance dropped in 1980-81., It cannot be established | 5
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unequivocally that some of thése unsatisfactory student outcomes would
not have prevailed had the PACE coordinator continued.

A postscript is in order. Based upon the gains being made by the
first two PACE groups and _their favorable attitudes and attendance
during the first two years, the superintendent in 1980-81 made several
important recommendatiens to the schodl. board that were accepted. One
was that all thewacademic teachers and the students of grades 9.and 10
should be organized into Instructional Advisory Units starting in the

. fall of 1981-82. Another was to’extend teacher advising into grades 11
and 12 for all studeats as early as feasible. An implied proposal was
to discontinue the separate PACE and traditional alternatives as the
previous proposals were implemented. N )

In 1982-83 all three recommendations had been carried out. The .
first author's observations were that the primary merits of the PACE
program had been maintained. A strong educational improvement commit-

‘. tee was functioning. Individual instructional programming and individ-

ual educational programming were being implemented somewhat differently
but on a more widespread basis throughout the school. Beginning atten-
tion was beipg directgg towgrd goal-setting.

A
N
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CHAPTER 7 °

~

¢ - HOOD RIVER VALLEY HIGH SCHOOL

Cooperative improvement~oriented research was carried out with
’ Hood River Valley High School during the years.1977-78 through 1980-81.
The objectives of the research were indicated earlier in Chapter 2. .
The achievement areas selected for attention at Hood River were English,
mathematics, and reading. Changes in student attitudes were also stud-
ied.

3 -

[

The administrative arrangement employed at Hood River VaLrEi High .
School to plan, monitor, and implement its improvement strategies in-
volved two ékisting committees: VITAL and a school cabinet. VITAL
consisted of the principal and seven teachers. The school cabinet
consisted of the administrative team, five teachers each of whom
served as a coordinator of a broad curriculum field, five teachers
each of whom was a team leader from one of the five broad fields,
and the IMC coordinator. )

The organization of. this chapter is presented in the Table of Con-~
tents and is similar to that of preceding Chapters 3 through 6. It
. starts with information regarding staffing and student enrollment and
conclusions are presented last. '

Staffing and Student Enrollment

= 1977-78 through 1980-81

AN

/ Hood River Valley High School enrolls students in Grades 10, 11,
and 12. It is the only high school of Hood River County, Oregon.
There are two junior high schools in the district.

.

The area is primarily rural. The ecodbmy is mainly agriculture
and forestry, with the ptimary agriculture being apples and pears. .
The community-is mainly Caucasian middle class, with a few families of
Asian background. A considerable part of the population is engaged in
seasonal labor. .

’

Cem ot - -The st:a’ff:i.ng/c'f"Hood~-Rai.ver-Vza:l.ley—,-t:hevst:udent:—»emu:].«lments,‘—t:hekf--~uw S
average daily attendance, and the number of dropouts for four succes=-
sive years follow: . .

Q . . 189
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. - 77-78 8-79 79-80 80-81
Student enrollment ’ 785 736 700 607
. : ; ]
- No. of building administrators 3 -3 3 - -3
+ “
. ’ B . b
) No. of counselors 3 3 . 3 2.5
No. of learning coordinators, ) . - . v
curriculum specialists, etc., ' : )
' who teach little or not at all 1 1 1! 1 .
No. of regularly certificated . : ’ ~
teachers 43.5 43.5 _42.5 40
. - No. of learning disability and ‘
’ - special teachers of other /// =
. excéptional children 1 ) 1 1 1
No. of librarians or media . .
persons . 1 | 1 1
e No. wf school. psychologists 0 0 -0 0
A . .
No. of school social workers - 0 + 0 Y o
No. of other certificated PAY
personnel ' 0 .. 0 -— 0 0 .
No. of aides 10.5 10.5 10.5 10.5
No. of custodial and other oo , , ( .
non-certificated personnel . »";_J,.,g_g.'
not counting aides 15 15 15 % 15 Y
‘ N . P . wgc:‘
Average % daily attendance 92 -89 83-: . 89
' . s
No. of dropouts 46 40 78, 30
- .
There was a continuous drop in enrollment each succe e year
’ and a quite sharp drop from 1979-80 to 1980~81t. The aveftage daily
attendance wgs relatively stable from year to year except for 1979-80 ]
when it was considerably lowex than for other: years. The number of o
. dropouts was relatively stable except for 1979-80 when it was much '

! higher than for the other years. The lower average daily attendance

and the higher dropout rate of 1979-80 are probably related in that
- ghe potential dropouts attended school less regularly before official~
S ly withdrawing or being dropped. In a parallel manner, there was

higher average daily attendance in 1980-81 and a much lower dropout
rate. The lower attendance and the higher dropout rate in 1979-80 are
probably related to changes made in the requirements for graduation,
in the instructional arrangements in various courses, and in the , '
advising arrangements, ‘to be discussed later. Moreover, as these '
changes become more accepted in 1980-81 by the students and since the

~ , 4
- -
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grade 10 and grade 11 dropouts were no longer attending school, the

. average daily attendance increased and the dropout rate decreased to

abéut the same pattern as of.1977-78 and-1978-79.

¥
4

Data Gathered and Analysis of Data by the .

3

Hood River Valley Staff

\

Data regarding student outcomes were gathered annually., These
data were summarized and analyzed.by the staff and used in determining
areas of possible improvement for the ensuing year. After the 1ast
data collection in 1980-81% the data on each individual student and on
each group of students enrolled in each grade each year were analyzed
by the project staff. The data gathering instruments, the schedule of
administration, and the techniques employed by the Hood River Valley
staff for analyzing the data are now outlined.

o ™~
General Aptitude,Test Battery
~ .
— Administration: Grade 9 in February 1977 and each year thereaf-

~ ter, and in grades 10, 11; and 12 in March 1977 and each year
thereafter for the students who entered Hood River Valley High
School without GATB scores.

Analysis: Obtain the G score from the test publisher's computer
printout for” the students of each grade 10, 11, and 12. Divide

the students of each gtrade 10, 11, and 12 into quarters based on

their G scores. Compute the mean G score of each quarter of each
grade 10, 11, and 12. Change the mean G score to the equivalent '
percentile rank using the test manual table(s).

Stanford Test of Academic Skills: Reading, English, and mathe-
matics — . (

-

Administration: All students of grades 10, 11, and 12 in May -
1978, 1979, 1980, and'1981.

Analysis: Enter the,sta ard achievement test scores of each
student -of each quarter in méntal ability. Do this for each
grade for each of the three areas tested. Compute the mean
achievement for each quarter and convert the mean to a percen-
tile rank using the appropriate test manual table(s). This
permits comparison of the mean percentile rank in achievement
of each quarter with their mean mental ability percentile rank.

- —_ et m o m — PP PUUI -

I0X School Sentiment Index: Seven scores--Teacher Mode of In~- -
struction, Teacher Authority aiid Control, Teacher Interpersonal )
Relationship with Students, Learning, Social Structure and Cli~

mate, Peer, and General. Items measuring the attitude of the

students toward EEfir teacher guldes (advisors) was added to the

T0X. |
) 209 -
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Adminigtration: , -Fall 1978, 1979, and 1980 to_grades 10, 11,
and 12.. s,

4]

7Analyhis: Mean rating on each of the eight scales for, each
grade. — ‘ ) Y

Information from school records: Total enrollment as of Septem—
ber 1977, 1978, 1979, 1980, percentage of average daily agten—
dance for each year, and dropouts for each year. . o

Improvement Strategies Implemented

by the Hood River Valley Staff
. A\l
The improvement strategies worked out by the project director and
the Hood River Valley staff involved use of the precéding data on stu-
dent outcomes, as well as other information regarding the student. One
strategy, as was discussed earlier in Chapter 2, was to arrange an appro-
priate educational program for the individual student each.semester of
the school year. The second strategy was to arrange‘an appropriate in-
structional program for each student in each coyrse, taking into account
the student's aptitudes, achievements, career goals, learning styles,
and other attributes. The third strategy involved setting goals and
planning and carrying out related improvemegt activities either to main~
tain or to raise the achievement of the students of each quarter in
mental ability of each grade. )

Individual educational prbgramm%yg-was already being implementéa
in 1977-78. Each student's entering grade 10 educational program was
worked out in grade 9 in a conference involving the student, a senior
high school counselor, and_the student's parents. In the conference,
the career cluster, corresponding to a major fieldy was selected by
the student. Upon enrollment in grade 10, a senior high staff member
advised the student on a daily basis regarding the learning units of
various courses in which to enroll.

. Individual instructional progfamming was also being implemented
in 1977-78. The teachers planned and monitored the instructional pro-
grams of each student enrolled in their courses.

Regarding the third strategy, goal setting and planning and imple-
menting improvement activities based on the test results of May 1978
began during the seeond semester of the next school year, 1978-79.
Goal-gsetting.involving educational achievement in the three subject
fields and attiégﬂes was started in-1979-80 and continuedsinto 1980-81. -

.We may now examine how Hood River Valley used the test informa-
tion gathered each year to plan its improvement activities. Table 7.l
is the summary table that was prepared for the.grade 10 group of 1977-78

\thdat had mental ability scores. Lo , .

¥ .

]

&
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Table 7.1, Quarters of 1977-78 Grade 10 Class in Mental Ability (GATB) and Their Mean Achievement
and Equivalent Mational Percentile Ranks, Based on Stanford Test of Academic Skills Administered

5/78: Hood River Valley High School .
Qugrter 1 Quarter 2 Quarter 3 > Quarter 4
Na:ional' Scaled National Scaled National Scaled National Scaled
Zile Score Yo Zdle Score- Zile Score Zile Score

Reading 9% 216 .80 191 72 194 " 46 175
English, ° 78 240 54 207 42" 199 28 177
Mathematics 89 223 66 202 48 196 28 180 .
GATB Zile Rank 93 77 60 30

/

We see from examining Table 7.1 that the mean achievement petcen-—
tile rank in each subjecngfield and the mean mental ability percentile
rank of each quarter of the students are indicated. Examination of
this table for grade 10, and others for grade 11 and grade 12, enabled
the principal and the relevant teachers to make three assessments.
First, they compared the mean achievement percentile rank of each
quarter of each grade in each, subject with the mean mental ability
percentile rank of each quarter. (The possibiljty that the test did
not have a sufficiently high top for some stude%ts of the top quarter, >
particularly those of grade 12, was recognzzed) This comparison in-
dicated whether the educative processes in each subject field were
working equally effectively with the students of the four different
mental ability levels. Second, they compared how each quarter of the
students of each grade in mental ability achieved across the three
subject fields. From this, they inferred whether each particular
quarter was achieving consistently above or below mental ability in

. all three subject fields. Third, they estimated how well the students
of each grade 10, 11, and 12 had achieved in relation to national norms
by observing the mean national percentile ranks of each grade in each
subject. This enabled them to determine whether each higher grade
achieved above or below the next lower grade.

Based on these assessments, the principal and the staff, starting
in 1978-79, developed plans to maintain or to raise the mean achieve-
- ment of one or more of the mental ability quarters of grade 10, 11, or
" 12 in one or more subject areas. Starting in 1979-80, the annual assess-
ments of the test results were used to set goals and to plan and,carry
out related improvement activities.

o,

Description of Hood River Valley High School

-~ ) . as of 1977-78

Hood River Valley High School is described as it was functioning
in 1977-78. This description provides the information that is neces-

211
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sary for relating its student outcomes of 1977-78 to its educational

program of 1977~78 and also to the planned improvements that were made
each succeeding year.

Background jand Philosophy

Hood River Valley High School opened in the fall of 1970. Plan~
ning for the school began in 1968, following the passage of a bond
issue to build one central facility for all the high school students
in the district. Prior to 1970, two high schools were in operation.
There were two junior high schools that were continued during the
present cooperative research.

In 1970, a system of secondary education was started in the new — -

high school building with major emphasis on creating a learning en-
vironment which would enable each student to pursue an educational
program specifically designed to meet his or her educational needs.
The school's educational program emerged through a continuing process
which involved administrators, counselors, teachers, students, and
their parents in answering the question: "How can we find practical
ways to more hearly reach the ideal of afrranging instruction that
meets the needs of each individual student?"

" The basic aim of Hood River Valley High School is to enable each
student to realize his or her potential in social, moral, intellectual,
psychological, and physical development; to adapt adequately and effec-
tively to society; and to assume both individual and group responsibil-
ity in a democratic society. To support this philosophy, education at
Hood River Valley High School is based on the following principles:

Strong emphasis belongs on individual growth and development.

A successfully functioning individual must have opportunities to
grow physically, develop mentally, improve socially, and mature
emotionally. Therefore, students‘must develop basic in-depth
competencies, according to their individual interests, abilities,
and goals if they are to become productive members of society.
S
Teachers must be responsive, stimulating, encouraging guides and
counselors, with an understanding of human behavior and self-.
enhancing concepts. ‘ '

:

The learning environment must provide the stimulus which enables’
,. every student and staff member to appraise objectively the socio-
, economic standards in his or her school, home, and community and

Multi-media learning aids and resources which ‘enhance the learn-
ing¥process are important to the educational ptrogram.

Effective learning experiences are relevant to the individual
student.

.
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Learning results priﬁarily from student involvement in analysis,
research, problem solving, organization, evaluation of informa-
tion, and appropriate application.

¢ Arranging instruction to meet individual student needs is the
ultimate goal of the school; progress toward implementing this
goal is evaluated frequently.
The evaluation of student progress is based on measurable objec-
tives.

Public education should meet the needs of the individual in the
community regardless of %ge, with the realization that learning
is a continuous process from birth until death.

The school staff shares the. responsibility for the education of
each individual with the home, church; and other community
agencies. The staff also shares the responsibility .to provide
and maintain communication and cooperative planning with these
various agencies.

Administrative Arrangements -

The administrative arrangements of Hood River Valley High School
include the leadership team, the Cabinet, the area coordinators' meet-~
ings, and a curricular review commIttee called VITAL.

Leadership team. The leadership team consists of the principal
and two associate principals. This group meets frequently during the
school year, although specific meeting times are not fixed and agendas
are not prepared\ in advance of the meetings. .

) The principal Ys the final authority for all decisions made within
the school. He is viewed primarily as the educational leader and eval—-
uator of the school.: The principal is also responsible for the manage-
ment .and overall operation of the school. He is expected to administer
all personnel aetions, act as a liaison with the community, and serve
as the personal representative of Hood River Valley High School to all .
district meetings and activitiess He is also responsible for the prep-
aration .of the school's annual budget.

. One associate principal is in charge of student activities and
discipline, while the other oversees building operations and schedul-
ing. Each of the three administratbrs has a particular part of the
curriculum in which he has supervisory responsibility. The adminis-
trators_also supervise and evaluate staff, .. .. . .. . ]

The administrators of the high school are part of the district

. administrative team, which is composed of all principals and associate
principald in the district, the superintendent and assistant superin-
tendents, and all sdpervisors in the district. This administrative .
. team provides information regarding major policy decisions prior to

the submission of recommended policies to the school board.
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Cabindt. Hood River Valley High School has a schoolwide decision-
making body called the Cabinet. The primary purpose of this group is .
to make recommendations concerning major issues in the school to the
principal. The Cabinet, which meets frequently at the beginning and
| end of each school year, consists of the principal, the two associate
| principals, the six area coordinators of the school's six broad sub-
| ject fields, and five team leaders from the broad subject fields.

Coordinators' meetings. An executive committee of the Cabinet,
composed of the prinéipal and the area coordinators, meets weekly.’
This group reviews decisions made by thé’Cabinet and sets agendas for ~
future meetings_ of the whole group. It also attends to issues which
arise in the school between meetings of the full Cabinet. A major i
responsibility of this group is to ensure that the school's philosophy
: “regarding individualized instruction and continuous progress is imple="
mented.

~ VITAL. The principal and seven teachers who represent various . ’\7)

curricular areas are members of the building curriculum review~commit- ’
tee called VITAL. The teachers may or may not also be area coordina-

. tors or team leaders. Each teacher member of VITAL is designated ax’
the spokesperson for a number of career clusters. The principal is .
the chatrperson of VITAL. The function of this group is to deal with
all changes in the curriculum. VITAL does not have a specified estab-
lished meeting time, but it meets at least monthly and often weekly.

.o

Organization for Instruction and Advisgment

¥

The staff of 42 teachers and 3 guidance counselors is organized
into six areas, each headed by a coordinator. The areas are: math/
science (9 teachers), physical education/driver education (5 teachers),
vocational education (12 teachers), humanities (15 teachers), guidance
(3 counselors), and the resource center (1 teacher). Within each .
broad curricular area, if there are four or more teachers of the same .
subject, a tedm leader serves as an assistant to the teacher-coordinator.

The coordinator is responsible for attending all Cabinet meetings
and for presenting, in wtitten form, the.needs and concerns of the v
staff within his or her area. %he coordinator also assigns teaching
duties to teachers, coordinates the use of instructional space within --
’ his or her area, reviews and recommends action on proposed new learn-
- ing units prior to submitting them to the principal for final approval,
compiles budget requests from each staff member and submits them to
the principal, and allocates funds for supplies. Coordinators are R
R _ éxpected to be sensitive- to the staff development needs of the indi-
- - vidual teachers. and either to provide the needed inservice education _ . ___
) personally or to see that it is-provided by others. . ' -
. .
Team leaders assist the coordinators and carry out many regpon-
sibilities delegated by the coordinators.
N . .
Coordinators receive an additional 15% of their teaching contract

salary. —-They spend an additional 10 days of work each year in fulfill-
alt

- O ‘ ~ . ".‘, ) - .1 (j.
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ing the duties of their position. Team leaders work an additional 20
days each year and receive and additional 10% pay. Both coordinators
and team leaders must apply for .their positions. Although the final
gselection is made by the principal, the two associate principals and
other coordinators are also involved in selecting new coordinators and
team leadersg.

Each staff member, including the 2 associate principals,” 42 teachers,
-3 counselors, and 2 classified staff persons, is assigned a group of 15-20
students for advisory purposes. The advisor, called a guide, meets £iue
times per week with the guide group of students at regularly scheduled
. times. The guides assist their advisees with the scheduling of courses
and learning units, monitor their academic progress, and serve as the
contact person between the parents and the school. In general, the
: °  guide is the one adult who knows the individual students in his or her
guide group as total human beings. Students with problems which fall
beyond the expertise of a teacher gulide are referred by the guide to a
guidance counselor. Each of three counselors coordinates the activities
of one-third of the guides, and their advisees and is also responsible
for any additional counseling needed by the students. The coordinator
of the guidance area participates in all meetings of the Cabinet and
the coordinators to ensure that the concerns of the students are heard
and that the other -five area groups of the school are informed of the
guidance program and attivities. . '

L Guides have dail&, weekly, and periodic duties to fulfill...On a
T ‘daily bBasis in group sessions, guides check attendance, make announce-
ments, schedule appointments for individual student conferénces, update
schedule information for students, and have the students record computer
printout data concerning their progress through learning units. Each’
day guides communicate individual student problems and concerns ‘to
other teachers of théir advisees. .
®  Weekly, guides review the instructional progress of eadh ‘of their
students, refer students with major problems to appropriate resource
persons, conduct group motivational activities and group facilitating
activities, and encouragé their students to participate in student
government activitieg/in school and'in community activities. ,
Periodically, guides conduct discussions concerhing student govern:
ment, communicate with the parents of their advisees, review the progressg
of their advisees in terms of meeting career goals, and review the com-
puter information that indicates which students have remained in a par-
ticular learning unit for more than 20 days.

13

Each guide group jncludes students from grade 10 through 12,

__Generally students remain with the same guidéifor all three years at
Hood River Valley High School. Students select their guides while

they are still enrolled as 9th graders in either of the two junior \

high schools of the district. -

Each teacher in the school has daily, weekly, and periodic duties -
to perform as part of his or her instructional and advising responsi—
bilities. The main duties of teachers are as follows:

) - Q oo | ‘ _ ' ELIES
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teach for five 55-minute class periods each day;

meet with their guide groilips for two 30-minute periods*and three
10-minute periods each week; . .
. - spend one 55-minute period'of each day preparing for teaching or 44%
’ related activities; and . et X . ]
, G 4 1 |
, %ake care of other obligations such as staff meetings, hall duty, . 1
and individual copferences with students, parents, and other '
teachers. "

o " {

Coordinators use one class period each day as released time for
conducting activities related to their positions. . .

_each day for guide periods. .

that follow:

,The instructional day at Hood River Valley High School is organ+ -
ized into six 55-minute instructional periods. In addition, there are
two 30-minute lunch periods each day and 10 to 30 minutes are allocated

[
Pattern of Curriculum and-Instyuction .

Courses. The curriculum of the school is organized into courses,
each of which is included in one or more of the school's 26 career .
clusters or as a basic competency course required of all students for * .
graduation. The career clusters Rave been organized to encOurage stu-~
dents to set career- goals and then to achieve the knowledge, skills,
and attitudes which are thought helpful or necessary to achieve the |
goals. Students are able to select from among the 26 bareer clusters

A

. , ) 4 -
e Career Clusters : . /

L4
3

1., Agriculture 14, Building Comnstruction
2. Forestry n 15. Mechanics and Repair
3. Bookkeeping - Accounting - . "16. Metals

4, Distributive Education . 17. Architecture - Engineer ng
5. General Clerical 18. Architecture -

6. Steno ~ Secretarial 19. Engineering

7. Home Economics - 20. Math

8. Art : 21. Health

9. Drama _ ’ . 22. Life Science
10. Second Language 23. Physical Science
11. Music (Vocal and Instrumental) 24, Military :
12. Speech ) 25. General College Prep

13. Industrial Arts o " 26. Social Science
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‘ Career clusters are composed of varying numbers of specified

] *  courses from diffefent subject.fields. Each course is made up of
} learning ufits with performance objectives that are designed so that

: most. students should be able to complete the learning units in an
average of three weeks. Courses vary in length, the shortest course

_____.% has a single lqarning unit and the longest course has 10 learning ___ . _+

4

units.

Although each career clusteris tomprised_bf‘differeut courses- "~~~
4nd has a different career orientation, there are two common elements.
First, the total number of ‘learning units in each cluster is 113,
equivalent to 11.3 Garnegie credits. Second, «all clusters require
completion of a certain numfer of ‘units is certain subject areas that

~. are-required of all students. The following subject areas and units,
‘“Iongﬁwith‘ﬁ7*mﬁnimum~competency-units. satisfy the Hood River .dis-—

..trict graduation requirements for grade- 9 through 12: 3.0 English, -
'2.0 social studies, 1.0 health, 1.Q mathematics, 1.0 science, and
I'.0 physical education. During grades 10-12 students are permitted to
select from/a wide variety of specific courses to satisfy these require-
ments. { ‘ .

In addition to the career cluster of 113 units, 47 units are re-
quired of all students for graduation, regardless of career cluster:
speech (4 units), writing (5 units), reading (1 unit), socia&rscience
. (7 units), driver education (4 units), personal finance (1} units),
career exploration (3 units). These 47 units (4.7 Cafnegie/credits)
satisfy the minimum competency criteria set forth by the district in
“accordance with Oregon law. )

o—' .-
¢ W Ty Each student at Hood River Valley High School must attain at )
) least a grade of C in.each of the 160 learning- units to graduate.
One-tenth of a‘credit is awarded when the objectives for a particular
ledrning unit are met. The teacher further evaluates the student on
responsibility and quality of performance in determining grades of A

° amd B.

_

-
]
4

The student who meets all of the requirements of a cluster and .
also the mipimum competencies ‘before three years have elapsed may
exercise .different optiofls. These inglude early graduation, continu-
ing in school and going beyond the minimum cluster requirements, or .
working ‘out a part-time schoel/work arrangement. Students who do not
complete the 160 learning units required for .graduation in a threes:

= year period may either return to school th following year for com-
pletion or take courses during_a summer - session,

If a student experiences difficulty in a particular cluster or in

fa certain_course, there is provision foxr change. However, the signa-

tures of the student, his or her guide, and his or her parents.are, .

required for changing a career cluster.- In the event that a student .

9 is not making satisfactory progress, it is the responsibility of the
teacher and the guide to determine the problem and to take corrective
' measures. el
- ’ * ”

i | . el
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We now summarize the requirements in reading, writing, and mathe~

matics. J .
- - N e P—
> 1. Reading. To be graduated from Hood River Valley High School
each student ‘must demon?trate 2 minimum level of reading competency* .
_ and a second levél appropriatie for the student s post high scho .

career choice: job éntry, technical education, or college educalion. .

o —~ -— Based on the«results~of the Stanford-Test of Academic Skills - - - - -~ - -
(TASK) administered in junior high school, each gtudent is placed in a
either of two required minimum competency learning units in reading in
the senior high schoolr remedial reading or speed reading. Students ’
whose reading scores on the Stanford TASK fall at the 75th percentile
or higher are’'placed in a speed reading course, while students belaw

' the 75th percentile are placed in the remedial yeading coutse. Stu-
' . dents may e1ect‘to*take—their~requiredwreadingreeurseuateany tim21.i e —

/'during their threedéjars of senior high school. . A a-‘\\\

p . '
! . Every career uster also gequires that students receive some *
. form of reading instruction. IESA§i cagses, this requirement may be sat-
’ . isfied by taking developmental reading as part of literature courses.
" ¢« Thé number of units in developmental reading varies from two in certain

P

clusters’ to 10 in others.’ - !
- ~ . ' i M o, )
A ) 2, Writing.  All students, regardless of career cluster, must .
ter the objectives of the same five learning units of a course, . \
‘titled Basic Composition. The five learning units need not be com- L,
od pleted'in any fixed order or during any one semester or‘year.
- . .
- Like reading, all career clusters also require students to master.
the objectives of from 2 to 10 a itional learning units in writing.
. These units are parts of different courses offered in the regular 4 -~
English curriculum )

. -
- o

1]

3. Mathematicsa All students are:’required to master the objec- .

.tives of 10 learning units in mathematics. Placement of students intd -
particylar learning unit# in mathematics to meet this requirement is
based.od the results of the Stanford’ TASK and a locally constructed
math, placement test administered in ninth grade. Students who achieve

at or below specified inimuni competency scores on these tests ‘must o
master the objectives of specified learning units. ‘ l -'fﬁ;ﬁt

M 3 PR ’«’ Pul

. Instructional-materials. The‘unipacfis thé‘most widely used e ::«‘2 -
- material in most courses. Unipacs are designed by the Hood River ,i COVN g

staff and consist of a statement of the comprehensive objectives for *
the unit, specific objectives ‘to be mastered by the student, an out~ ]
. " 1line of alternative.learning}activities, and evaluation forms. e LT

‘ v e ool

Alternative learning activitieg fort each unit include individual: .

i ¢ activities, large group.work, small group work, and the use of audior
e . vigual materials, and selected readings. Reading selections may be .
found in either the textbooks located in the areas of the ‘buflding. .. e

. devoted to the various academic areas or in the Instructignal Matﬁ-f v o
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rials Center (IMC). Audiovisuafl materials are also locatqs in either
tbe classrooms or in the IMC. <

' Some new unipacs are added-each year. Revisions must also take
place for older unipacs. The school district provides funds to enable
teachers to work on the development of instructional materials during
the summer. ’ .

The IMC is in a large open area that is easily accessible to stu-

dents from all the classrooms. It contains teacher work areas and

offices, library books, listening/viewing areas for audiovisuals, an

area for preparing media, and two resource desks, one for the human-

ities division and another for math-science. .Tests are administered

to students who have completed units in those two divisions. Part of - e 8
the IMC also is used for classrooms™ during the day, and corners of it

are used for small group discussion. . ’

The IMC is subérvised by a full-time director who has the assis-
tance of a number of aides. The director serves as one of the six
division coorqEBators and participates in the Cabinet.

Extracurricular activities. Extracurricular activities include
27 different student clubs, each under the supervision of a faculty

sponsor. The organizations that were active during 1977-78 included: .
 Aeronautics Club ~ Girl's League
Anthropology Club Interniational Relations League
Auto Club Intramural Athletics
Art Club ‘ . Letterman's Club .
., Chess Club ) Majorgttes .
DECA (Distributive Mourfain Club h
Education) Club . Natiional Honor Society
Drill Team Pep -C1lub
. French Club ' "s" Club (Community Service)
Forensics ' Service Club (School Service)
Future Homemakers of Ski Club
America ¢ o Spanish Glub
Future Farmers of *  Spirit Council
America Stage Band i

- German Club ) P Swing Choir ’ -

In addition to these clubs, students are encouraged ‘to partici-
pate in student government. Each guide group elects one student to
serve as a representative to the Student Government Council. Student

officers are elected on a schoolwide basis.
’ a

Opportunities are also provided for students to participéte~in a
complete range of fall, winter, and spring sports.

“»
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Educational Programmink for the Individual Student : .

The educational program of the student each semester is based on
(a) the career cluster the student is pursuing, courses that can be
taken related to the chosen cluster, and learning units that can be
taken related to each course; (b) the preparation option chosen by the
student, i.e., job entry, technical education, college education, and
(c) the basic competency requirements for all students. Each student
meets with his or her guide to plan a semester program of course work
and a weekly and daily*program of learning units,

Instructional objectives for the imdividual student are deter-
mined by the courses which are included in the career cluster selected
by the student and by the student's preparation’option. Certain learn~
ing units of the various career clusters are for any student; other
are for the job entry student and/or technical education student on%&,
others are for the college and/or technical education student only.

Preassessment connected with both career cluster selection and
placement in minimum competency courses in mathematics, reading, and
writing occurs during grade 9 for all students except those who enter
Hood River Valley High School after the beginning of grade 10. Apti~
tude, achievement, and interest testing are carried out to help the
gtudent choose a career cluster and also the job entry, technical
education, or college option. The Stanford Test of Academic Skills is
used for placing students in courses in reading, writing, and mathe-
matics.

—

After grade 9, no pretesting occurs prior to students enrolling \’\\\
in any learning unit of any course. Rather, students may take succes-

sive learning units for which there are prerequisites only if they

have completed the prerequisite units. There is ho pretesting to

identify students who may have already mastered the objectives of any

unit. However, students who achieve mastery in less than three weeks

are identified after the learning unit begins. .

Each student's daily instructional program consists of a number
of learning units of his or her career cluster and/or other minimum~
competency learning units. The particular learning units comprising .
the daily program are-based on what the student has already completed
and what remains to be completed. ; .
Learning units typically include a variety of instructional mater- o
ials and activities to permit students to learn in accordance with ' '
their interests and learning styles. Individual work, small group
activities, and class size group activities are carried out in many
learning units. <

Every learning unit requires mastery of the unit objectives in
order for the student to be awarded credit toward graduation. A
student may be evaluated for mastery of the objectiwves at any time
during a learning unit. The predominant evaluative procedure is the
paper~and~pencil test, but other methods such as performance tests, N
work samples, and observation of stodent performance are also used. .
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In some courses, the student must master the objectives of the sequen-
tially arranged units before being permitted to move to the next
learning unit in the sequence. Upon mastery of the objectives of a
learning unit of either a sequenced or nongequenced course, the stu—
jzzt may go into any other nonsequenced unit of any course that has an
pening. Accordingly, students may start units without completing them
during a semester and may enroll in units of many different courses,
provided that the guide approves. Students having difficulty in one
or more learning units may be referred by their guides to a tutoring
program staffed by community volunteers.

Community Learning and Work Experiences

-The community provides many learning opportunities for students
as part of their course work. Students go into the community for
these experiences,, and community resource persons come into the school:

Students pursuing the job-preparatfon option in any career cluster
may take up to 30 learning units involving work experience for which _
they receive credit for graduation. Students pursuing thé technical
education option may also take some learning units involving work
experience as part of the requirements of certain career clusters.
Those pursuing the college option may take some work experience units
as part of their electives.

Home~School-Community Relations

An elected community advisory committee meets' monthly. The prin-
cipal mails home a monthly newsletter informing parents about happen-
ings in the schopl. News releases are issued to the local radio
station and the local weekly newspaper.

Some of the career clusters have lay advisory committees who meet
monthly to assist with carryipg out the goals of the clusters. The
agriculture advisory committee is among the most active.

The guides play a major role in the school's program of home-
school-community relations. They are responsible for keeping the
parents of the students in their guide g¥ups informed of student
progress and any problems that may occur. oL

Annual parent conferences are held, at which time up to 90% of
the parents are contacted.

£

Evaluation Activities

Prior to 1977-78, the Iowa Test of Educational Development (ITED)
was administered in“grades 9 and 11 in mathematics, language arts,
reading, use of sources, science, and social studies to evaluate the
school's educational program. In 1977-78, the decision was made to
change to the Stanford TASK tests in mathematics, English, and read-
ing. In conjunction with the program of cooperative research with the

d
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|
Wisconsin Center for Education Research, it was decided to administer |
the Stanford TASK to all students in grades 9 through 12. This proce~
dure was followed in 1977-78, B
Teachers use paper—and-pencil tests, performance tests, work *
» samples, teacher obsetvation, and similar procedures to evaluate each ’
student's mastery of unit objectives. The guide monitors each stu- °
dent's progress in all learnifg units and receives information daily s
from the computer services regarding each student's progress or lack
of it, This process serves as an ongoing means of evaluating the =~ ,
student's total educational program and making adjustments in it.
Guides refer students having difficulties in courses to a counselor
who may in turn refer the student for psychological services or to a
tutoring program staffed by community volunteers.

A comprehensive follow-up study.of each graduating class is con-
ducted each year. The personymost directly responsible for this eval~
uation is the Associate Principal for Student Services. A survey in-
strument is mailed to each graduate during the winter following his or
- her graduation. Results of this survey are kept on file as a way of

evaluating graduate perceptions of Hood River Valley's educational
program. i

ki . .
Intérnalvand External Support

¢ Within the school, the various teams, councils, and committees
attempt to maintain a facilitative environment for learning and teach-
ing. The school distri&? provides financial support for some of the
faculty td participate in summer curriculum projects. Learning units -
. @and instructional materials are developed or revised through these
summer projects.

4

Continuing Research and Development

In cooperation with the Wisconsin Center for Education Research, ‘
' cooperative improvement research was started in 1977-78.

Unplanned Events, Non-specific Changes, and

Focused Planned Changes

Three kinds of changes follow in outline form for each year of
the four years of the study: (a) unplanned e#ents that in the judg~ ‘
ment of the principal migh‘ have influenced student achievement or .
attitudes, (b) non-specific planned changes related to some aspect of
the school program that were not directed toward raising educational
. achievement in one of the three subject areas or student attitudes,
and (c) planned changes focused on the 1mprovement of student achieve-
ment or attitudes. :
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‘ 1977-78
R =Zmie
. The school's research procedures and improvement plans were
' formulated. The improvement strategies and school structures and,
: processes as indicated in the 1977-78 description of the school were
continued. y
. Ig . )
1978~-79+ . -

Y

Unpl;nned event

) ¢
A teacher strike occurred in later November and early

December that lasted 10 days.
An agsociate pnincipai‘resigned and was replaced.

Nine new teachers started and 10 of the priot year left.

Non~specific planned change i *
. = [ 4
- None - - .
- . . - ‘
Focused planned change ; g R
.o, ’ ' -

An honors program was started for juniors and seniors; 30 of
185 seniors completed it; 40 juniors etarted it in September
1978, - ' .

An improvement committee for reading was formed %o plan a
- schoolwide improvement program in reading.

A math placement program was starteéd, All students were
tested using a locally constructed math test; all grade 10
students and somévgrade 11 and grade 12 students were placed~
in math courses’based on the test results.

ol [4

L4 ~

197980 . ) ‘ . . e

e

- ‘ 4

Unanticipated event

A snowstorm reduced a.pléhned'3~day inservice ﬁrogram for ‘-
the improvement of reading to 1/2 day. . - '

Non-specific planned change
-An associate principal assumed the supervisory responsibil-
ities previously performed by the principal so that the
principal could devote more time to management.

A "Key Communicator Program" was, started involving selected
community leaders, including parents.
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Focused planned change . — . ’ .

A grade 10 required English course equivalent to .5 Carnegile "

qredit was started. '
< '
4
A pilot proj&ct was conducted to improve reading achievement
, that involved one teacher from each broad curriculum field.
Ingervice was held for participating teachers. o ‘
Goals were "set in grade 10, grade 11, and grade 12 in .
English, mathematics, and reading, The goals and planned
. changes for grade 10 follow: *
. " CURRICULAR I
< - AREA GRADE- : GOAL PLANNED CHANGES .
* " Reading 10  Each of the four~menthl‘ During 1979-80 one teach-
. ability quarters will er f:om ‘each of the nine
have a reading achieve-~ subject areas will par-

ment percentile as high ticipate in a reading
as, or. higher than, the project with staff from

mental ability percen- the Wisconsin R&D Center.
tile of the quarter. The goal is to implement
~ - a schoolwide reading im-
~ o provement program.
Math - 10 \\\gach of the four mental - The school curriculum
. bility quarters will committee is in the
have 'a mathematics process of recommending

achievement percentile as additional requirements

T high as, or higher than, . in math, particularly -
the mental ability per- for the top two
centile of the quarte; * quarters.

English , 10 ' Each of the four mental . A loth grade English .
: ’ ability quarters will curriculum revision will
have an English achieve~ requiré all 10th graders
ment percentile as high to take a five unit se-
as, or higher than, the quence of grammar review
. mental ability percentile and composition.
- of the quarter. Since .
English was lower than
- math and ‘reading for the
- Bl past two years, a second
‘ .goal 1s to bring the «
English percentile ranks
for all quarters up to.
a level comparable with
math and reading.

\‘l‘ , T 294 ,
! ,’4. . ro . “ *

I W
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1980-81"°
Unplanned event

A _c1tizens committee, including some parents, was formed and
* proposed to the school board more structure in-the instruc-
tional arrangements, curriculum, and student advising.

The reading improvement program was not extended because of
. lack of funds for inservice. ‘

Non-specific planned change

a

An agsociate principal assumed responsibility for planning
and decision-making regarding scheduling of classes and gave .
more attention to teacher evaluation.

A parent_survey of the planned changes was conducted as part
of the continuing "Key Communicator Program."

All teachers attended a one-day Assertive Discipline Work-
shop and followed up by developing a 1ist ‘of schoolwide, ,
departmental, and classroom expectations to be displayed
throughout the school. .

-

Focused planned change

Goal setting was continued for grades 10, 11, and 12 in
English, math, and reading.

All courses were arranged so as to require the student to
complete three learning units of the course.rather than only
one unit, and each student was required to stay in a course
until assigned to another course. ’

The math teachers prescribed the math courses for all
grade 10, 11, and 12 students, taking this respongibility
from the teacher advisors. A printed guide for individual
students was devised to facilitate planning the student 8
math course work.

<

A student accountability system was devised to ensure\that
students completed more units that they started and to
monitor their total educafional programs.

The 26 career cluster outlines weére modified with an Indi-
vidual Learning Plan. Rather than selecting a career clugter
of courses when in grade 9, a grade 10- 12’ program of high
school courses was planned with each student. Provisions
were made for maklng course changes each year.

The graduation requirements were increased by making one
year of U.S. history required, adding one.year of math or

science, and requiring 1/4 year of physical fitness each
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year. Some of the rézﬁired "life skill" units (Oregon

b4 : minimum competencies) were no longer required of all stu-~

dents.

Grades of D '‘and F were added. A system was worked out to
notify the parents when a student was judged by a-teacher
not to be working up to ability. °

Results Related to Educational Achievement

~ The results for four grade 10, four grade 11, and four1grade 12
classes are reported in the first part of this section. Then the re-
sults pertaiping to the achievements of two longitudinal cohorts are
indicated.

In this chapter much information is presented in summary tables.
The original tables on which the summary tables are based are listed
in the appendix and are presented in Klausmeier, Serlin, and Zindler
(1982). )

»

., N Participating Students
. }
Table 7.2 gives the total number of students, the number of boys
_ and girls, and the mean mental ability scores for the four grade 10,
grade 11, and grade 12 classes. The Ns for the four grade 10 classes
. ranged from 132 to 195, for grade 11 from 114 to 156, and for grade 12
from 110 ‘to 145. The mean mental ability scores for grade 10 ranged
from 94.04 to 103.73, for grade 11 frem-94.91 to 106. 36, and fdr
grade: 12 from 102.01 to 105.78. Similar variations in mental ability
were found for the girls and for the‘boys frot year to year. This
information is descriptive of the mental ability of the student popu~
lation for the four years and is not discussed further in this chapter.

G

R Information Gathered

The Stanford Test of Academic Skills Form B, Level 2, 1972, was
administered to the students of each grade at one-year intervals. The
three scores obtained annually were reading, English, and mathematics.
The General Aptitude Test Battery (GATB), Form B, 1965, was adminis-
tered .annually to the students in grade 9 when they were in one of the
two junior high schools of the district.~ The GATB yields a single =
general aptitude score that is derived from the verbal, numerical, and
spatial subtests. In the analyses of the data that follow, the achieve-
ment test raw scores and the GATB IQ score were used.

' [
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Table 7.2. io:al ¥umber of Students of Pour Successive Grade 10 Groups, Four Successive Grade 11
Groups, and Four Successive Grade 12 Groups and Their Mean Mental Ability: Hood River Valley High
School 5

1977-1878 1978-1979 1979-1980 1980-1981

N X SD N X sb N X sD N X SD
Grade 10 -
" Total }95 101.66 14.77 160 103.73 14.06 173 95.28 14.78 132 94.04 15.50
\
Male 101 95.90 15.62 79 © 105.33 14.08 92 94.11 15.89 61 92.70 13.33
Female 94 103.55 13.63 81 102.17 13.95 8l - 96.62 13.39 71 95.18 17.16
. n < EN
- —~
Grade 11 . .
Total 151 105.36 13.26 169 102.42 14.10 . 114 106.36 13.66 156 94 91 14.61 -
Male 66 106.85 10.95 88 100.91 14.44 58 107.16 14.68 86 9$ 86 15.69
Female 85 104.20 14.76 81 104.06 13.62' 56 105.54 12.59 70 /96 .20 13.18
R r~
Grade 12 ! /
.o /
Total 116 102.01 16.97 137 105.77 13.43 145 104.52 13.79 114 105.78 14.03
Male 59 105.53 17.13 60 107.33 11.24 73 103.51 14.44 #g 106.87 14.96
. . /
Female 57 98.37 16.16 77 104.55 14.88 72 105.54 13.12 /55 104.69 13.09
) ‘ /

- :
Y “ p
R
.

Comparison of~ Adhievements of Successive Grad; 10, Grdde 11,

and Grade 12 Groups Having Mental Ability Scores

For grade 10 the number of students who had mental ability scqres
and who took the achievement tests was 195 (101 maleés and~94¥females)
in 1977-78, 160 (79 males and 81 females) in 1978-79, 173 (92 males
and 81 females) in 1979-80, and 132 (61 males and 71 females) in
1980~81. The similar numbers for grade 11 are 151’ (66 males and 85
females) in 1977-78, 169 (88 males and 81 females) in 1978-79, 113 (57

" males and 56 females) in 1979-80, and 156 (86 males and 70 females) in
1980-81. The corresponding numbers for grade 12 were 116 (59 males
and 57 females) in 1977-78, 137 (60 males and 77 /females) in 1978-79,

145 (73 males and 72 females) in 1979-80, and 110 (55 males and 55
females) in 1980-81.

The mean mental ability of the students of all three grades
varied considerably from year to year. The means for the boys and
girls did also. Accordingly, analysis of covdriance (ANCOVA), with
mental ability score the covariate, was used /to compare the mean
educational achievements of the four successive grade 10, 11, ‘and 12
classes.

~
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As shown in Table 7.3, significant differences were found among 4

the adjusted means of the four grade 10 groups and the four grade 1l

- + groups in all three achievement areas. The mean achievement of the ,
grade 10 group of 1978-79 was neither higher nor lower than the mean
of the group of 1977-78 in reading, English, or math. The mean
achievement of the grade 10 group of 1979-80 was significantly higher
than the mean of the grade 10 groups of 1977-78 and 1978-79 in read-
ing, English, ‘and math. The mean of the grade 10 group of 1980-81 was
significantly higher than the mean of the grade 10 groups of '1971-78
and 1978~79 in reading, English, and math but neither higher nor, lower
than the 1979-80 group in any area.

The mean of the 1980-81 grade 11 group was.significantly higher
than the mean of 1977-78, 1978-79, and 1979-80 grade 11 groups in
reading, English, and math with one exception, namely, in English the

4
e L L T

Table 7.3. Significant Differences (ANCOVA p < .05 in Educational Achievement and Post-hoc Comparisons for

Four Successive Grade 10, Grade 11, and Grade 12 Groups with Mental Ability Scores: Hood River Vallev High
School
. - ¥
a . ,
. Main Effects P8st Hoc Comparisons

~ ' .
1977-78 1977-78 1977-78 1978-79 1978-79  197%-80
. vs vs vs vs - vs vs
- Group{G) Sex(S) GXS 1978-79 1979-80 1980-81 1979-80 1980-81 1980-81

-

Grade 10 -
Reading <.001 .0022 NS NS Signl . Sign1 Sigt} Sign1 NS
English <.001 .0012 NS NS sigt  sigd  Sigdt  Sigd NS )
Math <.001 NS T NS NS sigdt © stgd Signt Sige NS

Grade 11 i )
& & 1
Reading <.001 NS NS NS NS sig NS sig Sign
1
English <.001 wo0® N8 NS NS ¢ sigd. NS NS Sign .
' 1
Math * <001 NS , NS NS NS sigh NS sign  Stgd

Grade 12

Reading NS <.00'12 NS (No post-hoc comparisons were computed since group
English NS ) <.0012 NS . effect was not significant at .05 level).

Math " NS NS NS 1

! -

l’rhe mean achievement of the group of the later year was significantly higher than the mean of the group
of the earlier year’ . ~

L 721'he mean achievement of_the females was significantly higher than the mean_ of the males.. S
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1980-81 grade 11 gréup was not significantly higher or lower than the
1978-79 group. The means of 1979-80 and 1978-79 grade 11 groups were
not significantléﬁhigher or-lower than the prior grade 11 groups in
any achievement area. Similarly, the mean of no later grade 12 group
was significantly higher or lower than the mean of any of sthe three
prior grade 12 groups. .

. -

+ Table 7.3 shows that significant main effects were found for sex.
The gi¥ls of grade 10 and 12 achieved significantly higher than boys
in reading and English while the girls of grade 11 achieved higher in
English but not in reading. The sex difference in mathematics was not
significant for any grade. There weré no significant group by sex
interactions. ‘

hd]

Comparison of Achievements of Successive Grade 10, Grade 11,

and Grade 12 Groups Not Having Mental Ability Scores

Cdmplete tabular information regarding the four grade 10, grade 11,
and grade 12 groups not having mental ability scores is given in Klaus-
meler, Serlin, and Zindler (1982). -The number of grade 10 students |,
not having mental ability scores who took one or more tests was 48 in
1977-78, 44 in 1978-79, 34 in 1979~80, and 49 in 1980-81. The number
of grade 11 students was 57 in 1977-78, 47 in 1978-79, 36 in 1979-80,

" and 43 in 1980-81. The corresponding number of grade 12 students was

35 in 1977-78, 62 in 1978-79, 35 in 1979-80, and 40 in 1980-81. Stu-
dents not having mental ability scores were mainly transfer students.
They either were not tested after entering Hood River Valley or their

.gcores inadvertently were not provided to the project.

. The important finding is that the grade 10 group with mental
ability scores achieved significantly higher than the group without
mental ability scores in-English, and the grade 1l and grade 12 groups
with mental ability scores achieved significantly higher 'in English
and math. The differences in reading were not significant for any
grade. "

Achievements of Two Successive Longitudinal Cohorts

Longitudinal Cohort 1 consisted of 134 students (67 males and 67
females) who entered grade 10 of Hood River Valley High School in
1977-78, remained through grade 12 in 1979-80, took the three achieve-
ment tests each year, and had mental ability scores. Longitudinal
Cohort 2 entered in 1978-~79 and had 100 students (50 males, 50 fe-
males). Table 7.4 gives the results of the tests of significance for
Cohort 1 and the results of the post-hoc comparisons that were com—
puted when a difference significant at _or beyond the .05 level was

found. -

" The mean achievement (not gaiﬁ in achievement) of the girls in

,EngLiéh, averaged_across the three times of testing, was significantly

229
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Table 7.4. Significant Differences (ANOVA p X .05) in Educatidnal Achievement, Gaipn from Grade 10

to Grade 1l to Grade 12, and Post-hoc Comparisons for Wmood Kiver Valley
High School . |

Sex(s) Gain(G) GXs GXQ | GXSXQ
- /
'Rendins ' NS <.0012 g " .002* NS . 1
English “ <.001} <.001° NS NS NS |
Math ‘ NS <.0013 NS NS NS

T'he mean achievement of the females was significantly higher than the mean of the males -

2’l"he gain from Grade 10 to Grade 11, from Grade 10 to Grade 12, “and from Grade 11 to Grade 12 was
statigtically significant.

3’l"he gain from Grade 10 to Grade 1l.and from Grade 10 to Grade 12 was statiuicany :ignificnnt

AThe lowest quarter gained significantly more than the second quarter from Grade 10 to Grade 11
,and from Grade 10 to Grade 12. . 1

.( ‘1 -
IR
higher than the mean of the boys. The sex difference was an:eignifi— )
cant for reading or math.

The .mean gain of the total students of Cohort 1 across the three
times of testing was significant in English, reading, and math. The
gain was significant from grade 10 to grade 1l and from grade 10 to
grade 12 in English and math and from grade 10 to grade 11 and from |,
grade 11 to grade 12 in reading. '

The lowest (first) quarter of Cohort 1 in mental ability gained -
"gsignificantly more than the second quarter in reading from grade 10 to
grade 11 and from grade 10 to grade 12. The differences in reading
between the other pairs of quarters were not significant. The gains
of the other mefttal ability quarters were not significantly different
in English or math. The gain by sex interactions were not significant
in any of tﬁg'three areas tested. L.

The summary of the significant differenceg for Cohort 2 is pre~-

- gented in Table 7.5. The mean achieveient of the girls of Cohort 2,
averaged across the ‘three times of testing, was significantly higher
" than the mean of the boys in reading and English, ' The difference
between the mean achievement of the boys and girls in math was not

- significant.. The mean gain of the total students of Cohort 2 was
significant from grade 10 to gradé 11, grade 11 to grade 12, and from
grade 11 to grade 12 in reading and English. The gain in math from
grade 10 to grade 11 and from grade 10 to grade 12 was significant ‘but:
the gain from grade 11 to grade 12 was not. The four quarters in men-
tal ability gained equally across the three times of testing. Relatiye
to the significant gain by sex interaction, the females gained more in

-~ l/ 4

b 23 N , !
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Table 7.5. Significant Differences (ANOVA p £ .05) in Bducational Achievement, Gain from Grade 10 |
— — - —to Grade-1} rade 12, and Post=hoc Cowparisons X Cotort :2+ ~Hood River Valley - -
High School . s
Sex(S) * Gain(G) GXs ° GXQ ‘GXSXQ . '
/ ; 1 . 2 . . r,»
Reading ‘ .044 <,001 NS - NS . NS
English <.o01! <.0012 .005% NS NS et
Math NS <.001® .037° s NS .

J

1T'ne mean achievement of the females was significantly higher than the mean of the
males. py ’ ‘

2
The gains from Grade 10 to Grade 11, from Grade 10 to Grade 12, and from Grade 11 to Grade 12
were statistically significant.

3

The femalea gained significantly more than the males from Grade” 10 to Grade L2 and {t/h
Grade 11 to Grade 12. . . L. .

v

The gains from Grade 10 to Grade 11 and from Grade 10 to Grade 12 were statistically significhE;

<

5There were né statistically significant pair-wise comparisons.

2 _~" .
English than the males from grade 11 to grade 12 and from grade 10 to
grade 12, The gain by sex interaction was not significant for reading
and, although significant for math, the difference between any two
times of testing was not significant. ,

Comparison of the Achievements and the 2 .

Gains of the Two Longitudinal Cohorts

“The mean mental ability of Cohort 1 was 104.49 whereas that for
Cohort 2 was 106.30. Analysis of covariance, with mental ability the
covariate, was used in identifying the significance of the main effects
and also in comparing the gains of the two successive cohorts. Table 7.6

.dndicates the significant differences (ANCOVA)‘ for cohort, sek, gain,
and' interactions. The post~hoc comparisons are given in fodtnotes 3
and .4. Co . '

The mean achievement of Cohort ! in reading, averaged across the

three times of, testing, was significantly higher than that of Cohort 2.

The mean achievements of Cohort 1 were not significantly higher or

lower than those of Cohort 2 in English or math. The“‘mean achievement .

of the .girls, of the two cohorts combined, averaged across the three

times of testing, was significantly higher than the wean of the boys

in reading and English and not significantly different in math. The

students of the two cohorts combined gained significantly across the

231 '




Table 7.6, Significanc Ditfhrences (meom‘—oﬂmaxmrﬁﬁvw:, Gutm xt’ﬁ." e

Grade 10 to Grade 11' to Grade 12, and Post-hoc Comparisonsafor Two Longitudinal “Cohorts ' Lo >
" Hood Ri\ler Valley High School . . . . cat . R
oL 7 . : - oF -
. - * . ¢ - . -,
- ’ ‘ : ) * LN . . . . . .o ) - ot

! : ' Cohort(c) Sex(S) SXC  Gain(G) GXC 4 X8 GXCxs.

- i -« - k-
, N . . - - * - e * " v . N
. Reading . . .020* . w028 - xs <.001 LN . Ns! ., N8 e
.. v~ . ., ’ " . PN iy RPN Pt
. . English ° WS <.001® s <.9o( oos3 NS. % ‘.oal,“ R
: 4 alonnt ] K ’;

ﬁh . . - NS 5 <.001 . Ns,; N8 T, W .- (‘

- , M - [

/“-};‘Tbe mean achievement of Cohort 1 was significantly Wer than the mg:hn of Cohort 2 “ N N
» M

v
The mean achievement of the femelee was significantly higher_tﬁan the mean' of the mal :‘

S\ 3Cohoxrt 1 gained significantly more than Cohort 2 from Grade 10 to Gude 11; Cohort 2 gdxtett -,
significantly more than Cohortiﬁrom Grade 11 to Grade 12, . a

The females of Cohort 2 gained more than the males from Grade 10 to Grad> IZend from Graae 11

. ¢ to Grade 12; the males of Coz‘ort 1 were about equal to the females from Grade “10 to Gﬁ:de 12 '
and gained more\ghan th lea from Grade 1l to Grade 12, % .
. . . L4 . v

(]

T — . B o .t

. "/ three times of testing'in all three areas tested. iegarding the sig-

nificant. gain by*cohort interaction, Cohort 1\gained more in Englﬁsh
han Cohort 2 from grade 10 to grade 11, while Tohort 2 gained mdre in

" 4 ish from ‘grade 11 to grade 12 The two cohorts gained equally in ‘
¢ L ‘ading and math. . ) ’ - .

-

N\ . No sex by gain iﬁfera on was significant' but there, was one
. . significant gain by cohortiby sex interactidén. Cohort 1 males and
females gained about the sa
the males gained more thdn the “females fyom grade.%l to grade 12 the
females ,of Gohort, 2 gained more than thg males fromagrade‘lo to grade 12

—;"”’, ) and from grade 11 to grade '12. -
R . . : , - ‘ . ‘ "\’ - *
. . Information on Students Not Eacluded p ) )
rd ) ‘ ) to SN e »
. . in Either- Longitudinal Cohort . . ) ~ RN
" “ The grade 11 students of 1977—78, the %fade {2 students of 1977-78, ." S
and the grade 12 students of 1978- 79 aré not included in Cohort 1. Simi-, *. -

‘ larly, the grade 10 studentg\of 1979-80, .the grade 10 students of 1980-81,
dythe grade 11 students of 1980-81 are not, The mean mental ability .,
. the mean educatione& achievement of ‘these groups are reported in,
T, tables in Klausmei r, l%ﬁrlin,.and Zindler (1982). This information :
may be of interest'to tMe reader who wishes to compare the achievement '
of these groups with the achievéments of Cohort 1 of Cohort 2% L, e
- ‘ M

> N -

e
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Relationship of Changes in Educatioﬁal Achievement
to Implementation of Improvement Stra&eéie;. ‘ Y
) and Unanticipated Events ‘f}% . e —

One main objective of this cooperative research was'to relate the

.changes in .student achievement from year to year to-the planned changes

that the staff made annually in order to implement thenthree img;ove~
ment strategies. As was explained in Chapter 2, the primary informa-
tion regarding the changes in student achievement from year to year is
drayn from the comparison of the achievements of each later grade 10,
11 and 12 group with the achievements of each earlier grade 10, 11,
and 12 group. The second basis involves a comparison»of the mean
achievement of the first and second longitudinal cohorts. The ration-
ale for using the mean achievements of the two cohorts, rather than
the gains, was presented in Chapter 2. .

Es- TR v
It will be recalled that the 1977-78 testing was done in May.
The results were tabled and interpreted by the staff during the first
semester of the 1978-79 school yéar. Not until 1éte” in the first
semester wefe any improvements planned and only minor ones couyld be
implemented in the second semester. Accordingly, the- compari“bns of
the achievements of the 1978-79 group of students with the 1977-78

group are treated as unrelated to planned improvements. .
e

Table 7.7 provides a summary of the codﬁarisons of the four suc-
‘tessive grade 10, grade 11, and grade 12° ‘groups with mental ability
scores, %he adjusted means, and the equivalent percentile ranks. The
differences between the achievements of the 1977-78 and 1978-79 grade 10 .
groups were not significant in any area tested. The 1979-80 grade 10
group achieved significantly higher in all three-areas than the 1977-78
nd the 1978~79 grbups. The 1980-81 grade 10 group .achieved signifi-
cantly higher than the 1977-~78 group gnd not significantly different
from the other two groups. These significantly -higher achievements of
the 1979480 and 1980-81 grade 10 groups over the groups of the pribr
years are judged to have resulted from the following planned changes:
(a) goal setting by the. staff starting in 1979-80 to "bring the mean .
achievemeht of each quarter of each grade up to the mean mental abil-
ity of each quaster and to provide a better educational program for
the ind?vidual~student with special attention given to students achiev-
ing below expectancy, (b) a program to improve reading achievement- ‘
starting in 1978-79, (c) a required English 10 course starting in
1979-80, (d) a mathematic¢s placement program starting in 1978-79,
(e) advising of students regarding math courses by math teachers .
starting in 1980-81, and (f) requiring students to complete three
units\o_,a ‘course rather than only one starting in 1980-81.
. it
. No difference in achievement between any pair of the first three
grade 11 groups was significant. Howevef, the mean reading, English,
and mathematics achievement of the 1980-81 grade 11 group was signifi~
cantly higher than that of each of the grade 11 groups f the three
prior years, except English 1980-81 vs. 1978~79. The higher achieve- '

L. 233
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Table 7.7. Summary of Pindings Regarding Mean Achisvement of Four Successive Grade 10, Grade 11,
¢ and Grade 12 Groups and Percentile Ranks Corresponding to Adjusted Means: Hood River Valley
High School

Comparisons of Successive Groups B

1978-79 1979-80 1980-81 1979-80 1980-81 1980-81
vs vs vs vs vs vs
1977-78 1977-78 1977-78 = 1978-79 1978-79 1979-80

Grade 10

7 Reading NS s+ s+ s+ NS NS
English NS S+ S+ L St NS NS
. Math NS s+ s+ s+ \ *NS Ns
& Grade 11 1.
Reading NS NS S+ NS S+ 5+ A -
English NS NS 5+ NS NS s+ /47[
Math NS NS s+ NS s+ S+ AT a
. Grade 12 -
Reading NS NS NS NS NS NS
English , NS . NS NS NS NS NS
Math NS NS NS NS * NS NS
Adjusted Means and Equivalent Percentile Ranks .
1977-78 1978-79 1979-80 1980-81
. X Zile X le X Zile X Zle //
- Grade 10 . . _.,\,m
Reading 47.85 74 46,20 70 53.66 81 °*  52.85 80 .
English 43,04 46 41,56 43 47.74 56 49.14 60
’ - Math 25,99 54 24,50 49 29.43 64 28,91 62 ‘
Average Student N 195 160 173 132 .
Grade 11
Reading 54,1054 55.42 59 52,81 52 ° 58.55 65
English 47.32 45 © 48.64 48 46.67 43 51.40 55 ,
Math 29.49 56 30,18 58 30.00 58 32.88 66
Average Student N 151 169 113 156 v
\
Grade 12 . \ ‘ ’
Reading 56.34 53 59.03 58 58,81 58 56.73 54
English « 49,05 42 51.34 47 51.85 48 50,58 45
Math 30.64 53 32.39 59 32.00 58 31.66 56
Average Student N 116 137 145 110

S+ The mean achievement of the group of the later year was significantly higher than the
. mean of the group of the earlier year,

" FRIC

Aruitoxt provided by Eic:
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ments are related to the preceding planned changes made for grade 10
that were also made for grade 11. The fact that the 1979-80 grade 10
group achieved significantly higher than the 1977-78 grade 10 group
while the 1979-80 grade 11 group did not achieve higher than the
earlier grade 11 group is accounted for in terms of the cumulative
effects of the planned changes. For example, the 1980-81 grade 11
group took the required English class when in grade 10 but the 1979-80
grade 11 group did not.

*
*

No difference in achievement between the successive grade 12
groups with mental ability scores was significant. This lack of
significantly higher grade 12 achievement cannot be accounted for
except that the 1980-81 grade 12 group did not experience any of the
planned changes in the curriculum, advising, and instruction when in
grades 10 and 11 that the 1980-81 grade 10 and grade 11 groups did.

/s

The preceding significant differences in the mean achievements
are refTected in the percentile ranks given in Table 7.7 for the suc-
cessive grade 10, 11, and 12 classes. The fact that the increases
from 1977-78%to 1980-81 for the grade 10 and 11 classes ranged from 6
to 14 percentile ranks merits recognition.

’ - N

Table 7.8 presents a summary of findings regarding the two lon-~
gitudinal cohorts. The mean achievement of Cohort .1 in reading,
averaged across the three times of testing, was éIgnificantly higher
than the means of Cohort 2. The differences between the two cohorts
were not significant in English and math.

N

Table 7.8. Summary of Findings Regarding Mean Gain and Mean Achievement of Two
Successive Longitudinal Cohorts: Hood River Valley High School

Cohort with

Means of Each Cohort ' Higher Average
L , Achievenment
_ Cohort 1 _ _ Cohort 2 -
X - X X X X X
Gr. 10  G6r. 11 Gr. 12 Gr. 10 G6r. 11 Gr. 12 .
\Reading 52.65 57.19 58.99 51.33 54.90. 58.33 Coh. 1
English 47.26 51,07 51.54 47.34 49,13 51,98 NS
Math , 29.13  31.91 32.21 29.22 32,24 33.01 , NS

Student N 134 100 ¢
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Results Related to’.Student Attitudes

%

The I0X School Sentiment Index, Secondary Level, was administered
to the students of grades 10, 11, and 12 in October of each year
1978-79 and 1979-80 and to a random sample of 10 boys and 10 girls
from each grade in 1980-~81. (There were 19, rather than 20, students
from one grade.) ‘

o

The inventory has seven subscales. Other items were constructed
and interspersed in tfie scale to obtain student attitudes regar
their "Guide Group" activities. (Each student had a faculty gui
advisor; a group of students met with their guide on a regularly
scheduled weekly bagis.)

The student responded to each item of the inventory by indicating
strong agreement, agreement, disagreement, or strong disagreement. A
favorable response may involve agreement or disagreement, depending on
the item's wording. A strong favorable response was scored 4 and a
strong unfavorable response 1.

The students did not give their names on the answer sheets. There-

fore, it cannot be determined whether some of the students who took the
inventory in grade 10 also took it in g:ade 11 and grade 12. Moreover,
only a rapdom sample of 59 students of grades 10, 11, and 12 took the

inventory in 1980-81, 20 from each of two gfades' and 19 from the other.

The mean rating for each of the eight subscales is given in
Table 7.9. A few general trends are now presented. .

First, the attitudes of the students of grade 10; grade "11, and
grade 12 were very. similar. Moreover, the attitudes of the students
did not change much from one year to the next. The difference between
any two grades and between any two years was typically under .10, a
very small difference in terms of the size of the standard deviation

units. .

The mean ratings were typically above 2.40 and up to 2.53 on four
scales, namely, learning, which was highest, teacher‘authority and con-
trol, teacher interpersonal relationships, and social structure and
climate. The mean ratings for teacfler mode of instruction ranged from
2.25 to 2.35, for peers from 2.11 to 2.27, for general from 2.13 to ~
2.24, and for the guide groups from 1.98 to 2.13. The standard devia-
tion was very high for guide groups and the mean ratings were low,
indicating a wide range in the ratings assigned by the students to the
items of this scale.

These results regarding attitudes are not clearly relatable to the

”ﬁhanticipated events or to the planned changes. A specific planned

change was to carry out activities starting in 1979-80 and continuipg

into 1980-81 to bring the-mean rating on each subscale up to 2.50, How-

ever, the mean ratings of 1980-81 were about the same as the ratings

» for the earlier years.
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Table 7.9. Attituwdss-ST Students of Grades 10, 11, and 12 toward Various Aspects of Schooling:
Bood Rdver Valley High Schook N ;
_ . ) — ‘ 1980-81 .
Yo Grade 10 . < Grade 11 Grade 12 Combined
s . Grades
Subscale 78~79 79-80  78-79 79-80 78~79 79-80 10,11,12
: 1. Teacher: Mode of  Mean 2,28 2.28 2.35 2,34 2,25 2.30 2.31
Instruction SD .35 .33 .35 37 .37 .38 .35
2, Teacher: Authority Mean 2.43 2,50 2,46 2.52 2,37 2.42 2..4'6
and Control sD .37 .36 .38 .35 - .39 .35 .38
3, Teacher: Inter-
personal
Relationships Mean 2,42 2.43  ~~2.43 2.43 2,31 2.39 2,40
“ith Students sD 44 .38 45 41 46 b 45
4. Learning Mean 2,50 2.53 2,49 2,52 2,49 2.48 2,51
sD .31 .30 .34 Sl 32 .33 .29
5. Social Structure Mean 2,33 243 2.42 2,40 2.33 2.41 2.47
and Climate SD .33 .34 .35 .32 .34 .32 .35
6. Peer Mean 2.19 2.2% 2,25 - 2,24 2.11 2.23 2,27
SD .43 42 W45 45 46 .38 47
7. Guide Groups Mean 2.09 1.98 2.13 2.00 2,05 2,07 2.14
. SD .54 .55 61" ST .61 .63 .67
- . r
8. General - Mean ,2.21 2,26 4 2,23 2,22 2.13 2,23 2,27
SD .39 .39 o .37 W46 .40 40
N 193 - 181 207 . 153 163 140 59
N . -4 g
S~
Conclusions
One purpose of the present research was to determine how well the
Hood River Valley staff could implement the following improvement strate- .
gies: (a) arranging an appropriate total educational program of courses
and other activities for each student, (b) arranging an appropriate in-
structional program in English, mathematics, and reading for each stu-
dent each semester, and (c) setting goals for the students of each
_grade 10, and 12 and planning and carrying out related improvement
activit . Teacher advisors planned and monitored the individual
educatidnal programs of their advisees during the first two years of -
the project. This resulted in many students taking only one unit of
five-unit courses and also not t\a‘[&ng many advanced courses in English
or mathematics. 1In 1979-80 the advising was changed so that English
and mathematics teachers were involved in advising all sgudents re;
8 garding English and mathematics courses. In 1980-81 all students were
{ required to complete at least three-units of each course that they
| started rather than being permitted to discontinue a course, even
| P befm{e completing one unit. Already in 1977-78, the .teachers were
' Q ‘ 237 . v
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arranging instructional programs for each student enrolled in their
courses, especially to take into account differences among the stu-
. dents in the rate at which they achieved the objectives’ of the course.
A Changes were made in the instructional programming practices during
each year, including 1980-8l1. Goal setting in English, mathematics,
and reading, and carrying out related improvement activities were
carried out in 1979-80 and in 1980-81, Accordingly, a considerable -
number of changes were made im implementing the educational program-
ming and instructional programming strategies throughout the project.

. Another objective of the research was to maintain a satisfactory
level of achievement in English, mathematics, and reading from year to
year and to raise achievement that was regarded as not satisfactory.
The grade 10 class of 1980-81 achieved significantly higher than the
classes of 1977-~78 and 1978-79 in English, mathematics, and reading.
The grade 11 class. of 1980-81 achieved significantly higher than the
classes of 1977-78 and 1979-80 in all three areas, and higher than the
class of 1978-79 in reading and mathematics but not in English. The
grade 12 class of 1980-81 did not achieve significantly different from
any prior class. The secondslongitudinal cohort achieved significantly
lower in reading than the first one and not significantly different in
English and mathematics. Based on these findings we conclude that
continuously refining the educational and instructional programming
practices, combined with the implementation of the goal-setting stra-~
tegy starting in 1979-80, was effective in producing higher student
achievement in grades 10 and 1l. The last grade 12 class did not
’ " achieve higher, apparently because many planned improvements did not
start when the students were ‘enrolled in grades 10 and 1l1.

The attitudes of the students toward school remained stable from
. the\first year of testing in 1978-79 to 1980-81. The attendance of
the students was about the same in 1980-81 as in 1977-78 as was the
dropout rate; however, attendance declined and the dropout rate in~
creased in 1979-80.

The negative results pertaining to the lower attendance and the

- higher dropout rate in 1979~80 are attributed mainly to placing higher
demands on the students to achieve. The lack of a greater gain in
positive attitudes may also be attributed to making greater demands to
achieve and simultaneously decreasing the flexibility of the curricu-
lar and instructional arrangements. Unanticipated events, including a
teacher strike and many changes in the staff in 1978~79, and the deepen-
ing recession in the forestry and lumber industry probably contributed
to lack of more favorable student outcomes.

-

-




CHAPTER 8

SUMMARY AND DISCUSSION . ,

This project included both developmeﬁt and research activitiess
Thé goal of the development was for each school to "start or refine
three improvement strategies and to start or refine school structures
and processes that would enable it to implement the strategies. This
is referred to as the development of the school's improvement capabil-
ity. The research was conducted to determine the effects of implement-
ing the improvement strategies on student outcomes. The effects of un~
anticipated events, that occurred each year were also assessed, since
they might have influenced student outcomes.

Both the development and research were based on a conceptual de~ ~
sign for the improvement of secondary education that was formulated
before the first data collection and data analysis were undertaken by °
the schools. The conceptual design incorporates the school structures
and processes and also the improvement strategies that, if made opera-
tional, will result in the betterment of secondary schooling. Accord- .
ingly, the validity of the design as a conceptual framework for guiding
the renewal and improvement activities of secondary schools was ascer-

tained.

v

The research had four purposes, all related to the development of ) "
the schoolls improvement capability., One was for each school to main- ..
tain a satigfactory level of student achievement from year to year or , .
to raise the level of student achievement where it was identified as :
unsatisfactory. Maintaining or raising achievement in English, mathe-
matics, and reading was a common concern of the five schools, and it
was the primary objective of the schools for conducting the .reséarch.

A second purpose was to determine the extent to which each school could

carry out its own data collection and data analysis amd then plan and

carry out improvement activities based on the results of the data

analysis. The improvement activities of each school were related to .

its implementation 'of three improvement strategies: individual educa- .
tional programming, individual instructional programming, and goal
setting. A third objective was to relate the changes that occurred in
student achievement from year to year to the implementation of the
improvement strategies and to unanticipated events that occurred and
hat influenced student achievement. The fourth objective was to, re- 1
late the organization structures and processes of each school to its i
implementation of the strategies. .

The conceptual design for imbroving secondary education was ‘pre-
sented in Chapter 1 and the research methods and procedures were ex-
plained in Chapter 2. In Chapters 3 through 7, the findings‘'pertain~
ing to the preceding pnrpOses were presenited for each of the five & - % i
schools that participated in the research. In this chapter the pur- .. ', ’
poses and methods of the study are highlighted first.. Then, the find- |

¢
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ings across the five schools regarding sex differences in achievement
and gains in achievement, and differences among the four quarters in
mental ability are brought together and discussed. This is followed
with conclusions regarding the implementation of the improvement strat-
egies by each school and the school structures and processes that
facilitated the implementation of the strategies. These conclusions
are related to the recent school effectiveness literature. Next, the
cooperative improvement-oriented research method developed and used in
the present project is summarized and related to other methods of edu-
cational research. Concluding observations are then offered.

Participating Schools and Data Gathered . . _

by Each School \

Steuben Middle School is an inner-city school of Milwaukee that
had an average annual enrollment of about 850 students in grades 7 and
8 combined. About half of, the student population is black and the
other half is white, including Hispanic. 1Its academic teachers and
students were organized into groups, called Instruction and Advising
(I & A) Units. The typical 'l & A Unit had four teachers and 120 stu-
dents.

The Metropolitan Achievement Test was administered annually in
the spring to all the studefits of the scho6l. The Otis-Lennon Test of
Mental Ability was administered annually in grade’ 5. Other informa-
tion collected annually on the students included attendance each year
and self-concepts and attitudes the last three years.

Webster Transitional School is a suburban school of grades 6, 7,
and 8 with a predominantly white student population. The enrollment
declined from 761 in 1977-78 to 712 in 1980-8l. The academic teachers
and students were organized into I & A Units that varied in number and,
composition from the first to the last year as the enrbllment declined.
The typicyl I & A Unit of the lastﬁyear had three teachers and 75 stu- -
dents. ' i ‘

A locally constructed language arts test, a locally constructed
mathematics test, and the Gates-MacGinitie Reading Tests'were adminis-
tered. The locally constructed tests were administered in the fall,
the spring, or both while the Gates-MacGinitie Tests of Reading were
administered gnly in the spring of each year. The Short Test of Educa-
tional Ability was administered in grdde 7. ’

The test scores of ind;vgdual students were available for final .
analysis for grade 6 starting in 1977-78, grade 7 in $978-79, and
grade 8 in 1979-80. Information regarding student attendance was
gathered all four years, and student attitude information was gathered -
annually for the last three years. / —

.Carl Sandburg Junior High School is a rural, suburban junior high
school of grades 7 and 8 with a predominantly white student population.

_)\, e
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Its total enrollment was 388 in 1977-78 and 322 in-1979-80. °Its aca-
demic teachers and students we;z organized into T & A Units. It

changed its achievement test battery in 1980-8l. Accordingly, the .
1979-80.

N
M

data were analyzed only throug
{

The students were adminiégefed the Metropolitan Achievement Test
annually in the spring. Information on student attendance and student
attitudes was gathered annuafly.

Cedarburg High School is a suburban high school of grades 9 through

12 with a predominantly white student population. Its enrollment dropped
from 1376 to 1214 in the f¢ur years of the project. Starting with the

. grade 9 class of 1977-78, Ats teachers and 'students .were either in a
beginning continuous educdtional progress program, called PACE, or in
a traditional program thq& was continued from the prior yeéax. The
grade 9 PACE students and their academic teachers were organized into
an I & A Unit consisting of four academic teachers and 100 students.
The same organizational pattern was employed in grade 10 in 1978-79
and thereafter and in grade 11 in 1979-80 and 1980-8l1. 1In grades 9
and 10 the four academic teachers taught the PACE students English, -
math, science, and social studies in classes only for the PACE students.
In grade 11, only part of the PACE students were taught.in PACE classes,
mainly English and social studies.

The Short Test of Educational Ability was administered in grade 9 .
annually. The Iowa Tests of Educational Development were administered
in October :to all the grade 9 students in 1977-78, the grade 9 and 10
students ih 1978-79, the grade 9, 10, and 11 students in 1979-80, and
the grade 9, 10, 11, and 12 students in 1980-81.. Information regard-
ing student attendance, attitudes, and dropouts was gathered for
students when in these same grades. -

”
Hood River Valley High School is a rural, small town high &chool h FHT
of grades 10, 11, and 12. A small percentage of iwgi/students are
»~._0Oriental and the remainder are white. Its enrollment during the four
years of the study dropped from 785 to 607. Its teachers were organ-
ized into broad curricular fields.

The Stanford Test of Academic Skills was administered annually in
the spring to all the students. The General Aptitude Test Battexny was
administered to the students when in junior high school in grade 9.
Information was gathered annually in Hood River Valley High School on
attendance and dropouts each year and on student attitudes the last
three years. ‘

In addition to the preceding information regarding student out-
<comes, each school provided the project information regarding its
planned improvements each year, non-focused planned changes that were
made each year, and unanticipated events that occurred. The project
director used this information in relating changes in these processes
and events to the changes in student outcomes.




Research Method

|

]
A four-phase research method was, employed. The first phase in- +
volved the formulation and initial validation of a conceptual design |
“for the improvement of secondary. education. In the second phase each
school collected educational achievement information on all its stu-
dents annually and analyzed this information descriptively, along with
the available mental ability scores of the students. The school used
the results of this annual data analysis in identifying subject fields,
grade levels, and quarters of the students in mental ability for whom
achievement was lower than desired. Improvement goals were then set
to raise the achievement level of the low quarters and to maintain the
Jlevel of the quarters that were satisfactory

As noted, each school had a mental ability score and an achieve-
ment test profile for-each student. This information was used to
identify the student whose achievement percentile rank in any subject
field was above or below the mental ability percentile rank. This and
other information was used by the advisor in planning the educational
.program of the student and also by teachers in arranging an appropriate
instructional program for the student in each course included in the
student's educational program.

In the third phase of the research, the project analyzed the data
on each student after the last data had been collected. In one kind
of analysis, the achievements of the students of the same grade in
school were compared, for example, the four grade 7 classes of Steuben
Middle School. This analysis is referred to as cross-sectional and
the groups of students are referred to as successive grade 7 classes.
Analysis of covariance, with mental ability the covariate, was used in
the cross—-sectional analysis of the data to take into account differ-
ences in mental ability among the successive classes and between thg s
males and females. Where a difference among three or more means was

. found to be significant at or beyond the .05 level, post—-hoc compari-
sons were made of each pair of means.

A longitudinal cohort consisted of a group of students who entered
the first grade of a school, tofk all the tests, and remained through
the last grade. Répeated measures analysis of variance was used in
analyzing the data of each longitudinal cohort. Comparisons were made
of the achievements of the quarters in mental ability. and of the males
and females, averaged across the times of testing.- The gain among the
quarters in mental ability and bétween the males and-females was also
compared. Where a difference significant at or beyond the .05 level ,
was found among three or more mean gains, post-hoc comparisons were :
made to determine the significance of the difference of the gain be-
tween each two times of measurement.

Each school had two or three longitudinal cohorts during the four
years of the project. The mean achievements of the cohorts and of the
males and fémales, averaged.across the times of testing, were compared.
The gain of the two cohorts between the times of testing were also com-
pared. Analysis of covariance, with mental ability the covariate, was
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used to determine the significance of difference among means. Accord-
ingly, the achievements and the gains of the quarters in mental ability
could not be compared. (The longitudinal data from Cedarburg High
School was not analyzed in this manner for reasons to be indicated

later.) ‘ /

The data regarding student attitudes, attendance,‘and dropouts
were analyzed, using descriptive statistics. Tests of statistical
significance were not made.

In the last phase of the research, the project director related
the changes in student outcomes that occurred from year to year to the
implementation of the improvement strategies and to the unanticipated
events that occurred. Causal inferences were drawn. Each school re~
viewed the relationships and the causal inferences. - ‘

Improvement Strategies

-

Three closely related improvement strategies were worked out by
the schools and. the project director: individual instructional pro~
gramming, individual educational programming, and goal setting. The
implementation of two or three of these strategies was either started
or refined by each school at some time during the four years of the
project.

The individual instructional programming strategy was employed at
the classroom level. It could be implemented without implementing
either of the other two strategies. This strategy called for the
teacher to take into account each student's achievement level in
relation to mental ability and the student's motivation, learning
styles, and other characteristics. This information was used by the
teacher in determining the amount of time the student should spend in
and out of class on required learning activities, the proportion of
individual, small-group, and large-group instruction the student
should receive, the amount of attention the student should/ get from
the teacher, and similar classroom processes that should be used.

Individuafééducational programming called .for an advisor to plan
an appropriate program of courses ‘and other educational activities
with each advisee each semester, to monitor the student's progress
during the semester, and to evaluate the program. The student's
career goals as well as other characteristics mentioned earlier were
considered. An effective educational program could not be implemented
for a student unless the student's instructional program in each course
was effective. Similarly, the student could not receive effective
instructional programming in a course that was unsuited to the stu~
dent's learning capabilities, career goals, and other characteristics.
However, individual educational programming could be implemented with-
out implementing goal setting for a group of students.

The third strategy was to set goals for the total group of stu-
dents of a grade, or for certain quarters of a grade in mintgl ability,

243
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and to plan and carry out improvement activities to achieve the goals.
The goals were based on the analysis of Fhe achievement and other data
gathered by the school. The utilization' of this strategy called for
the implementation of one or both of the preceding strategies. How-
ever, more than this was required, for example, when the gcuriiculum
was not appropriate for some of the students, when an insufficient °
amount of time for instruction was allocated to a particular subject
field, or when other school conditions did not permit achievement of a
goal.

Y TRy e

Certain school-organization structures and processes facilitated~
the implementation of the goal-setting strategy and also the preceding
strategies. These structures and processes are presented and:dis-
cugssed later in the chapter.

Sex Differences in Achievement

The importance of promoting high achievement‘by both bBoys and
girls in all subject fields is well recognized. Despite this, differ-
ences between the sexes in achievement in English, mathematics, and
reading are often found at the middle school and high school levels.
It is possible that these differences are decreasing as-schools give
more attention to eliminating sex discrimination.

In the present project differences in the mean achievements of
boys and girls of each school were identified. It was assumed that
any differencgs found between the gsexes in mean achievement were not
related to the improvement strategies employed in the schools. Simi-
larly, it was assumed that any differences in the gains of the boys
and girls were not caused by the implementation of the improvement
strategies or by the unanticipated events. On the other hand, it

might be expected that implementing the individual instructiomal—
programming strategy and the individual educational programming
strategy equally effectively with boys and girls would reduce sex
differences in achievement. N

Mean Achié&emeht

Standardized educational achievement tests were used in four of
the participating schools, whereas in Webster Transitional School
locally constructed tests were used in all areas except reading. So
that the results here can be related to other reports of sex differ-
ences that employ published tests, the summary of the differences
between the males and females is limited to the first four schools.

Table 8.1 provides a summary of the significant differences
(ANCOVA, p <~709) in educational achievement between the males and
females of grades 7 and 8 of Steuben Middle School and Carl Sandburg
Junior High SchoRl.’ Two-separate analyses were performed on the data
from each schaol, the first for the ,total number of boys and the total
number of gir}s of all the grade 7 classes combined and the setond for

v
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Table 8.1. Summary of Significant Differences (ANCOVA) in Educational Achievement between Males and Fenales of Grades 7 and 8 of Steuben Middle School -
and Carl Sandburg Junior High School . * o . ‘ .
‘ V4
. € -
! STEUBENR MIDDQE SCHOOL \ CARL SANDBURG JUNIOR HIGH SCHOOL :
Grade 7 Grade 8 Grad(e 7 «~ Grade 8 "
J Sex Sex i " X * Yex Sex
Differ- ..Differ- . Differ- , Differ- ~
Males Females ences Males Females ences Males Females ences Males Females . ences *
o N X § X » K x N X N X N X P N X N X P
§ 3 1 : 3 2 oo . nma2
Word Knowledge 5417 23.62.-608 22.68 .015 446 28.17° 518 26.93 .003 256° 91.90 227 % 02 '.824 278° 96.40. 229 96610 .834
- Reading 542 19.12 608 18.88 651 446 22.93 519 22.38 .170 256 90.89 227 92.66 .0444 280 95.75 228 97403 . ,211
Reading Total 539 42.81 608 41.58 ,093 445 51.12 518 49.29 .0123 256 92.41 227 9%.46 .160 278 97.50 228 97.95 552
-~ d -
Language 543 40.44 603 43.25 <.0014 448 44.46 512 47.77 <.0014 255 93.06 226 98.19 <.0014 278 98.23 227 101.89 .<.0014 -
Spelling 535 26.33 600 27.69 <.0014 447 28.14 514 30.32 <.0014 253' 94.30 226 98.47 <.0014 ! 285 96.58 228 102.19 <0014
Math Computation 537 21.19 603 21.80 .098 438 23.57 514 23.43 518 253 95.90 226 98.68 .0024 285 98,74 228 100.48 .0344 -
< »
Math Concepts ’5534 19.56 600 19.27 .350 436 22,20 514 22.03 .578 253 89.33 226 90.89 ,0574/ 285 91.59 ,228 91.78  .844 F
. . ‘ oo 3 - L
Math Problem 3 . 3 A . .
Solving 532 16.07 602 15.57 .024 431 18.89 514 18.02 .005 253 95.76 226 97.08 .133 285 98.69 228 98.75 .970
Math Total 529 156.94* 600 56.72 .684 429 64.88 508 63.69 -.136 253 98.78 226 100.77 .01%1"J . 285101349 228 102.42 «234
‘Seience “ ‘ 258 97.15 227 95.09 .0023 281 100.47 227 96.71 <.0013
. 7 .
Social Studies 258 95.16 229 94.81+ .584 281 98.99 227 97.73 .135
L. N \ ’ 5
1 . T )
. "The N is the total number, tested in four years. t -
. A .
2 .
The N is the total number tested in’'three years. . “
"The mean of the males was significantly higher than the mean of tfne females. ‘ - o
. 1 « B
lﬂl‘he mean of the females was significantly higher than the mean of the males. ~
. -~ ‘
rd
A4 1 . -
4 . 4 ‘24 8/‘ i
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the grade 8 classes combined. All students were included who took one
or more achievement tests and who also had a mental ability score.
Accordingly, the number of students of each grade varies from one
achievement test to another. The data were combined for the grade 7
classes and for 'the grade 8 classes in order to assure that the find-
ings would be generalizable to the population of students of each
school. (The same procedure for selecting students was followed for
the two high schools.)

] The Metropolitan Achievement Test was used in both schools; how-
ever, the raw scores of Steuben Middle School and the standard scores
of Carl Sandburg were analyzed. The means and the levels of signifi-
cance are given in Table 8.1 so that the direction of the difference
favoring either sex as well as the level of significance may be ob-
served. * In the following discussion, attention is given to the con-
sistencies and the inconsistencies between the two schools regarding
the sex differences significant at or beyond the .05 level. It is
important to recall that the discussion here pertains to mean achieve-

t averaged across the same grade, not to gaih\9f the same students
b3 one time of testing to the next. ’

Consistent results were found in language £%zﬂipelling in both
grades 7 and 8 in both schools; the mean of the females was signifi-
cantly higher than the mean of the males.

The results between the two schools are. inconsistent for the
three subscores in reading. The males of Steuben achieved signifi-
cantly higher than the females in grade 7 and grade 8 in word knowl-
edge and in grade 8 in reading total; at Sandburg the only significant
difference waq,iﬂ‘fﬂ?“reading subtest in grade 7, and the females
achieved significantly higher than the males. -

The results between the two schools are inconsistent in certain
mathematics gubtests. The females of both grades 7 and 8 at Sandburg _
achieved significantly higher in math computation than the males;
whereas the differences were not significant for either-grade at
Steuben. In math problem solving the males of grade 7 ahd grade 8 of
Steuben achieved significantly higher than the females; whereas the
differefices at“Bandburg were not significant. Related to math total
the differences were not significant at Steuben for either grade;
however, at Sandburg the mean of the females in grade 7 was signifi-
cantly higher than the mean of the males.

The social science and s;;in&’ﬁfﬁ&ies,teats were .not administered
at Steuben. At Sandburg the mdles achieved significantly higher than -
the females in grades 7 and 8 in science, whereas the differences’

between the sexes in social studies were not significant ifi either

grade. . L

-~

Table 8.2 presents the summary of tpe significant sgex differeﬁceg
at Cedarburg High School and at Hood River Valley High School. The
results are based on the Iowa Tests of Educational Development at -
Cedarburg and on the Stanford Test, of Academic Skills at Hood River i
Valley. Accordingly, one cannot infer that the tests were measuring
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Table 8.2. Summary of Significaﬁt Differences (ANCOVA) in Educational Achievement between Males and Females of Different Grades of Cedarburg High
School and Hood River Valley High School

v . CEDARBURG HiGH_SCHOOL
Grade 9 Grade 10 Grade 11 Grade 12
Sex Main Sex Main - Sex Main ) Sex Main
Males Females Effect Males Females Effect Males Females Effect Males Females Effect
N X § X P N X N X P N X N X P E X ®& X P

1 4

15.87 381 17.01 <.001® 2341 16.72 224 17.82 .019° 123" 16.02:100 17.46 .081

Comprehension 522 14.23 521 15.03 <.001% 384

.941 234 17.42 224 18.36 .072 123 18.04 100 15.41 153

Vorsbulary . S22 15.08 521 15.30 .387 384 16.93 381 16.87
Reading Total 522 14.08 521° 14.58 .014f B4 15.85 381 16.48 0144 234 16.73 224 17.66 .044° 123 16.88 100 18.17 .090
Usage S22 14.15 .521 16.14 <.001° 38 15.79 381 17.88 <.001' 234 15.62 224 18.42 <.001% ‘123 15.60 100 17.93 .004*
Spelling 522 12.98 521 15.81 <.001° 384 14.73 381 17.65 <.001° 234 15.75 226 19.04 <.001% 123 15.27 100 18.42 <.001%
Language Total 522 13.69 521 16.12 <001 38¢ 15.43 381 17.98 <.001' 234 15.86 224 19.00 <001 123 15.58 100 18.50 -<.001*
Math 522 .15 s21 12.89 <.001> 38 1628 381414.82 <.0013 234 17.02 224 16.16 .012° 123 17.63 100 16.24 .031°
Social Studies 522 13.56 521 13.60 » .801 384 15.68 381 15.64 .750 234 16.41 224 16.68 .884 123 16.53 100 17.28 .523 -

- 3 3

Science S22 15.88 521 15.16 .00S° 384 18.31 381 17.68 .01l
4 ag 16.16 381 17.40 <.001% 234 16.04 2264 18.61 <.001' 123 15.43 100 18.14 .023

234 19.08 224 18.47 .101 123 16.55 100 17.27, .418
Use of Sourcés 522 15.48 521 16.87 <.001 & .

-

HOOD RIVER VALLEY HIGH SCHOOL

[ . - ) ’ .
Reading 1332 48.87 327 s1.10 002 297% 5478 292 56.05 .061  247% $6.01 261 59.60 <.001*
English 333 41.91 327 48.42 <.001% 297 45.38 292 52.00 <. 1“j5£§47 46.65 261 S54.73 <.001% et

L ‘.
Math 333 26.79 327 27.45 .161 297 30.38 292 30.99 .222 ¥ 247 31.11 261 32.30 :068
l‘l‘he N is the total number tested in all years and includes both PACE and traditional students. There were four Grade 9, three Grade 10,
two Grade 11 cdasses, and one Grade 12 class.
N

2‘l‘he N is the total number tested in three years. Hood River Valley High School has no Grade 9. &;

3The mean of the males was significantly higher than the mean of the females.
‘The mean of the females was significantly higher than the mean of the males.
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the same achievement. The three most comparable test areas are read-
ing total, language total, and math at Cedarburg High School and read-
ing, English, and math at Hood River Valley High School. Although-
differences related to other test areas at Cedarburg High School are.
interesting, the present discussion is limited to these three most
comparable ones. ’

The means of the females of grades 9, 10, 11, and 12 of Cedarburg
High School were significantly higher than the means of the boys in
reading total and in language total with one exception, namely, the
difference was not significant in reading total in grade 12; 1In a
parallel manner, 'the means of the girls of grades 10, 11, and 12 of
Hood River Valley were significantly higher than the means of the boys
in reading and in English with one exception, namely, the mean in
reading of the girls of grade 11 wag not significantly higher at the
.05 level (it was at the .06 level). ~

The ‘difference between the sexes in mathematics was inconsistent
for the two high schools. The mean of the boys of Cedarburg High
School was significantly higher than the mean of the girls in all
grades in mathematics; but at Hood'Rivgr Valley High S¢hool the dif-
ferences were not significant in any g%éde and the obtained means of
the females were higher than the means of the males in grades 10, ll,
and 12.

-

Sex Differences in Gain in Achievement

Did the differences between the males and females remain constant
.from grade to grade? This question was answered by analyzing the signi-
ficant gain by sex interactions of the longitudinal cohorts of the
four schools. The summary of the significant gain by sex interactions ‘
related to the nine areas tested for three longitudinal cohorts of
Steuben and two longitudinal cohorts of Carl Sandburg are given in
Table 8.3. Of 27 possible gain by sex interactions at Steuben Middle
School, that is, nine for each of three cohorts, only three were found
to be statistically significant. The girls of Cohort 3, but not of
the other two cohorts, gained significantly more than the boys in
reading from grade 7 to grade 8. The girls of Cohort 1, but not of
the other two cohorts, gained more from grade 7 to 8 in spelling,
while the girls of Cohort 2 gained more than the boys from grade 7 to \\
8 inwmath concepts. The differences in the gains of the boys and"
girls were not significant for any cohort in word knowledgg, reading
total, language, math computation, math problem solving, and math °
total. - : T

There were 18 possible significant gain by sex interactiong for
the two longitudinal cohorts at Carl. Sandburg Junior High School.
Only two were found to be significantly different. The girls of
Cohort 2 gained significantly more than the boys from grade 7 to
grade 8 on the reading subtest and also in reading total. Based on
these results from both schools it appears that the gains in achieve~
ment in all subject areas are much the same for boys and girls from
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Table 8.3. Summary of Significant Gain by Sex Interactions (ANCOVA) of Three Longitudinal Cohorts of Steuben Middle School and Two Longitudinal Cohorts *
of Carl Sandburg Junior High School
- ‘ ]
COHORT 1 - , COHORT 2 . COHORT 3 .
Grade 7 Grade 8 Gdin X Sex Grade 7 Grade 8 Gain X Sex Grade 7 Grade:8 Gain X Sex T
4 sD X SD P X SD X SD P X sD X° sp S
= ~ =
2 -
STEUBEN ’
Reading Males 21.87 8.37 24.82 9.01 .735 18.00 8.48 22,49 9.26 .748 19.70 8.70 22,93 8.94 <.001:l
Females 20.76 8.80 23.60 9.33 17.38- 7.47 22.07 8.95 19.25 8.55 23.07 8.56
Spelling Males 26.74 7.61 29.08 6.73 L0341 26.69 7.26 28.54 7.69 .268 25.54 6.88 30,22 6.24 .066
- Females 26.96 6.31 30.83 6.07 27.99 7.20 30.50 6.51 27.81 7.21 31.06 6.35
Math Concepts MHales i8.82 7.57 23.65 7.86 .265 19.65 7.09 22,26 7.62 L0171 ¢ 21.80 6.50 23.73  7.02 .873
. Females 18.45 5.78 22.48 7.46 ~18.33  7.07 22,32 6.94 20.78  6.29 22.64 6.57
-~
N Males 97 -106 96
Females 94 .0 , 141 . 120 .
3 ' 1/
SANDBURG .
Reading Males 91.86 15.19 97.38 15.74 .857 | 90.72 15.72 - 96.13 16.53 .0241
Females ,91.83 11.61 97.76 12.40 91.32 17.26  100.08 14.75 ’
Reading Total Males 93.31 43.26 98.77 14.79 .343 91.24 14.12 96.52 15.07 .0091 v
Females 93.05 11.55 99.62 12.31 93,10 14.92 100.95 14.19 .
N Males 78 71 e
Females 58 63
ll’emales gained 'significantly more than males. ’ : ¢ !

~
2’l'here were no significant differences between males and females of any c0hon at Steuben in Word Knowledge, Reading Total, Language, Math Computation,

Math Problem Solving and Math Total.

1€

3‘Ihelre were no significant differences between males and females of either cohort at Sandburg in Word Knowledge, Language, Spelling, Math Computation,
_Magh Concepts, Math Problem Solving, Math Total, <Science and Social Studies.
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grade 7 to 8 except in reading where there is a tendency for the girls
to gain more than the boys. 7/

Table 8.4 presents a summary of the significant gain by sex inter-
actions of two PACE longitudinal cohorts and two traditional longitud-
inal cohorts of Cedarburg High School and, two longitudinal cohorts of
Hood River Valley High School. The results for 10 areas of testing
are given for Cedarburg and for three at Hood River Valley. of 20
possible significant gain by sex interactions involving the PACE
cohorts only one was found to be significant. Here the males of s
Cohort 2 gained more than the females from grade 10 to 11 in science. .
0f the possible 20 statistically significant gain by sex interactions .
involving the traditional cohorts, only two were found significant.

The females of Cohort 2 gained more than the males in language total
from grade 10 to grade 11. Although there was a significant gain by
sex interaction for Cohort 1 related to use of sources, the difference
in the gain between any two grades was not significant.

Two of a possible six statistically significant gain byQsex inter-~
actions were found for the two longitudinal cohorts of Hood River
Valley High School. The girls of Cohort 2 gained more from grade 10
to grade 12 and grade 11 to grade 12 in English than did the boys.

The mean gain made by the girls of Cohort 2 in mathematics was greater
than that by the boys; however, the difference in the amount of gain -
made by the boys and girls from any one grade to the next was not
significant,
. Based on the very few significant gain by sex interactions at the
high school level, we infer that boys and girls gain about equally
from one grade to the next in reading and mathematics. The only ex-
ception is that girls tend to gain more in the language arts-—English

‘area.
P

Related to the patterns of gains in all subject fields from grade 7
through 12, we infer that the boys and girls gain equally from one grade
to, the next except fpr reading from grade 7 to grade 8 and English from
grade 9 through 12. Clearly, the boys did not gain more than the
girls in mathematics from grade 7 to grade 8 or during the high school
years,

The preceding results regarding the differences between the mean
achievements and mean gains of the males and the females may.be related
to other research findings. Maccoby (1966) reviewed approximately .
1600 studies on educational and psychological differences between
males and females. Subsequently, Maccoby and Jacklin (1974) arrived
at conclusions of three kinds regarding sex differences: widely
confirmed differences, questionable differences, and unfounded myths
-about differences., Block (1976) examined the same studies and other
information. She confirmed some of the conclusions of Maccoby and
Jacklin and drew others. The three "confirmed" differences of Maccoby
and Jacklin regarding academic aptitudes that Block agreed with follow
(Block, 1976, P, 307). First, the mean verbal ability of girls is
highér thdn the‘'mean of boys. This ‘higher verbal ability should be"
reflected in higher achi"!ment in areas such as reading, vocabulary,

%
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Cohort
Table 8.4. Sumsary of Significent Gain by Sex Interactions (ANCOVA) of Two Longitudinal Cohorts of Cedarburg High School and Two L°“31"“"1“‘31 orts
of Hood River Valley High School ~
GRADE 9 GRADE 10 GRADE 11 " __GRADE 12
Males Females Males Females Males Females Males Females Gain X Sex
X sD K X sD N b SDy % Sp X Sb b ¢ SD X sD X~ sp P
z
CEDARBURG
PACE 1 - 296
Science Cohort 17 15.31 5.96 29 16.63 4.86 32 18.21 5.26 18.44 5.25 19.93 6.20 20.66 4.88 17.4» 8.08 19.56 5.00 -396,
Cohort 2~ 16.84 4.52 44 14.98 4g47 43 19.98 4.57 19.91 3.88 21.22 4.00 19.26 3.37 .009
- Traditional - . E
Language (Cohort 1 12.37 4.33 73 14.41 4.29 49 14,03 5.20 16.90 4.14 14.45 5.65 17.16 4.41 14.89 6.42 17.67 5.30 [(;ng
Total 4 cohort 2 13.67 3.57 S5 15.89 3.89 75 15.55 3.39 17.16 3.83 16.85 4.72 19.61 4.15 .
6
Use of Cohort 1 13.42 4.94 14.43 5.27 14,03 6.50 16333 4.90 13.99 6.54 17.00 5.91 14.40 8.13 17.92 7.35 .042 B
Sources Cohort 2 15.71 5.13 17.01 4.39 16.40 5.52 16.84 4.66 16.78 6.38 19.08 5.30 .051
HOOD RIVER . . ¢
VALLEY 3 .
English Cohort—1 67 67 43,28 13.94 51.24 10.89 #6.58 13.13 55.57 10.32 47.64 13.73 55.43 10.65 .308'7
- Cohort 2 50 ‘ 50 44,36 14.44 50.32- 9.17 46.12- 13.12 52.14 10.03 47.10 14,03 56.86 7.94 .005
. . 10.14 .885
Hath Cohort 1. 28.28 - 10.86 29.99 8.34 30.85 10.93 32.97 9.14 31.24- 10.98 33.18 6 i
? Cohort 2 29.54 10.11 28.90 8.79 32.86 10.09 3,1.627 9.44 32.26 "10.96 33.76 9.00 .037 .
[ T ’
. Y
1Cohort 1 included Grades 9 through 12; Cohort 2 Grades 9 through 11. . B
21'hete were no significant differences at Cedarburg between PACE males and females of either cohort in Comprehension, Vocabulary, Reading Total, Usage,
Spelling, Language Total, Math, Social Studies, and Use of Sources. There were no significant diffgrences at Cedarburg between traditional males and
females of either cohort inm Comprehension, Vocabulary, Reading Total, Usage, Spelling, Math, Social Studies, and Science.
31'h¢fe was no significant difference at Hood River between males and females of either cohort in Reading. Hood River does not have 2 Grade 9.
4 i
5m1es gained more than females from Grade 10 to Grade 11. -
Females gained more than males from Grade 10 to Grade 11,
6'1'he‘re were no significant pairwise comparisons. - X
7The females gained more than the males from Grade 10 to Grade 12 and from Grade 11 to Grade 12. ’ . - 8
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comprehension, and spelling. Second, the mean visual-spatial ability .

of boys is higher than the mean of girls. Third, the mean quantita-

tive ability of boys is higher than the mean of girls. These higher
visual-gpatial and mathematical abilities should be reflected in ' .
higher achievement in areas such as mathematical concepts and mathe~

matical problem solving. Block (1976) also found that these differ-

ences become more pronounced with increasing age from early childhood

through adolescence. i .

A more recent report indicates that about 1,000,000 high school
students took the Scholastic Aptitude Test in 1980; 51.8% of them were
females. The mean verbal and mathematical aptitude scores of the boys

=, and the girls of 1980 and also those of 1970 and 1975 follow (Educa-
’ tional Testing Service, 1980, p. 5):

Mean Scholastic Aptitude Test Scores of
High School Boys and Girls
Verbal Aptitude Mathematical Aptitude
Male Female Difference Male Female Difference
1970 459 461 +2F 509 465 =44F
! 1975 437 431 -6F 495 449 ~46F
1980 428 420 -8F 491 445 ~46F

Notice that the mean verbal aptitude of the girls was slightly lower
than the mean of the boys in 1975 and 1980, whereas the mean mathemat—
ical aptitude of the boys was considerably higher for all three years.

A smaller group of the high school girls and boys took the Test
of Standard Written English, an achievement test. The girls' mean was
higher than that of the boys in 1980, but the difference between the
girls and boys narrowed from 1975 to 1980, as is shown in Figure 8.1

MO>BM<> Moo=t

“ 1975 ' ip78 T 1977 T 1978 .7 1979 [ 1588 ¢

YEAR

Figure 8.1 Means of boys and girls on test of standard written English.
. (From: Educational Testing Service, 1980, p. 5.) - T
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(Educational Testing Service, 1980, p. 5). We should note before "
proceeding further that this test and the SAT discussed earlier were
administered to high school students who intended to go to college

after graduation; not to the total student body of the schools, as was

done in the present project.

Fennema and Sherman (1978) did not find a significant sex differ-
ence in mathematics achievement in grade 8. Hgwever, a significant
difference was found in grade 11 favoring the boys (Shermah, 1980). A
significant difference in visual spatial ability between the girls and |
the boys was found in grade 8 and also in grade 11, favoring the boys. |
Sherman (1980) concluded that the difference béftween the boys and girls 1
in mathematics achievement that developed from grade 8 to.grade 1l was |
partially determined by the sex~related difference in spatial ability
but also by sociocultural influences that assign mathematics 'as a male
domain. One indicator of the sociocultural influence was that the
girls had a much sharper decline than the boys in favorable.attitudes
toward mathematics from grade 8 to grade ll. This finding of a sex
related, sociocultural factor as a determinant of girls' lower math
achievement and interest in math confirmed earlier results found by
Sherman and Fennema (1977).

It is interesting to note that in the present project (a) no
significant sex differences in math total were found in either school
in grade 7 or grade 8 except in grade 7 of Carl Sandburg Junior High
School where the mean of the girls was significantly higher, (b) the
boys of Cedarburg High School achieved significantly higher in math in
all four grades while the difference between the boys and girls at
Hood River Valley was not significantly different in grade 10, 11, or
12 and (c) there was no significant sex difference in the amount of
gain favoring the boys from grade 7 to grade 8 in either school, from
grade 9 to grade 12 at Cedarburg, or from grade 10 to grade 12 at Hood
River Valley High School. Thése findings are not in harmony with
those of Sherman and Fennema. However, the lack of a significantly
higher gain in mathematics by the boys during the high school years
may be due to the instructional and educational programming strategies
used in the present study.

When the results related to English, reading, and mathematics
from all the prior sources including the present project are combined,
~we conclude that the mean achievement of girls is significantly higher
than that of the boys in spelling and language usagé in grades 7 and 8
and in English and reading from grade 9 onward through grade 12. The
mean of the’ boys is not always significantly higher than that of the
girls in mathematics in any grade, 7 through 12, although most studies P
indicate higher achievement in high schPol.

The discrepancies among the findings of the various studies imply
that the differences inethe characteristics of the particular samples
. of students, differences in the tests that are used, and other factors,
including instruction and advising, determine whether the average achieve~-
ment of boys or girls is higher in mathematics from grade 7 through
grade 12 and in reading in grades 7 and 8. Accordingly, much caution s
is requireed before making any prediction or assumption as to whether

— g
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the mean achievement of the boys or girls of a given school will be
higher. And even more important, a reliable prediction cannot be made
about any individual student's level of educational achievement in any
subject field, based only on knowing whether the student 'is male or
female.

Finally, the consistently lower mean achievement of the boys in
the English/language areas, including reading in high school, suggests
that this may be of great concern for the occupational and career plans v
of the boys. Undoubtedly, high achievement in the English/language
arts is as necessary for boys to achieve occupational success as is
high achievement in mathematics for girls. 4 P

Differences in Achievement Among Quarters in Mental Ability

Historically, students of lower mental ability are thought not to
gain as much in the academic subjects during their secondary school
years as students of higher mental ability. However, a considerable
amount of federal and state legislation during the 1960s and 1970s was
directed toward encouraging higher achievement by the lowest achieving
students. In the present research the improvement strategies were s
directed toward getting each student to achieve up to the student's
mental ability level. Particular attention was given to raising the
achievement of the quarters achieving below mental ability and also to
individual students whose.,achievement percentile rank was farthest
below the mental ability percentile rank. Table 8.5 summarizes the
significant gain by quarter interactions for each longitudinal cohort
of each school.

At Steuben Middle School thﬁre were three longitudinal cohorts.
A total of 72 pairwise comparisonis of the four quarters of the three
cohorts might have been statistically significant, a total of 24 for
each of the cohorts, 6 for each of the 4 areas tested. Of these 72,
only four were significantly different. The first and lowest quarter
of each Cohorts 1 and 2 gained significantly less than two higher
quarters in reading total. There were no significant gain by quarger
interactions in language, spelling, or math total.

There were 48 possible significant pairwise comparisBns at Sand~
burg Junior High School, involving the four quarters of each of the two
cohorts-in four areas o@ testing. Here there were only two significant ¢
pairwise comparisons. /'Quarter 1 of Cohort 2 gained more in spelling
from grade 7 to grade/é than did Quarters 3 and 4. '

At both Steubenrénd Sandburg, the students of .each cohort could
show a gain only froﬁ the grade 7 to the grade 8 testing. At Webster
Transitional School the locally constructed tests--parts of speech,
sentences, languagz/total, and mathematics--were administered a total

of four times in grades 6, 7, and 8. Accordingly, a total of 288
pairwise coﬁparig ns might have been significant. Reading vdcabulary
and reading comg;ehension were measured once per year for three years.
Accordingly, 72 pairwise comparisons might have been sigqlficant re-
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Table 8.5. Summary of Significant Gain by Quarter Interactions (ANOVA) for Each Longitudinal Cohort
of Five Schocls '
[ — .
STEUBEN Cohort 1 Cohort 2 ohort 3 Total Number of Possible Pairwise
G7-G8 , G7-G8 7-G8 Comparisons Across Cohorts
Reading Total Q2,Q37Q1 /4 Q3,04>Q1 NS 3 18
Language NS ' NS . NS 18 p
Spelling / Ns Ns © NS 18
Math NS NS NS 18
L el
SANDBURG Cohort 1 Cohort 2
G71-G8 G758

Reading Total Ns* ’ NS . 12
Langnage NS NS | . 12
Spelling NS 81>q3,04 12 .
Math To'tal NS NS . 12
WEBSTFR Cohort 1 Cohort 2 -~
Parts of >
Speech NS NS 72
Sentences G6F-G7S:QB>Qll G6F~37F:Q4>Q1 r 72

G6F+G85:03,Q4>Ql G6F~G7S:Q3,0Q4>QL

G6F +(8S:Q4>Q1 -
Language )
Total >+ NS NS ', L f _72,
Mathematics G6F~G7F:Q3,Q4>Ql G6F~G7F:Q3,Q4>Ql ' 72
- G6F~G7F:Q4>Q2 G7F~G8S:Q1 TQ3,Q14 -

G6F-G8F:Q4>Q1

G7F~G8S:Q1,Q2>Q4
Vocabulary NS NS 36
Comprehension G6S~G8S:Q4>Q3 NS " y 36 T4
CED./\RBL'RG2 'Y
HOOD RIVER G10-+G11 G11-+C12 : G10-+G12
VALLEY Cohort 1 Cohort 2 Cohort 1 Cohort/2 Cohort 1 Cohort 2

/4 '
Reading Q1>Q2 NS NS Ng/ Q1>02 NS 36
English NS NS NS NS . NS NS 36
Math NS NS NS /"Ns NS NS \ 36
-»

7
"IG = Grade, F = Fall Testing, S = ASpri.ng Testing.
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There were no significant‘ Gain by Quarter Interactions for the two PACE longitudinal cohorts.
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lated to these two subjects, A total,éf 18 significant pairwise
differences were obtained.” Seven significant differences were found
< for sentences and in all cases Quarter 3 or Quarter 4-gained signifi- \
cantly more tham Quarter 1 (lowest quarter). Ten significant differ-
//. ences were related to mathematics; in six instances, Quarter 3 or 4
gained more than Quarter 1 while in the other four Quarter 1 gained
more than a higher quarter including Quarter-4. The last significant
pairwise comparison showed $hat Quarter 4 of Cohort 1 gained more in
reading comprehension than did Quarter 3.
» - ‘ v . .. -~
There were no significant differences between the gaing of any )
two quarters of either PACE cohort in any of the 10 areas tested at
’ Cedarburg High School. Of the 108 possible significant differences at
- Hood River Valley High School only two were significant., Quarter 1 of
Cohort 1 gained more than Quarter 2 from grade 10 to grade 11 and also
from grade 10 to grade 12 in reading.

. - ) .
) i "In view of the very sma%% number of gain x quarter interactions .
; and the related small number bf significant pairwise comparisons, we
conclude cht the quarters in mental ability with very few exceptions
gained equally from one grade to the next in the two middle schools,
.the junior high school, and the two senior high schools. The first
* author of this monograph hfﬂ not expected to find this pattern of

> gains. It was anticipated|that Quarter 4, the highest quarter, might
not gain more’than ‘any othér quarter because of the fact that a number
of students in each school in the top quarter in.mental ability scored .7
near ‘the top of the test. However, it was expected that Quarters 2 ’
and 3 would quite consistently gain mgre from one grade to the next
than did Quarter 1, the lowest quarte Apparently, the considerable
effort incall five sehools that was directed toward securing higher
achievement by the lowest-achieving students, regardless of their
mental ability level, contributed to Quarter 1 gaining as much from
one grade to qu next as Quarters 2 and 3. ) .

4

Effects of  Implementing the Improvement Strategiés

»

on the Total Grade Groups and Longitudinal Cohorts
. v

-

A central purpose of this research was ?b‘gdgermine the effects
of annually implementing three improvement:strategies on sgedent .-
achievement in English, mathematics, and reading. A sumary of the .
concluBions regarding this purpose is presented for each school. ;

Steuben Middle School, Carl Sandburg Junior High School, and Hood

River Valley High School are presented first since there were baseline

. grades in 1977-78 for all the grades of these schools and the achieve-

' " ment testing was done*in the spring of the year. TR these three .
schools, only minor planned improvements coutd be made in the second

semester of 1979~80 since the first sptingt achievement test daﬁa of

197778 were not summarized and interpreted until the fall semester of

the 1978~79 school year.. At”Webster Transitional” Schéol and Cedarburg R

High School most of the testing was done in the fall, including in

-

’
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1977~ 78 and there were not- baseline grades for each grade of these
schools in 1977-78.

The main information regarding student outcomes.that was fised in
determining the effects of implementing the improvement stratégies
each year is drawn from the comparisons of the achievements of the
classes of a given grade level; e.g., the four grade 7 classes of
Steuben Middle .School. The comparisons of the mean achievements of
the students of the later longitudinal cohorts with the achievements
of the earlier cohorts is regarded as providing supporting informa-
tion. A significantly higher mearn achievement by a later grade or
cohort is interpreted as a positive result. A significantly lower
mean 1s regarded as negative and a nonsignificant difference is re-—
garded as neutral, provided that there were no offsetting negative
effects of unanticipated events., For Cedarburg High School a non-
statistical comparison was made of the mean achievement of two PACE
and tWwo_traditional longitudinal cohorts.

Steuben Middle School -

Individual instructional programming was being implemented in the
academic subjects in 1977-78, and it was refined each year thereafter.
Individual educational programming was being implemented indirectly in
1977-78 inasmuch as the same academic subjects were required of all”
the dtudents and in these subjects individual instructional program-
ming was. being implement&d. Starting in 1978-79 and continuing there-
after the individual programs of orily part of the students were moni-

. tored and evaluated each semester. Goal setting and carrying out

related improvement activities were .started by about one-third of the~
I & A Unit teams in the second semester of 1978-79 and by all the I &
A Unit teams in 1979-80 and 1980-81. Accordingly, individual instruc-
tional programming and goal setting were implemented concurrently for
the first time in 1979-80, while individual educational programming
was lmplemented to a lesser extent,

What were the effects of implementing the improvement strategies
on student achievement? Table 8.6 gives the adjusted means of the
students of each grade 7 and grade 8 class that had mental ability
scores, the equivalent percentile ranks, and the results of the com—
parisons of the means of each pair -of classes. -

The mean of the 1978-79 grade 7:'¢lasses was significantly lower
than that of the 1977-78 class in rehd iiig total, significantly higher
in language, and not significantly different in spelling or math
total. On the other hand, the means of the last two classes were
significantly higher than.the means of one or both of the first two
classes in all f Teas--reading total, language, spelling, and math
total. The mean of the 1978-79 grade 8 class was significantly higher
than that of the 1977-78 class in spelling and not significantly dif-
ferent in the other three areas. However, the means of the last two
classes were significantly higher than the means of one or both of the
first two classes in all four areas--gteading total, language, spelling,
and math total. - i
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Table 8.6. Adjusted Means (ANCOVA) and Equivalent National Percentile Ranks for Successive Grade 7
. and Grade 8 Clasaes: Steuben Middle School
Comparisons of Succesazve Groups ” '
1978-79 1979-80 1980-81 1979-80 1980-81 1980-81
vs vs vs vs va vs .
. 1977-78 1977~78 1977-78 1978-79 1978-79 1979-80
Grade 7 ‘
Reading Total s- s NS s+ s+ NS
guage ] S+ S+ ) S+ NS S+ S+
. Spelling NS NS S+ NS NS NS
Math Total NS s+ S+ NS S+ NS
{ Grade ; .
Reading Total NS NS S+ S NS S+ “
: Language NS NS s+ NS, s+ NS ~
Spelling S+, S+ S+ NS NS NS
Math Total NS S+ S+ NS S+ NS
A ) Adfusted Means and Equivalent Percentile Ranks
. 1977-78 . l?ﬁ-79 w— T+~ 1979-80 - 1980-81
X Zile . X  Zle e « X Zle X Zle
Grade 7 )
Reading Total 43.44 34 .. 39,92 29 42,66 34 43,11 34
‘ Language //E§:}L_HABQ.”/~4" 41,17 32 42,09 36 ~ 45,27 42
Spelling T 26,17 40 27,31 44 " 26,76 44 27.69 48
Math Total 50.75 30 54,95 36 60.14 44 60.06 » 44 -
. ,  J >
Avarags Student N ‘ 223 ‘ 323 289 . 304
Grade 8
Reading Total 48,98 30 - 50.03 32 48.28 28 52.46 35 .
Language 44,66 30 45.37 30 . l;6.77 32 48,08 34
Spelling 27,64 32 29.25 36 * 29,74 38 3.0.57 39 ‘
' ) Math Total 60.45 32 62,53 34 65.43 36 68.38 42
4 I
Average Student N 228 237 267 ;,// 224 . .
S+ The mean of the group of the later year was nignifiunt:ly higher than the mean of the “\
. group of the earlier year.

S~ The mean of the group of the later year waa significantly lower than the mean of the
group of the earlier year.
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The results for the three longitudinal cohorts support these for
the successive grades. In all areas except reading total, the mean
achievements of the second and third cohorts were significantly higher
than those of a®prior one. Similar favorable results were obtained on
a locally constructed mathematics test.

These consistently positive results of the last two years are
attributable to the goal setting and carrying out related improvement
activities and to providing better instructional programs for the
individual students, including by the use of CAI for some students in
reading and math that started in second segester of 1978~79.

The attitudes of the students toward school and their self-concepts
remained stable until 1980-81 when they became slightly more positive. °
A planned improvement in 1986-81 involving'a human relations inservice
program probably contributed to the more positive attitudes and self-
concepts in 1980-81. The attendance of the students was about the
same from year to year but slightly higher in 1980-81. A program for
contacting parents of absent students and taking other positive actions
probably contributed to this increase in attendance in 1980-81.

Based on these findings regarding educational achievement, atti-
tudes, and attendance, we conclude that implementing the improvement
strategles was effective in produding desired student outcomegs. The
large majority of positive findings were accounted for with reasonable
certainty in terms of the planned improvements that were carried out
menting the improvement strategies. Regarding the effects

AN ted .events, the loss of six aides in 1980-81 probably
affects k .hEE;‘%chievement negatively, but this cannot be assured
inasmuch a8 sﬁhdent achievement was higher in 1980-81 . than in any
other year.}’ .

% C
¥/ " ' .
Va N I «

Carl Sandburg Junior High School

The teachers implemented individual educational programming in-
directly starting in 1977-78, but did not plan and monitor the indi-
vidual educational programs of their students. They were already
arranging individual instructional programs for each student in the
academic subjects, all of wh{ch were required of all the students.
Individual instructional programming was refined each year thereafter.

Goal setting and carrying out related improvement activities were

started for the first time in 1979-80. Thus, both goal setting and
individual instrictional programming were implemenged concurrently for
the first time in 1979-80, and individual educational programming was
implemented indirectly. The changes in student achievement from year
to year are given in Table 8.7. .
P

The mean achieyement of the 1978-79 grade 7 class was not .signif-
icantly different from that of the 1977-78 class in any of the four
aréas tested. However, the grade 7 class of 1979-80 achieved signifi-
cantly higher in language than the two earlier classes combined, higher
than both earlier classes in spelling and math total, and not signifi-
cantly different from either prior class in reading total. The differ-

263
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Table 8.7, Adjusted Means and National Percentile Ranks for Successive Grade 7 and Grade 8 Classea:
Carl Sandburg Junior High School - ) . . o .
. Comparison of ) Adjusted Means and
. Successive Classes Equivalent Percentile Ranks
[ d
1978-79 1979-80 1979-80 1977-78 1978-79 1979-80
vs vs - - -
1977-78 1977-78 1978-79 X Zile X Zile X Zile
Grade 7 -
Reading Total Ne Ne Ne 92.96 62 92.36 61 93.36 64
Language ; NS NS NS* 94,76 56 94.62 56 97.09 62
Spelling NS» S+ S+ 95.11 61 95.20 61 98.54 69
. ‘' Math Total NS S+ S+ 98.22 49 f 99,32 53 101.72 61
Average Student N 173 149 157 ’
Grade 8
Reading Total NC NC NC 97.96 60 97.37 59 97.75 60 .
Language NC NC NC 100.80 60 99,17 56 99,51 57
Spelling NC NC NC 99.86 54 ’ 98.11 * 50 99,14 52
Math Total NS S+ S+ 101.68 45 100,12 39 103.99 50
&
Average Student N 188 164 _ 159
S+ The mean of the class- of thée later year was aignificantly higher than the mean of the i
class of the earlier year.
S~ The mean of the class of the later year was significantly lower than the mean of the
class of the earlier year.
NC Poat-hoc not computed since the difference among the successive classes was not significant at
the .05 level. "
’ * The adjusted mean was higher for 1979-80 than for both prior years combined.
» - »
N = : N
e 'Q'q '.' [}
"y 3 ¢ - Ll e

Aruitoxt provided by Eic:
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ence among the three grade 8 -classes was not significant in reading
total, language, or spelling. However, the grade 8 class of 1972-80
achieved significantly higher than th€ two prior grade 8 classes in
math total. .

The results for the two longitudinal cohorts support the preced-
ing results. The students of the second cohort achieved significantly
higher than the first one in math total and not significantly different
in reading total, language, and spelling. .

The preceding positive results for 1979~80 are attributed to more
effective implementation of individual instructional programming and
implementation of the goal-setting strategy for the first time in 1979-80.
Implementation of the goal setting in 1979-80 was accompanied with in-
creasing the amount of time given to spelling and language and adding
a math problem-solving course for the grade 7 students and special math
activities for the high achieving grade 8 math students. Thus, the
positive findings are accounted for with reasonable certainty. Having
only new grade 8 language arts teachers in 1979~80 very likely was the
cause of the lack of significantly higher grade 8 achievement in lan~
guage, reading, and-spelling in 1979-80 and also the lack of signifi-
cantly higher achievement in these areas by the second longitudinal

cohort.

The grade 7 students' attitudes toward the school and toward the
teachers became more positive from the first to the third year while
their attitudes toward learning, their peers, and self remained con-
stant. The grade 8 students' attitudes toward the school became more
positive from the first to the third year while their attitudes toward
. their teachers, learning, their peers, and self remained relatively
constant. Two planned improvements are probably responsible for the
more favorable attitudes toward school by, the students of both grades
7 and 8 and by the students of grade 7 toward teachers: a staff ¥
development program of 1978-79 that was designed to develop a better
understanding of middle school adolescents, the formation of a Sand~
burg Parent Association, and the use of other techniques to promote ]
. moxe effective communication with parents. The nonspecific planned
:;Ents of 1978-79 that may have contributed to the more favorable
. ttitudes toward school were starting an intramural athletic program
in 1978-79 and an elective program in the allied arts. The fact that
attitudes toward learning, self, and peers either remained constant or
fluctuated somewhat from year to year appears to be unrelated to the
planned improvements or the unanticipated events. A loss of teachers .
in 1979-80 due to lower enrollment and the accompanying reorganization
f the four I & A Units into three units and a study to determine
/-€hether to close an elementary school or Sandburg Junior High School
were all regarded as having a negative effect on student attitudes but
this relationship. cannot be assured.

The attendance of the ‘students was about the same from year to
year. The small difference.in attendance is attributable mainly to
differences in winter weather conditions and the time of annual holi~
days and vacation periods. ) . .

’
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Hood River Valley High School

In 1977-78- each teacher, administrator, and counselor served as -
an educational advisor, or guide, to approximately 15 students. Dur-
ing the first two years of the project these guides consulted with
their advisees weekly or more often regarding whichgunits of courses
to enroll in, but they did not evaluate the effectiveness of the pro-
grams at the end of the semester or year. This advising was accom-
panied with some students not completing courses in any subject as
they might have during a semester and also not taking advanced courses
in English or mathematics as they might have. In 1979-80 the advising
was changed so that English and mathematics teachers were involved in
advising all students regarding English and mathematics courses.

Throughout the project the teachers arranged individual instruc-
tional-programs for each student enrolled in their courses. However,
the amount of individual assigniments decreased and the amount of class-
size group instruction increased during the first two years as instruc-
tional programming was refined. Goal setting and carrying out related
improvement activities were started in 1979-80 and continued in 1980-81.
Thus, a considerable number of refinements were made in the first two
strategies during the first two years of the project, and all three
were implemented in the last two years.

As shown in Table 8.8, the mean achievement of the 1978-79 grade
10 class was not significantly different from the mean of the 1977-78
class in any of the three areas--English, math, or reading. However,
the last two grade 10 -classes achieved significantly higher than one
or both of the first two classes in all three areas. These signifi-
cantly higher achievements of the last two grade 10 classes are judged
to have resulted from the refinement of individual educational pro-~
gramming in 1979-80 .and from the goal setting and related improvement
activities starting in 1979-80. The improvement activities included
(a) an inservice program to improve redding achievement starting in
1978-79, (b) a required English 10 course starting in 1979-80, (c) a.
grade 10 mathematics placement program startin§ -in 1978-79, (d) advis-
ing all students regarding math and English courses by math and English
teachers starting in 1980-81, (e) requiring students to complete three
units of a course rather than only one starting in 1980-81, and (f) in-
creasing the requirements in the academic ngjects for high school
graduation and decreasing the electives and the "survival skills" re~
quirements. - ‘

The mean reading, English, and mathematics achievement of the
first three grade 11 classes was not significantly different. On the
other hand, the 1980-81 grade 1l class achieved significantly higher
than the grade 11 classes of the three prior years, except that "the
mean achievement in English in 1980-81 was not significantly higher
than in 1978-79. ‘The higher achievements are accounted for by the
prior planned changes made for grade 10 that were also made for
grade 11. The fact that the grade 10 group achieved significantly
higher in 1979-80" than in 1977-78 in all three subjects while the
grade 11 group did not until 1980-81 is accounted foT in terms of the
cumulative effects of the planned changes. For example, the grade 11

26’6\
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Table 8.8, Adjusted Means and Percentile Ranks for Grade 10, Grade 11, and Grade 12 Clasees:
Hood River Valley High School .
Comparisons of Successive Groups.
1978-79 1979-80 1980-81 1979-80 " 1980-81 - 1980-81
vs vs vs vs vs v8
~ 1977-78 1977-78 1977-78 1978-79 1978-79 1979-80
Grade 10 . .
Reading NS S+ . S+ S+ NS NS
English NS - S+ S+ S+ NS NS
Hatﬁ - NS S+ S+ S+ NS NS
Grade 11
Reading NS o NS S+ NS S+ S+P
English NS - NS S+ NS NS S+
Math NS NS s+ . NS s+ s+
Grade 12 .
Reading NS NS NS NS NS~ —- NS
English NS NS NS NS NS NS
Math §S NS NS NS NS NS
} Adjusted Means and Equivalenf Percentile Ranks
1977-78 1978-79 © 1979-80 , 1980-81
' X~ ZXile X Xle X Zile X ZXle
Grade 10 .
Reading - 47.85 74 46,20 70 - 53,66 81 52.85 80
English 43,04 46 41,56 43 47.74 56 49,14 60
Math 25,99 .54 24,50 49 29,43 64 28,91 62
Average Student N 195 160 173 132
Grade 11
Reading 54,10 54 55,42 59 52,81 52 58,55 65
English 47.32 45 48,64 48 46,67 43 51,40 55
Math 29.49 56 30.18 58 30.00 58 32.88 66
Average Student N 151 169 113 156
Grade 12 *
Reading 56.34 53 59.03 5 58,81 58 56,73 54
Engligh 49,05 42 51.34 47, 51.85 48 50.58 45
Math - 30.64 53 32,39 59 32,00 58 31.66 56
116 137° 145 - 110

Average Student N

S+ The mean achievement of the group of the later year was significantly higher than the mean of

the group of the earlier year.

?
1

-




246 - N

class*of 1979-80 did not take. the required English.class when 4n-- =~ -
grade 10 but the .1980-81 grade 11 class did. )

The means of the later grade 12 classes were not significantly
different from the means of the prior grade 12 classes. This lack of
" significantly higher grade 12 achievement cannot be accounted for in .
terms of the planned changes that were made in the last two years in’
implementing the improvement strategies. However, the grade 12 class
of 1980-81 did not experience the planned changes in the curriculum,
advising, and instruction when in grades 10 and 11 that the grade 10
and grade 11 classes of 1980-81 did. . :

The results pertaining to the two longitudinal cohorts are not
readily related to the preceding tesults inasmuch as the mean achieve-~
. ment_of Cohort 2 was significantly-lower than the mean of Cohort 1 in
: reaéing but not significantly different in English and math.
k]

L]

The attitudes of the students toward school became slightly more
positive from the firdf year of testing in 1978-79 to 1980-81. Planned
improvements were carried out in 1979-80 and 1980-81 to get more favor-
able attitudes. , The lack of greater gains is probably attributable to
making greater demands on the students to achieve in the courses in
which they were enrolled and decreasing the studentls choice of courses'
and units oﬁ courses. Y

Attendance was about the same for the first two years, but it de-
creased and the dropout rate increased in 1979-80. Attendance increased
and the dropout rate decreased in 1980-81. The lower attendance occurred
in part when the potential dropoutd did not attend school regularly be-
fore withdrawing voluntarily or being dropped officially by.the school.
After some of the students dropped out in 1979-80, attendance went up
in 1980-81 and the dropout rate decreased. The lower attendance and
the higher dropout rate in 1979-80 are attributable to placing higher
demands on the students to achieve, to the deepening recession in the
forestry industry, or both. .

The conclusion is drawn with high confidence that implementation
of the thxee improvement substrategies in the last two years yielded B
higher student achievement in grades 10 and ll. The students of the .
last two grade 12 classes did not experience the several highly impor-
tant changes made when they werge enrolled in grades 10 and 11, . Unan- -
ticipated events included a teacher strike, many changes in the teach-
ing staff in 1978-79, and the recession in the forestry and lumbering'
industry that became especially acute starting in 1979-80. These
events very likely contributed to the lack of even more favorable
student outcomes.

Webster Transitional School

N—— .

The teachers of Webster were already arranging individual instruc- .
tional programs for their students in the academic subjects in the fall
0f /1977-78, and they refined their practices each year thereafter. In
1978-79 they started planning and monitoring the individual educational
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programs of their student advisees. Goal setting and carrying out re-
ldated improvement activities were started by all of the I & A Unit teams
in 1979-80. Accordingly, the three improvement strategies were being
implemented in all grades in 1979-80 and 1980-81.

It will be recalled that the test scores of individual students
were available for final analysis for grade 6 starting in 1977-78,
grade 7 in 1978-79,. and grade 8 in 1979-80. The results for the suc-
cessive grade 6, gradeé: 7, and grade 8 classes are given in Table 8.9.

The fall test results for grade 6 reflect the students' achieve-
ment during the elementary school years and are not discussed further.
The spring test results of grade 6 reflect the educational program at
Webster. The means of the grade 6 classes of 1978-79 and 1979-80 in
reading comprehension in the spring were significantly higher than the
mean of the grade 6 class of 1977-78 and not significantly different
in reading vocabulary. The grade 7 class of 1979-80 achieved signifi-
cantly higher than the first class of 1977-78 in mathematics, vocabu-
lary, and comprehension and not significantly different in the other
three areas--parts of speech, sentences, and language total. The °
1980-81 class achieved significantly higher than one or both of the
two earlier classes in all five areas except reading vocabulary where
it achieved significantly lower than the two earlier classes. The
means of the grade 8 class of 1980-81 for parts of speech, language
total, mathematics, and reading comprehension were significantly
higher than the means of the class of 1979-80, not significantly
different for sentences, and significantly lower for reading vocabu-
lary. ~

The findings for the two longitudinal cohorts support those just
enumerated for the successive grade 6, grade 7, and grade 8 classes.
The mean achievement of Cohort 2 was significantly higher than that of
Cohort 1 in mathematics and reading comprehension, significantly lower
in reading vocabulary, and not significantly different in the other
areas. .

The consistently higher achievements in 1979-80 and 1980-81 are
attributable primarily to the refined individual instructional pro-
gramming and to the goal setting that was started in 1979-80 and con-
tinued in 1980-81. Moreover, child~parent conferences were started on
a systematic basis in 1979-80 and continued into 1980-81. These con-
ferences included discussion of the child's educational program and
also’ the child's progress or lack of it.

The negative finding regarding reading vocabulary is related to a
fundamental deficiency in the school district's language arts curricu-
lumr that extends from the primary school into the high school. Insuf-
ficient attention is given to reading vocabulary at all of the school
levels and the middle school staff could not make the changes in the
curriculum that were necessary to overcome the deficiency.

# The attitudes of the students toward varioué aspects of their
schooling remained relatively stable except that there was a small
drop in 1980-81, The *ess favorable attitudes in 1980-81 may possibly
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Table 8.9. Adjusted Means of the First and Last Grade 6, Grade 7, and Grade 8 Classes: Webster Transitional School

Comparison of Successive Classes F
1978-19 1979-80 1979-80 Adjusted Means and Equivalent Percertile Ranks
vs . vs vs X
1977-78 1977-78 1978-79 1977-78 1978-79 . 1979-80 &
Fall Spring Fall Spring PFall Spring Fall Zile Spring Zile Fall ZXile Spring ZXZile Fall Zile Spring Zile o«
Grade 6 ) s )
Parts of Speech NS NA NS NA NS NA 80.73 L 87786 . 87.21
Sentences NS NA NS NA NS NA 9.15 7.48 7.45 .
Language Total NS NA NS NA NS NA 90.61 : 90.57 94.92
Mathematics NS NA S+ NA S+ NA 44,85 44,80 59.56
Vocabulary NI NS NA NS NA NS 54,27 67 54,67 68 55.29 70 N
Comprehension NI s+ NA S+ NA NS 52,79 60 54.53 67 54,42 67
Average Student N 180
Comparison of Successive Classes . ~ :
1979-80 1980-81 1980-81 Adjusted Means and Equivalent Percentile Ranks
vs . vs vs
1978-79 1978-79 . 1979-80 1978-79 N 1979-80 . 1980-81 -
Fall Spring Fall Spring Pall Spring Fall Zile Spring Zi1lé Fall ZXile Spring Zile Fall Zile Spring ZXile
-
Grade 7
Parts of Speech NS NS S+ S+ S+ S+ 119.27 158,07 120.20 162.68 137.28 169.58 ¢
Sentences NS NS S+ S+ S+ S+ 20.46 43,32 22.38 45,74 31.23 50.21
. Language Total NS NS S+ S+ S+ S+ 139.75 201.10 142.77 208.42 168.64 219.85
Mathematics S+ NA .S+ NA NS NA 100.89 116.19 125.95
Vocabulary NA s+ NA S~ NA S~ 54,25 67 55.61 71 52.53 60
Comprehension NA S+ NA S+ NA S+ 55.21 70 56.76 75 59,13 82
Average Student N 196
Comparison of Successive Classes
1980-81 Adjusted Means and Equivalent Percentile Ranks
vs :
1979-80 1979-80 1980-81
Fall Spring Fall 2Zile Spring 2ile Fall Zile Spring Zile
o 0
Grade 8 5 - -
Parts of Speech NA s 168.05 e 172.03
Sentences NA -NS 51.84 54,55 —
Language Total NA S+ 219.45 226,69
Mathematics S+ S+ 159.03 206.97 168.66 . 214,97
Vocabulary NA S- 55.32 71 53.86 65 ;)»? c
Comprehension NA 5+ 54.87 69 58.33 80 e (4

Average Student N 207
S+ ‘The mean of the class of the later year was significantly higher than the mean of the class of the earlier year.
S~ 'The mean of the class of the later year was significantly lower than the mean of the class of the earlier year.

NA Not administered.
NI Not included in the analysis.
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have been related to the increased demand placed on some students to
achieve higher.- - ’

The attendance of the students was about the same from year to
year but slightly lower in 1980-81, apparently due to winter weather
conditions, the timing of holidays, and parents taking their child out
of school to coincide with the parents' vacation times.

.There was a considerable reorganization of the teachers and stu-
dents into I & A Units in 1979-80 due to a continued decline in student
enrollment. Six teachers were new to the school in 1980-81. These
unplanned events may have been a deterrent to even higher achievement
by the grade 6, 7, and 8 classes of 1979-80 and 1980-81.

Cedarburg High School

At Cedarburg High School there were two alternative programs of
education starting with the entering grade 9 c¢lass of 1977-78. One
was a continuous progress program, called PACE, and the other was the
traditional high school program that was continued. Each year follow-
ing 1977-78, another grade 9 PACE group started, and the initial PACE
group moved upward one grade. Accordingly, there were four successive
grade 9 PACE groups that were tested:starting in the fall of 1977-78,
three grade 10 groups starting in the 'fall of 1978-~79, two grade 1l
groups starting in the fall of 1979-80, and one grade 12 in 1980-~81.

The students enrolled in the two programs on a volunteer basis.
Those who enrolled in the PACE program consistently had higher mean
mental ability and higher mean achievements when they entered grade 9.
Because of these and other possible_differences, such as in motivation,
the mean achievements of the PACE and traditional students were not
compared statistically.

Individual educational programming was carried out reasonably
well during the first two years of the project, 1977-78 and 1978-79.
Individual iPstructional programming was carried out for the first two
sets of PACE'students reasonably well when they were in grades 9
and 10, except for a curriculum constraint, but for only part of the
PACE students when in grade 11. The curriculum constraint was that
the PACE students had to use the same textbooks and study the same
content as the traditional students in all courses, even though the
PACE students entered grade 9 with considerably higher mean ‘tachieve~
ment and mental ability than the traditional students. Goal setting
was not carried out systematically until 1980~81; however, this was -
too late to be reflected in the results of the fall testing of 1980~81.

The assistant principal, who was the cogrdinator of the PACE pro-
gram, resigned at the end of the 1978~79 sctiool year, and the PACE
program was not extended into grade 11 in 1979~80 nor into grade 12 in
1980~81 as it had been initially planned in 1976~77. This unantici-
pated event, along with the curriculum constraint placed on the grade
9 and grade 10 program, resulted in no significantly higher achieve-
ments for the second and third grade 10 PACE groups of 1979~80 and

272
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1980-81 than for the first grade 10 group of 1978-79. The second
grade 11 group in 1980-81 achieved significantly higher than the first
one of 1979-80 only in language ‘total. -~ —
Despite the curriculum constraint and other negative conditions
assoclated with the resignation of the PACE coordinator, the first two
longitudinal groups of PACE Students got off to g good start in 1977-78
and 1978-79, receiving both personalized advising and individual in-
structional programming from the teachers of the academic I & A Unit
teams. The advising of the PACE students continued into grades 11 and

1‘20 4 n
-

A comparison of the diﬁg;;ences between the adiusted means of the

PACE and traditional students)pof longitudinal Cohorts 1 and 2 provides™

information regarding the effécts of implementing individual instruc-
tional programming and individual educational programming when the
PACE students of the two longitudinal cohorts were in grades 9 and 10
and of the advising process in grades 9, 10, and 11. It will be
recalled that the fall testing of the grade 12 sgtudents in 1980-81
reflects the grade 11 program. ‘ »

Table 8.10 presents the:.adjusted means in language, math, and
reading and the differences between the PACE and traditional cohorts.
The means were adjusted for differences in mental ability between the
two longitudinal PACE cohorts and between the two longitudinal tradi-
tional cohorts, not between the PACE and the .traditional cohorts. The
differences between the means of the PACE and traditional students
were consistently greater in grade 12 than in grade 9 in reading,,
language, and math for Cohort 1 and in grade 11 than in grade 9 for
Cohort 2. These differences were not tested for statistical signifi-
cance; however, their size and consistency are regarded as sufficient
to be of practical importance.

The differences consistently favored the PACE cohorts and suggest
that the advising and the individual instructional programming carried
out with the students of the first two PACE longitudinal cohorts had
positive effectss; despite the negative factors indicated earlier, The
positive effects may be due in part to the higher ability of the PACE
students. However, the traditional longitudinal cohorts had a greater
opportunity to gain since theilr mean achievements when in grade 9 were
consistently lower than the grade 9 PACE means.

The attitudes and attendance of the PACE students were very favor~
able during the first two years, but they did not continue as high dur-
ing 1979-80 as the two earlier years. The dropout rate of the PACE
students was very low, considerably lower than that of the traditional

(ptudents.

Two final conclusions are in order. First, the implementation of
individual educational programming and individual instructional program-
ming in the PACE program during the first two years of the project and
the personalized advising for the first three years had a positive
effect on student achievement despite a severe curriculum constraigt.
The same factors influenced attitudes and attendance positively.

-
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Table 8,10, Adjusted Means and Differences between Means for PACE and Traditional Longitudinal
Cohorts 1 and 2: Cedarburg High School ’

Comparison of Mean Gain by Each Cohort'

a8 . ' Cohort 1 ° - Cohort 2
Gr. 9 ¢ Gr., 10  Gr. 11 Gr. 12 "Gr. 9 Gr. 10  Gr. 11
1977-78  1978-79  1979-80  1980-81 1978-79 1979-80  1980-81
Reading
PACE ) + 15.62 17.49 °  18.61 19.79 14,15 16.03 18.67
TRAD 13.37 15.39 15.70 16.93 14.11 15.82 17.75
Diff. 2.25 2,10 2.91 2.86 « 0.04 0.21 0.92,
Lan .. e .
p5258 “ 15.82 17.72 18,21 19.41 15,85 17.60 ,19.59 _
TRAD ; 13,19 15.18 15.54 16,01 14,95 16.48 18.45
. Diff, 2,63 2.54 2,67 3.40 0490 1.12 1.14
Math .
PACE . 13.85 17.34 18.66 19.16 14.08 16.56 -  18.99
TRAD , 12,76 14,98 15.11 16.24 12.93 14.96 16,61
. . 1. 2,36 3,55 2.92 ‘. 1.10 1.60 2,38
N Diff 1.09 ' e \
Student N 87
PACE 61 . ‘
TRAD ‘;3 122 ) © 130

\ * Second, the conditions following the resignation of the assistant
principal, who was the coordinator of the PACE program, had a negative
effect on student achievement, attitudes, and attendance, despite a
sfrong effort by the assistant coordinator and the school district
administration to extend the program upward into grades 11 and 12 and
to refine the grade 9 and grade 10 program.

p . ,

Facilitative School Structures and Processes

The effects of implementing the improvement strategies were indi-
cated in the preceding chapters and were summarized in,this chapter.
As a means of verifying these effects; the principal or another person
in each school reviewed a draft of the chapter pertaining to the partic-
ular school. About six monthe later the same persgon responded to a
questionnaire that was designed to secure summary information pertain-
ing to the school's improvement activities. The first three -parts of
the questionnaire dealt with specific activities that the school carried
out in implementing the three improvement strgtegies while the last part
focused on the school structures and processes that facilitated the im-
plementation of the .strategies. .

The questionnaire items ard the responses of each school follow
and are interpreted using the.followiﬂ% code:

. 2y
y

-




N

A. Started’ durin

)
1.
.

. Steuben Middle School

. Mebster Transitional School
. <Carl Sandburg Junior High-School —

. Hood River Valley High School 5
. Cedarburg High School

. ¢ b >
gggk[after 1977-78. ‘

B. Started before 1977-78 and extended or refined during or

-after 1978.

. -

C. Started before 1977-78 and not changed thereafter \

Not..carried out during or after 1977-78

-

1. Arranging a more appropriate fotal educational program in the aca-
demic subjects for students achieving below expectancy in terms of

mental ability through activities such as:

1B, 2B, 3B,
AB’ SB *

» .

‘1B, 2B, 34,
4B, 5B

1D’ 2B’ 3D’
4B, 5B

1D, 2A, 3D,

AB’ SA

S
1D, 2D, 3D,

A’ SB

'\r-)

e

1.1. Encouraging the student to select a total program
of academic courses and/or units/objectives of
required courses’ in line with ability.

1.2. Encouraging the studentlto spend time at school
and/or out of school on course-related
activities. -

1.3.

Advising the student to take more eé?ctive
courses and/or more units/objectives'in the
. required academic subjects.

he student to take advanced rather than .

1.4. Advising’
elementary courses and/or advanced units/objectives
in the reguired academic subjects.
. R

1.5. Eneouraging,the student to spend less time on an
out-of-schQol job and/or extracurricular activities
and to take more courses and/or units/objectives in
the required academic subjects.

1.6. Add others and check A, B, C, or D.

]

Tailored the curriculum units to match up with
.low achievers' ability levels.

3B.

2.. Arranging more effectiVe instruction in the academic subjects for
individual students through activities such as:

1B, 2B, 3A
8. 58 )

1B, 2B, 3
4B, 5B

-
L]

.2.1. Getting students of low motivation to take more imi-.

’ “tiative to iearn. v "y

2.2, Getting students to spend more time in active learning
' during the classa period. . 4




1B,
4A,

2B, 3A,

5B

2A, 3B,

1B,
4h,

5B

2A, 3B,

14,

2B, 3B,

1B,

4A,

5B

2B, 3B,

iB,
4B,

5B

2B, 3B,

1B,
4B,

3.

5B

2.3'

2.4.

2.5.

2.6.

2.7.

2.8.

2.9.

Encouraging more effort on the part of the student

achieving below expectancy.

Using available instructional materials flexibly and’

securing additional materials, especially to provide

better for different learning styles.

-

ﬂﬁﬁkhing individual assignments, small group activi-
;ties, and whole class activities with individual

student's motivation, learning styles, an%,interests,

.

Providing out-of-class activities, including hqme-

work.

Providing encouragement and other social reinforce-
ments, especially to the lower—achieving students.

Modeling enthusiasm for the subject matter and the

students.

r

- -

Add others and cneck A, B, €, or D.

4B. Annual and ongoing evaluation of effectiveness .,

of instructional program and recommending

improvements.

Setting goals in the academic subjects for groups pf students and
implementing related improvement activities such 4£

, 2A, 34,

1A
4A,

1D,

S5A

2A, 3A,

4A,

S5A

1B

LA,

5B

1A, 2A, 3A,

4B,

1A
4B,

5B

, 24, 3A,

S5A

3.1.

3.2.

3.3.

3.4.

3.5.

Identifying the students of the group achieving below

expectancy and arranging more effective instruction
for them in an existing course or curricular area.

Increasing the amount of time allocated for instruc—
tion in the course or curricular area for all

student,s of .the group.

Changing the content and ob
curricular area for all the

E-

i

| s

jectives of the course or
students of  the group.

Adding a required codrse and/nr unit of an existin

course.

Arranging for out-of-class instruction, e.g., computer-
assisted instruction dufing the school day, after school
study, and/or summer classes, mainly for students exper~

iencing specific difficulties.

*

Goal setting was only partially implemented at Cedarburg High School,

not totally with all PACE groups.

13




" %A, 5B .

* ment activities: -

l
|
4. School conditions that facilitated carrying out the preceding improve- J

1A, 2B, 3D, 4,1.  An educational improvement committee consisting of the
4B, 5A administrative team and representative teachers and

counselors.

1A, 2B, 3B, 4.2, The instructional staff ann students organized into

4B, 5A small groups for instruction and advising.

1A, 2B, 3B, 4.3. Time and class schedules of the teachers that permit
each team of teachers to have a common meeting time
from one to five days per week during the school day.

1B, 2B, 3B, 4.4. A curriculum that is structured but that can be changed
4B, 5A to take into account the differing educational needs
- of students.’

1A, 2A, 3B, 4.5. Use of the results of the annual testing to improve
4A, 5A student learning and teaching.

1A, 2B, 3A, 4.6. Inservice activities conducted in a variety of ways,
4B, 5A including during the. common planning period during '
regular school hours. ’

18, 2B, 3B, 4.7. Parental and community participation in school

4B, 5B activities. ) . -
. ('

1B, 2A, 3B, 4.8. Student participation and input regarding the curric-

4B, 5A . ulum, instruction, evaluation, and other matters.

1A, 2A, 3A, 4.9, Expernal support in starting the data-based improve-
44, 5A - ment activities.

» *

The preceding improvement activities that the schools carried out
" in implementing individual educational programming, individual instruc
tional programming, and goal setting seem clear. The scheol condition
that facilitated the implementation of the strategies are also readily
understood. Accotdingly, only a few gpints are made to clarify the
schools' responses.

Differences were observed between the high schools and the middle
schools and junior high regarding how they implemented individual e
educational programming with respect to elective courses, advanced )
courses, and out~of-school jobss=&ijgge differences occurred because :‘&{
the middle schools and the junior high school in general did not have I

" electives and their students did not have out~of-school jobs. Other

than these differences, the five schools without ex&eption either.
started their improvement activities associated with individual edu-
cational programming and individual instructional programming. during
or after the year the project began in 1977-78 or they started them
before 1977-78 and refined or exterfded them after 1977-78. Most of

-
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the activities associated with goal setting were indicated by the
schools as starting after 1977-78. As was indicated in the preceding
part of this chapter, it.was not until 1979-80 that goal setting was
employed on a school-wide basis in four of the five schools and in
Cedarburg High School on only a partial basis.

- Some of the school structures and processes that contributed to
the implementation of the improvement strategies were started in
1977-78 or later, and the others were extended or refined during or
after 1977-78. 1In this regard, using the results of the annual test-
ing to improve student learning and teaching, conducting inservice
act¥vities in a variety of ways including ‘during regular school hours,
and receiving external support in starting the improvement activities
commenced in four or five of the schools after the project -was started.

In summary, the kind of activities carried out by the schools and
the timing of the activities as indicated in the checklist support the
conclusions presentpd earlier regarding the implementation of the im-
provement strategies. Furthermore, the kind of changes that were made .
in the schools' organizational structures and processes to facilitate
the implementation of the strategies were delineated and can be related

to reseatrch in school effectiveness.
3

Comparison with School Effectiveness Research

.Raising student achievement from yéar to year while maintaining
positive student attitudes and school attendance as occurred in the
present study is regarded as a‘major criterion of effective schooling.
Purkey and Smith (1982) reviewed studies of school effectiveness and
school organization and identified nine,brganization variables and
four school culture vdriables that characterize effective schools,

The school structures'and processes presented in this chapter that ,
were associated with higher student achievement are pow rplated tp
these variables. . '

School-site management. A considerable amount |of autonomy- is

. needed by each building staff in determining the exact means by which

they address the problem of increasing academic performance (Hunter,
1979). This flows from the emphasis on each school having its tnique
culture (Brookover & Lezotte, 1979; Rutter, 1979) and the analysis of
what facilitates the adaptive implemenﬁation of innovation (Berman &
McLaughlin, 1977; Hargrove et al., 1981).

7

[

In the pfesent project, the PACE teachers of Cedarburg High
School wepe constrained by a school board policy, and the teachers at
Webster Transitional School by a Kindergarten-grade 10 curriculum
guide in language arts. Both of these constraints affecfed student -~
achievement negatively. ~Similar constraints were not identified in
the other schools. In general, each school had much autonomy in ,
planning and cartying out its improvement activities. Accordingly,
the results of the present research support the concept of Yocal
school-gite management and autonomy. C,. ’
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Leadership. Leadership is necessary to initiate and maintain the
improvement process (Armor 2t al., 1976; Berman & McLaughlin, 1977;
Brookover & Lezotte, 1979; California State Department of Education,

1980; Glenn, 198)5; Hargrove et al., 1981; Levine & Stark, 1981; New

York State Department of Education, 1974a, 1974b; Venezky & Winfield,

1979). The principal is uniquely positioned to £ill this role and

certainly his/her support is essential at the outset (California State

Department of Education, 1980). Nevertheless, grompx of teachers or

other adminis;rators can provide leadership. Purkey and Smith (1982)

indicate that although there is little evidence on the subject, school .

effectiveness is likely to be enhanced to the extent that leadership !

arises from within the ranks of teachers. - : )

» v .

d/ Purkey and Smith (1982) do not.address shared leadership directly

but focus on leadership delegated to individual teachers by the princi-

— pal or district administrator. In the present project, the typical
improvement committee was composed of members of the administrative team,
representative teachers, and a counselor. This committee assumed respon-
sibility for leading the improvement activities of the school, except at
Carl Sandburg Junior High School. In this small school, the principal
worked directly with each academic team of teachers rather than with a
representative teacher from each team. The improvement committees of
the four schools planned the improvemént activities, and the teacher ’
members of the committee provided a communication link with the other :
teachers of the school. Accordingly, the school's educational improve~
ment committee is regarded as the primary organizational structure

' responsible for the successful implementation of the improvement
ategies.

'

~

Staff stability. - After-s school has experienced success ini-

+ /tially, keeping the. staff toé%ther gseems to maintain and promote
further success (New York State Department of Education, 1974(b); U.S.
Department of Health; Education and Welfare, The Safe School Study,
1978). Frequent trapsfers are destructive and likely to retard, if
not prevent, the groyth of a coherent and on-going school personality
(Purkey & Smith, 1982).

»*

—---— ——Results of the present study support the idea of staff staﬁility.
Conditions associated withr the resignation of ,the PACE coordinator at
Cedarburg High School at the end of the secon\xea.:' resulted in not .
properly extending the program upwards into grades 11 and 12 and not /_,///
refining the grade 9 and grade 10 program. Student achievement, posi-
tive attitudes, and attendance dropped as a result. Replacement ‘of

N the only two grade 8 language arts teachers. at Carl Sandburg Junior

High School contributed to the lack of a significant increase in
NT ' -grade 8 achievement in language arts. Both Webster Transitional
School and Hood River Valley High School experienced a considerable
loss of teachers in certain years due to decreased student enrollment-
and other factors.. It is probable that these losses had negative

.effects on student achievement and attitudes in both schools.

Curriculum articulation and . organization. Purkey and Smith
(1982) indicate that a planned, purposeful diet of courses at the
secondary level seems to be academically more nutritional than the

e
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smorgasbord approach of many electives and few requirements. _If stu-
dents are expected to learn science, math, and/or U.S. history, then
they need to take those courses (Coleman et al., 1981; Walker &
Schaffarzick, 1974). . :

In the present study, increasing the amount of time allocated for
a certain subject and adding or requiring more units of courses in the
subject field were associated with higher student- achievement at Caril
Sandburg Junior High School and Hood River Valley High Schéol. TIn .
these two schools as in the other three, the extent to which the cur-
riculum did not permit an effective educational program to be arranged.
for each student each year was not studied directly. However, as
noted before, the curriculum constraints at Cedarburg High School and
Webster Transitional School produced negative results while the curric-
ulum changes at Hood River Valley and Carl Sandburg Junior High School '
- produced positive effects.

-

Staff development. Making schooling more effective involves
altering people's attitudes and behaviors as well as providing them
with new skills and techniques (Purkey & Smith, 1982). In order to
influence an entire school, staff development should be schoolwide
rather than specific to individual teachers and should be closely
related to the instructional program of the school (Armor et al.,

1976; California State Department of Education, 1980; Glenn, 1981;
Levine & Stark, 1981; Venezky & Winfield, 1979). This effort is incre-
mental and requires long~term support and reinforcement (Armor et al.,
1976). It seems likely that staff development presented as a form of
remediation for teachers deficient in certain skills or attributes (a
common implication in current practice) will encounter resistance.

More appropriately staff development should flow from the expressed
needs of teachers revealed as part of the process of coliaborative

planning and collegial relationships. . SR N

In the present project most of the staff development activities
occurred during the common planning period and the individual prepara-
tion‘perie&abf the teachers of the academic teams of four schools and
of the broad-figlds teacher groups of Hood River Valley High School.
In most of the schoolszthese activities were focused directly on the

school's improvement program. In all the schools, some time outside
the school day and school year was also given to planning or develop-
’ . ing items related to the school's improvement program. Arranging for
most of the staff development activities to occur during the school
day for all teachers without additional, pay and arranging other activ-.
ities outside the school day for part of the staff for additional pay
were regarded as essential to the success of each school's improvemeént
* " program. . .

Parental involvement and support. Infprming parents of, school

A goals and'student responsibilities, especially with regard. to home- .
work, appears to facilitate effective schooling (Purkey & Smith, °
1982). A few studies find parental involvement and support to be a
major factor in student achievement (Armor et al., 19763- Coleman et

al., 1981; Levine & Stark, 1981; New York State Department of ‘Educa-

/ tion, 1974b).

ERIC I . 280 - 3




e,

‘

.

258° .

In the present study, data were not gathered systematically. re~
gardinghthe kind and amount of parent involvement in any school. "How-
ever, the formation of a parent group at Carl Sandburg Junior High
School and the participation of pdarents in conferences with their child
and the advisor at Cedarburg High School and Webster Tramsitionmal School
were judged to have positive effects on student achievement. ’

-Schoolwide recognition of academic success. ‘The culture of a
school, is partially reflected in its ceremonjies and symbola and in the,

.

accomplishments it chooses to recognize officially (Purkey & Smith, 1982).

Schools that make a point of publicly honoring academic achievement and
stressing its importance through the appropriate, use pf symbols and
ceremonies encourage students to adopt similar ndrms and’ values (Brook—
over et®al., 1979; Brookover & Lezotte, 1979; Wynne, 1980)..

No data were collected in the present study regarding this vari- '
able. On the other hand, the improvement stréitegy involved identify-
ing individual students and groups of students who were.achieving below
their mental ability and then setting godls and carrying out improve-
ment activities to raise their achievement. Implementation of this
strategy, which implies both teacher and student acceptance of the
value of achievement, was regarded as the primary comdtributor to the
many ‘positive results. s L. ? .

(] £ o
« 9 !

Maximized learning time. Schools that'emphasize ‘academics, e~
vote a greater portion of the school day to atademic subjects (Coleman
et al., 1981), and engage students in active learning activities a ’
greater portion of the class period (Fisher, Berliner, Filby, Marliavée,
Cahen, & Dishaw, -1980) secure higher student ‘achievement (Purkey & ’
Smith, 1982). v

_Data_were_not_ganhered”in_thiscsrndy to relate time on task to

R

achievement. However, in all five schools attention was given to
increasing the amount of time that students actively engaged in
learning activities. At Carl Sandburg Junior' High School and at Hood
River Valley High School, the amount of ,time that students spent on
individualized assignments was reduced, and the amount of time given
to small~group and class—si;e group instruction was increased. This

S

tudent time on task and also student’

-

achiéevement.

£y

District support. The success of the preceding organizational °
. characteristics of effectiVe S8chooling requires support from the**
district office (California ‘tatement Department of Education,.1980; .
Hersh et al., 1981; U.S. Department of Health, Education and Welfare,
~/ The Safe Séhool Study, 1978)x While specialized help in some areas
such as reading or mainstre ing seems helpful (Hargrove et al., 1981),
the role of the district of: ice is probably best conceived as guiding

" ghd helping. Hostile, perhaps even indiﬁferent, attitudes by the *

district office toward schogl improvemenc programs reduce the likeli-
hood of their’being success%ul (Purkey & Smith, 1982).

»
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In the present project, data were not gathered systematically
regarding district support, structures, or processes. However, each
district administrator was aware of the sthool's improvement program
and supported it. In all cases some funding was provided from the dis-
trict for the additional testing and for staff development activities.

‘ Purkey and Smith .(1982) regard the preceding organization-structure
factors as of consequence in their own’'right with respect to effective
schooling and also to set 'the stage for the process variables. The

- process variables that define the general concept of school culture .
and climate have been described by Brookover et al. (1979), Brookover
' and Lazotte (1979), and Rutter (1979). Four characteristics of )
schools that_sustain a productive school climate have been described ,
by Purkey and Smith (1982).

Collaborative planning,and collegial relationships. This factor
has been identified repeatedly in many different settings (Armor et
al., 1976; Berman & McLaughlin, 1977; Deal et al., '1977; Glenn, 1981;
Hargrove et al., 1981; Little, 1981; .New York State Department of
Education, 1974b; Trisman et al., 1975, 1976). Collegiality serves
many purposes. Chief among them are that it breaks down barriers
between departments and among teachers and administrators. It encour-
ages the intellectual sharing that can lead to comsensus, and it pro-
motes feelings of unity and commonality among the staff: ’

‘Senge of community. Comtiunity feeling, the sense of- being a.
recognizable member of a supportije and clearly perceived «(by the,
_staff and others) community, contributes to reduced alienation and
"increased achievement (Newmann, 1981; Wynne,, 1980). Schools tan
. cteate or build community by the appropriate use of ceremony, symbois;
T | rules (i.e., dfess, code), and the like. ' . |
TheJ

-

- &

Clear goals and high egpectations commonly shared. e charac—(
' teristics have been documented in many school settings (Armor et 51.,
1975; Brookover et al., 1979; Brookover & Lezotte, 1979; Brookover &

. Schneider, 1975; California State Dgpartment of Education, 19803 .
Glenn, 1981' New York State Départment of Education, 1974b, 1976;

Rutter et all, 1979; Trisman et al., 1975, 1976 Venezky & Winfield

"7 1979). A clearly defined purpose is necessary for any endeavop-hoping
of success. Continual.-monitoring of the progress of individual stu-
dents and of groups of students is a logical means of 'determining if
the school's goals are being realized and can sérve to stimulate and ,

"dfrect staff energy and attention (Levine & Star}, 1981; .see also "
Edmonds, 1981b). Newmann (1981) suggests’that having c1early defined
. and” 1imited.- ‘goals reduces student alienation, an all too common -

’

barrier to incrEased effectiveness in any area of schooling.

. Academically sucCessfq; schools are also characterized by the ’
B expectations of the staff and students. These expectations in effec-
) v .. tive schools are that work effort and achievementowill be high.

i Order and discipline. Order and discipline rather than disorder'
and misconduct tharacterize effective scliools (Armor et al., 1976;
Brookpver et .al., 19794 Coleman et al., 1981,,Edmonds, 1979 1981a°

) o | L 282
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Glenn, 1981; New York®State Department of Education, 1974a, 1974b,

19763 Rutter, 1981, Rutter et al., 1979; U.S. Department of Health,
Education and Welfare, The Safe School Study, 1978). The seriousness
and purposefulness with which the school approaches its task is com~
municated by the order and discipline it maintains in its building.
Clear and reasonable rules, fairly and consistently enforced, not only
appear to reduce behavior problems that interfere with learning but also
promote feelings of pride and responsibility in the school community.

- In the present research, no attempt was made to measure any of
the preceding characteristics of classroom climate or the culture of
the school. Rather, the improvement committees of the schools were
organized in order to make collaborative planning possible and also to
encourage a sense of community among the entire staff by providing a
direct communication link between the teachers of the committee and
all the teachers of the school. On the other hand, declining enroll-
ments and the accompanying loss of teaching and other positions that
occurred in four of the five.schools appeared to have a negative

- -effect on collaborative planning, collegial relationships, and sense

of community. Implementing the improvement strategies imvolved the
establishment of goals and correspondingly high expectations by the
staff and the students. It was assumed that arranging appropriate
learning activities for the individual student would make order and
discipline more effective. Accordingly, we may speculate that plan-
ning and carrying out the improvement programs of the schools con~
tributed positively to all four of the preceding characteristics of
school culture and climate.

Imggpvement-Orfented Educational Research

The improvement-ori¢nted research method, hereaftper referred to
as improvement research,|that the project director formulated and- |
employed in the present project with ‘the assistance of the school ,
staffs has three attributes of practical research as described by L
Schwab (1977) and two attributes of theoretical research (Kerlinger,
1977). The attributes of this improvement research method are now
clarified by compafing and contrasting some aspects of pracﬁical and
theoretical researgh. . .

First, the source of improvement research is a problem that is
being experienced by practitioners. In the present project, the
problem was an inpbility to secure as Righ achievement as desired in

- English, mathematics, and reading. The source of theoretical research

is an abstract problem that is formulated by the theorist, for example,
differentiating between the internal and the external attributions of '
_the cause% of .suctess and failure. B -

A second attribute of improvement research is that the objective
of the research is to aid practitioners in-solving the problems that
they are experiencing. In the present project, 'the immediate objec~
tive was*for each school to assess the level of student achievement |

and to find means of raising student achievement that was regarded
B

£l . 4
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low. The long-term objective was for each school to develop a perma-
nent capability for continuously improving the educative processes of
the school. This is different from theoretical research where the
objective 1s to arrive at a few principles that describe or explain a
phenomenon, such as a psychological process involved in human learning
or development. For example, theoretical research on motivation is
concerned with generating a few principles of motivation, while
improvement-oriented research seeks knowledge about motivation that
will help practitioners solve their probléms of student motivation.

A third attribute of improvement research is that practitioners
participate in planning and conducting the research and plan and carry
out the related improvements. They collect information regarding
student achievement and other behaviors. They analyze the information
and use the results to modify their practices in their attempts to
solve the problem. ,Their autonomy 'in these areas increases each
successive year. In the present project, this attribute of improve-

. ment research was central to the success of the project. Conversely,
practitioners typically are not involved in theoretical research in
any way, and it is unlikely that they benefit directly from the
findings.

.

A fourth and very critical attribute of improvement research is
that relevant theory regarding the problem, research methbdology, and
improvement processes is identified and utilized when planning and
conducting the research. This is done to avoid the extra effort and
false starts that ensue when relevant knowledge is not used. With
respect to this attribute, improvement research is the same as theoret-
ical research. In the present project, the research team brought infor-
mation to the schools about the problem, research method, and improve-
ment processes. The schools assumed responsibility for determing their
improvement activities with very little input from the researchers.

Finally, improvement research is designed so that its. substantive
and methodolégical aspects either will generalize to similar school
situations or they will contribute to the cumulative knowledge in each'
of these areas. For generalizability and a contribution to cumulative
knowledge to occur, the results of the research must be reported in a
communicable form, such as in a book or article. Generalizability and
contributing to cumulative knowledge are also considerdd as a primary
attribute of theoretical research. Knowledge regarding the three
improvement strategies and the school structtires and processes that
facilitated their implementation in these five schools is considered
as generalizable to other schools with similar characteristics.x

There are other research methods that produce knowledge that is
intended to be used in the improvement of education. These methods »
may. be compared with the preceding attributes of the improvement
method. -

School effectiveness research gained wide popularity with the
publication of Fifteen Thousand Hours: Secondary Schools and Their
Effects on Children (Rutter, Maughan, Mortimore, & Ouston, 1979). The

purpose of school-effectiveness research, as noted earlier in this

I,
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that produce desired student outcomes. School effe ess research
does not involve the practitioners in the conduct of the research nor
do they necessarily change their practices as an outcome of the re-
gsearch. In fact, they may even be unaware of the results of the
research. i

*
chapter,. is to identify school and classroqm’structuggs and processes J
L Schutz (1979) described a research paradigm for verifying the
| quality of educational products, such as curriculum materials. This
| research-agd~development paradigm calls for the quality of the product
’ i . to be verified in an iterative cycle of developing tbe product, test-
. ing it in the classroom, and revising it. The cy¢ : ¢éontinues until
the product is demonstrated to be effective in acﬁ Qing its clearly
specified objectives. Practitioners participate in“the classroom
testing but not in planning the research or in analysis of the data.
| Depending upon how they were selected and other factors, such as cost
| of the product and the amount of time and effort required to_use it,
they may or may not use the product when it becomes commercia*}y

~available.
|
|
|
|
r
|

d A somewhat different form of applied research calls for teachers
to carry out an instructional process or method that is designed to
.improve education in a specified way. Through a series of experi-
ments, the process is refined.  Research of this kind is typically
conducted on a specific school or classroom process such as academic
learning time (Fisher, Berliner, Filby, Marliave, Cahen, & Dishay,
1980), concept learning (Klausmeier, 1980), mastery 1earning (Blogk,
1980), competition and cooperation (Johnson, Johnson, & Tauer, 19 9),
classroom management (Emmer & Evertson, 1981), and small-group ppo-
cesses (Slavin, 1977). T .

Discussion TN

H

The cross-sectional analyses performed on the students' test
scores showed that the mean achievements of the later grades of
1978-79 at Steuben Middle School, Webster Transitional School, Carl
Sandburg Junior High School, and Hood River Valley Hi; chool typi--
cdlly were not significantly different from the means of dhe earlier v'
grades of 1977-78., But, as noted earlier, these .schools made only
minor impgovements in their practices in the second semester of the” .
'second school year, 1978-79. \\ . )
| , . . , . T
| The means of the 1980~81 grades of these four schools in, compari-
| son with the means of the earlier three grades and the means of the
1978-80 grades in comparison with the means of the two earlier grades .
of 1977-78 and 1978-79 were significantly higher in 67 instances, not
significantly different in 69, and sig?ificantly lower in three (all
in reading vocabulary in one school). The higher achievements of
' these later grades are due mainly to the improvement activities that
,,’- were carried out ‘in implementing ‘the goal-setting strategy and to a
. lesser extent to the refinement of the’ instructional programming and
. the educational programming strategies. e higher mean achievements

»
-
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of the later longitudinal cohorts in comparison with the first. cohort
support this conclusion. Thus, implementation of the goal-setting
strategy appeared to be the determining factor in bringing about
consistently higher student achievement while implementing the other
strategies maintained the same level ofégchievement from year to year.

Cedarburg High School implemented only the individual,4instructional
programming strategy and the individual educational programming strategy
in grades 9 and 10 and to a lesser extent in grade 1l1. The'implémenta-
tion of these strategies yielded positive results in terms of maintain-
ing or slightly improving student achievement.

The results regarding student attendance and attitudes were positive

_in all five schools. Attendance and attitudes became slightly more posi-

tive from year to year when goals were set to improve them, and they
remained relatively stable when this was not done.. Activities carried
out only to raise student achievement appeared to have relatively little
effect on attitudes and attendance. ,

The preceding positive results must be interpreted in the context )
of the schools having a reduction in teachers or aides in one or both
of the last two years. Also, the loss of both experienced language
arts teachers in 1979-80 at Carl Sandburg Junior High School probably
accounts for six grade 8 language arts comparisons being non-significant
rather than significant. Nine non-significant differences at Hood
River Valley High School would probably have been significant had the
later grade 11 students of 1979-80 .and the later grade 12 students of
1979-80 and 1980-81 experienced the planned improvements that were
made in grade 10 after they had already ‘completed grade 10.

t

Two other points should be borne in mind regarding the changes
from year to year. First, the achievements off students of age 13 and
17 in the academic subjects tended to go down during the 1970s, as
shown by the National Assessment of Educational Progress (undated a,
b, ¢, d, e). Accordingly, maintaining the same level of achievement

- rather than experiencing a loss from"year to year might be interp;eted

as a positive rather than a neutral effect. Second, some of the non-
significant differences occurred after the means of the students of a
later grade were already significantly higher than those of an earlier
grade. Maintaining this higher level of achigfement also might be
considered positive rther~than neutral, r

Based upon the consistently positive esults, it is concludlﬁ
that the design provides relevant guidelines for the renewal and im-.
provement of secondary education. In this context, it is considered
to be validated as both usable and effective. Even though the number
of schools was small, the uniformity of the results across these
schools of greatly different characteristics in different locales ié
noteworthy.

v

o

A few conclusions are in order regarding implementation of the
design.” The results of implementing the improvement strategies were
more consistent across the two m#ddle schools and the junior high 4
school than the two high schools. Moreover, the strategies, struc-

»
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tures, and processes of the design appeared to be more readily adapted
and implemented.by the middle schools and the junior high school.
Although this is the case, the improvement strategies and the organi-
zation structures and processes of the design were found to be effec-
tive at the high school level in each grade in which they were imple-
mented appropriately,

The schools set goals in terms of studentjachievement, and ;they

' used norm-referenced and criterion-referenced achievement tests to

< assess the attainment of the goals. They used the results of their
mental ability tests to estimate the expected level of achievement of
the students. The schools might have set goals in terms of other
student outcomes in the cognitive domain, such as creativity or writ-
ing skills. Similarly, they might have employed other means of measur-
ing student outcomes and might not have used the students' mental abil-
ity scores. The design is not prescriptive in this regard; rather,

' each school makes the decisions regarding desired outcomes and measure-

- ment tools. .

)

.
' The schools did not set goals to improve their advising, adminis-
trative, evaluetion, or other school processes. However, this might
have been done. The goal-setting strategy and- the related planning
- and monitoring processes are intpnded,to be as applicable to school
structures and processes as they aré to improving student achievement.

( The difference between implementing this design for the renewal
.. and improvement of secondary education and acting on the findings from
" school effectiveness research warrants a brief discussion. The design
focuses on how a school can bring about educational improvement, in-
cluding how it establishes a permanent improvement capability, -We saw ~
earlier that school effectiveness research has identified characteris-
tics of effective schools, including clear goals, discipline, and
expectdtions for high student achievement (Edmonds, 1982; Purkey &
,(/ Smith, 1982). .These descriptors of effective schools do not provide
guldelines that schools can use to become effective. For example, how
a school with unclear goals, a lack of order, and low student achieve-
ment is to become goal~directed, orderly, ‘and high achieving 1is not
made clear. The design does not directly answer these questions either.
Rather, it specifies organization structures and processes by which a
school identifies areas of desired improvement and then sets goals and .
plans and carries out improvement gctivities to attain the goals. Thus,
a school that has developed an improvement capability is able to address
any characteristic of effective schooling that it may select as well as

‘other areas'of improvement, 4
: - o N . . -

. A Postscript f\fh\) ¢

When the las¢’data on student ouEEomes were collected in the
schools in 1980-81, it appeared that four schools had developed a ,
permanent improVement capabilit}’ There was some uncertainty regard- .

7 ing Cedarburg High School. During the next. two years economic con- o
ditions worsened nationally and this was reflected in program rpduc- ) .
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tions, staff reductions, or both. Aécordingly, it might have been
expected that the four schools would not maintain their intermal
improvement capability into 1982-83. This was not the case.

Steuben Middle School was continuing all of its organization
arrangements in 1982-83 and was implementing the instructional pro-
gramming and goal-setting strategies. Moreover, all of the prior
junior high schools of Milwaukee had- become middle schools and each
one was developing an improvement capability similar to that of
Steuben Middle School as part of a district-wide school effectiveness
project. ~

“y

Carl Sandburg Junior High School was continuing in much the same
pattern as in 1980-81% Enrollment had stabilized at gbout the 1980-81
level. Individual instructional programming and goal setting were
being implemented. Students of each grade were being grouped for in-
struction according to their entering achievement levels in language
arts and mathematics. This reduced the teacher's task in providing a
suitable instructional program for each student. The facilitative
organization structures were continuing in the same pattern as earlier.

i Webster Transitional School was continuing its improvehent strate-
gles and school organization structures and processes much as'it had
been in 1980-81. %Skthe interim, a district committee had worked to-
ward improving the district curriculum in reading vocabulary. A more
clearly delineated performance-based program of education in language
arts, math, and reading was being implémented. This started with
grade 6 in 1980-81 and had been extended into grade 8 in 1982-83.

Hood River:Valley High School was”élso”continuing its organiza-
tion arrangements and its implementation of thé three improvement
strategips. Both individual instructiomal programming and individual
educational programming had‘been refined and parental participation
had marbedly increased. . .r . .-

In 1982-83 the PACE ‘and traditlonal alternatives had been discon—
tinued at Cedarburg High School. An educational improvement committee
. had been formed and was functioning effectively. All the academic
teachers, and students of grade 9 were organized into I & A units, and
teacher advising and individual educational programming had been ex-
tended to all the students of grades 10, 11, and 12. Implementation
of the goal-setting strategy had begun. Accordingly, Cedarburg High
_.School had also developed-an improvement capability. .

-+
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APPENDIX A *

DESIRABILITY OF THE COMPREHENSIVE AND ENABLING OBJEéTIVES:

WISCONSIN PROGRAM FOR THE RNEWAL AND INPROVEMENT OF SECONDARY EDUCATION

~
,
-
N .

Complete the identifying information by checking your position:

Teacher Princigal Professor . .
Counselor District Official . Other * . -

- -
.

Directions: Many recommendations have been male to wgmye sec;’m,ary e.‘ucatwr, The rezom-
mendations of the Wiseonsin Program for the Renesal and Imzroverernt of Seconiary Iducation .
(WRISE) are ir the form of ten conpz:enerswe objertives and a related szt of en,..;br.g osjez- o
tives for each cor'prehenswe oBjective. The okjectivis are not prescridiive. ’atrer, ezeh
8et of compreherisive and tllustrazive enabling o./;wtwea indicates possible directions ‘or

a sehool sta Sf to consider when siartirg or refiving their serool's educational irmproverent .
efforts. Piease rate the comprehersive and eriatli. w3 ebject.ves in se”‘no of tieir zndmvzng .
a desirable direction for a school's educational w';z’ovenert eforts. - \
Please respond to every question. Use the f‘o’loumg desarzptwe informarion in arriving ) .
at your ratings: .- ’ ! . -
. - ) -
. » ,
Desirability Scale " Interpretation
A--Highly Desirable Inplementing thi#jobjec:ive would result in great impfo’veme’nt
of se.condary education.
.-
B--Desirable Implemerting this objective would result in some improvement
’ '— of secondary ed\'xcation. . ‘ > . ) -
C--Somewhat Desirable Implementing this@b‘j«ective would.result in +improvement rather i
L than deterjoration of secondary education. .
D--Somewhat Undesirable Irplemen:ix}g this would result in deterioration of secondary - 4
: education. ) - S
. . e g;: . 7 .‘
E--Undesirable . Implementing this would result in some deterioration of secondary .
’ éducation. - . i K
F-~Highly U'nde‘sir,able Implementing this would result in great deteriorar.ion of Becondary
- ‘) education.
+
r
Questipnnaire constructed by"Professor Herbert J. Klausmeier, Director, Wisconsin ProgAan for the o "

Renewal and lmprovement of Secondary Lducation, with review by John Daresh of the Wisconsin Project
and persons participating in tt;;.fieldbcest. ‘

tion Research. , .

Copyright is claimed only during the period of development, test, and evaluation, unless authoti/
zation is received from the National Institute of Education to claim copyright on the final ma:er:tals,~
For the current copyright status, contact either the copyrigh: propr ox or the National Institute

of Education. R . ~ - o
¥ Center Contract No. OB-NIE-G-78-0117
. - »
LR Wisconsin Center Kor Education Research R e e

. 273 . . ,




o

ERIC

Aruitoxt provided by Eic:

- -
274 ' : ) .
- ' Y -
. '(?(
' ) ™
Ps “» ~
o .
DESIRABILITY OF COMPREHENSIVE AND ENABLING OBJECTIVES
Lo Directions: £Enter the letter A-F in the .
A, ’Hz'ghly Desirable D. Somevhat Undesirable N 2
B, Desirable E. Undesirable . M
C. Somewhat Desirable P. Highly Undesirable .
’ t
COMPONENT 1: EDUCATIONAL PROGRAMAING FOR THE INDIVIDUAL STUJDENT
{
COMNPREHENSIVE QBJECTIVE la: . .

la<an .mdwzduaz educational program of course work ani other activities ia armr:ge,. For eac?
student each semester that satisfies the st.lent's developmental rizeds and cr.amctems:wa
and that algo meets dictrict and state requircrents.

ILLUSTRATIVE EZABLING OBJESTIVZS: . .

Each student's uxdivz,dual( educational program which includes all courses and other astivities:

1.1 Is planned each semester or year by the studenc and the student s advisor '

1.2~ Takes into account the student's aptitudes ior learning different subject matters, inter-
ests, motivation, learning styles, career goalf, and other personal and social charac-
teristics. R .

1.3 Provides for-expepiential learning, including work experience in thes community, for stu-,
‘ dents who will benefit from it.

~

1.4 Is monitored cooperatively by the student and the student's advisor throughout the

. sedester. i . .

~ -
1.5 1Is changed as necessary during the semester to assure high quality education for the
student: <

» . ‘

COMPREHZNSIVE ORJECTIVE 1b:

Ib  An individual instructional program that takes into account the stut.ent 8 aptitudes, iriter- )
ests, rnotwa*wn, learming styles, career goals, and other perco;.al and soctal character-
istice is arranged for the student in each course and other activity that is part of the
studenti_’e total educational program.

i . ¥
ILLUSTRATIVE EVABLIIIG OBJECTIVES: ) ’ -~ -

Y - - .
The instructional program of the etudent: -

1.6 1s planned by the student and the £@acher of the course“at thé beginning of the course.

1.7 Includes course and Whit objectives that are appropriate for the student in terms of the
student's aptitude, entering achievement level, and career goals

-

1.8 Provides an appropriatc amount of time in class and during or outside the school hours to
suit the student's rate of achicving\{lis or her objectives in tlu. course.

1.9 Provides for appropriate individual attention by the teacher to take into account the

st.udent s motivation ‘and other personality characteriqtics. . ;,‘f

appropriate amount of teacher-dirccted individunl. pair, small-group,
activity to take into account tnc student's need for structure and
mode of instruction,

appropriate amount of student-initiated individual pair, small-group,

activity to take into account the student's need for independence and -

mode of ‘instruction.

Provides for appropriate use of printed materials,.audiovisual materials, and direct

,gxpe‘riencing to take into account the student‘'s preferred mo¢es of learning--visual,

' auditory, tactual, or kinesthetic.

1.10 Ptovidcs for an
and: large-group
preferences for

1.11 Provides for an
and large-group
preferences for

1.12

-~

-~
s . -
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R . - DESIRABILITY OF COMPREHENSIVE AND ENABLING OBJECTIVES R .
Directions: Enter the letter A-F in the . . ’
A. Highly Desirabple D. Somewhat Undesirable -
B. Desirable . E. Undesirable .
C. Somewhat Desirable ' ¥, Highly Undesirable 4 .
. ] - h ~ ' N . . .
CO:PONENT 2:~ CURRICULAR ARRANGEMENTS Oy
,COMPRENENSIVE OBJECTIVE: . . - ’ . Y v
The ‘curriculun is structured to meet state and ztrict requirements butlit can be aiapted by tre
school and irdividual teacners to take irnto account tne differirg educational needs of stu.ient,.g_;,
ILLUSTRATIVE ENABLING OBJEEEIJ1S'
The curricular arrangements facilitate individual educational. pro&rming in the following creas:
‘ 2.1 Communication skills, including readimg, writing, speaking, and lecening. !
2.2 Haihemacical concepts and skills.
2.3 Scientific and technological concepts and skills, including computer technology.
2.4 Social science concepts and skills.
2.5 The zxpressive and performing arts, including aesthetics, art, dance, drama, and music. ’
.6 " Foreign languages : : . . .
2.7 Career education,s including awareness, exploration, and p}eﬁaracion.
2.8 Healsh education, including physical and mental. . ) ,
‘ 2.9 Family and home membership. ’ ' *
K] . 2.10 Leistre eduEacion, including crafts, clubs, and extracurricular activities.
: - Related to the preceding areas, local school eurricvulum committecs, teams of teachers, and ind’-
A -  vidual staff members: MQ
2.11 1Identify or prepare content outlines, organized in the form of taxonomies, other hier-
archies, or topical outlines.
"2,12° ldentify or formulate cdurse and unit objectives. ’ . -
S 2.3 Idcnc%&y or prepare instructional materiils, inclyding p}inced and audiovisua} materials,
+h that Individual students use to attain their objectives.
2.14 Formulate instructional methods, including the use of time and macerials, that enable
individual scudencs to attain thgir learning goals.
2.15 Formulate procedures for identifying course and unit objeccives that are appropriace for
. * _each individual student. .. L.
. 2.16 Prepare learning guides that the students and the teacher use at the beginning of each’
course to plan each studdhc s instructional program: . .
. COMPONENT 3 EXPEPIEWTTAL L”AﬁﬂIHG AND CAREER EDUCATION J?&}/ , R,
) t
COMPREHZNSIVE OBJECTIVE: 6&§° °
Career education is arranged for all students; experwntw[ learning activities and work ex-
- pemence in the eommunity are arranged for each student wio can profit from them. .
| ILLUSTRATIVE FUABLING OBJECIIVES: ' *
— . >
" District and local school policies and practices have been developed that facilitate effective:
3.1 Career awareness, exploracion, and preparation, including work experience.
3.2 Studcent participation in culcural recreational, service, or other nonwork activities in ’ . )
the -community. . .
3.3 Participation of communicy personnel in school activities and of achool personnel in
cmnnunicy activities, *
(‘l ‘ 29 7 . . .
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Directions: Enter the letter A-F in the . 5 g -
! ) A. Highly Desirable D. Somewhat Undesirable - .
B. Desirable E. URdesirable -
C. -Somewhat Desirable F. Highly Undesirable

.
3.4 Use of community material resources and facilities.

3.5 Preparation of community personnel who participate in the educative pracess. ) L

The local school staff, with appropriate participation by school district persomnel and others:

3.6 Identi@ées pr&gram—aﬂﬁlcourse objectives to guide its career education accivicigf.’ .

3.7 Uses effective counseling and advising procedures in planning each student's indfvidual
eddcacional program, including career education. -

3.8 Uses tnstructional methods, macerialg, and community resources in courseg and other educa-
tional activities that facilitate the indxvxdual student's attainment of his/her’ goals
related to career efucation. -

K Jd :
.

)
COMPONBNT 4: STUDENT DECISION-MAKING ARRANGEME.TS

COMPREHZNSIVE OBJECTIVE: O

Students proaresszvely assume more tinitiative for plamning, irplementiny, and evaluating their
programe and ac*zii*zes with a lesser amount o7 adult direction and cortrol.

ILLUSTRATIVE EJABLING O3JECTIVES:

Students in their classes and in meetinge with their qdvisors are taugnt:

4.1 - DEcision-making skills that help them to make educational decisions as individuals.
4.2 Concepts and skills that emable them to participate in shared decision making with other
students, the school staff, and parents.

»

The indiviiual student exercises inereasing initiative for making decisions, accept 1Az the re-
lated consequences of the decisions, and evaluatirg decisions regarding: N

4.3 The student's instpuctionkl program in each course.

4.4 The student's cducational program for the semester.

4.5 The student's educatfonal program for the school year.

Students as members of groups take zncreaazng initiative 'or naxzng Jdecigions, accepting the
respanszbzlzty for the decisions, and for evaluating the Jecisions regardvng ;
4.6 The objectives and activities in the course in which the group is enrolled.

4.7 The excra-curricular activity in which the group participates.

—— _-..__.*ATSn..Ihc~governance of the group, e e R

Students &re encouraged to serve: - ) ) .

4.9 As officers and to participate as members of student-goverfiing groups.

4.10 As student representatives on the school 's' standing and ad hoc committees, councils, and .
task forces.
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s DESIRABILITY OF COMPREHENSIVE AND ENABLING OBJECTIVES  * . )
Directionss -Enter the lotcer.A-? in the ~;>4< -
. - A. Highly Desirable & D. . Somewhat"Undesifable B : ' )
\ B. Desirable . E. 7Undesirable . s w
~ C. Somewhat Desirablé~’ F. Highly Undesirable -, ) -
s v “ew / . . . -
- ] ) , - .
. COMPOKNENT 5: EVALUATING STUDENT LEARLING ‘AD EDUCATIONAL PROGRAYS : . ’ .
) vt . . \ B ¢ \ e, -
~ COXPREZRUSIVE O3JECTIVE: . . R .
. * ‘- Y] '.
. The indiviiual student's progress toward attaining his/her course obiectives, the stulensls - - V .
instructional program in each course, the stulent's total elucavional brogrem, and the scrool's ™
" total educational program are evaluated sysiematipally and the results of the evaluation are - ) ‘
- . used in improving the educative processes of the school. : L. < " o ’
ILLUSTRATLYZ ENABLING OBJECTIVES: ) L . *.
~ Appropriate measurement and evaluation techniques are used: vt .ot
7 ! . . 3 {?
i 5.1 To evaluate each student's progress toward accainigg his or her learning goals uvﬁach course. .
M " 5.2 To evaluate each student's instructitnal program in each course. . tr
. 5.3 To evaluate each student's educational program each sefester in terms of the student's )
accainment(of his or her goals, and in terms of the appropriateness and value of the progian -
for the student. - r. . ’ .
N . . Al
5.4 To evaluate each student's total educational program for the complete school level, i.e.,
- middle school, high school. - , .
5.5 To evaluate elements of the school's total educational pragram. . )

! . o
The results of the evnluation of each student's educational program each semester are used,

primarily by teachers and students: v,

- L]

5.6 To set goals for each student to achieve the next semester.

.

‘- ' The resulte of the evaluation of the school's total educational progran are used by teachers .
\ and other school staff . - o ;
¥ ' -

5.7 To set goals annu'ally for, composite groups of students to attain, such as those of a par-

ticular grade in school or those taught by a teachipg team.

5.8 To evaluate each group.'s attainment of the goals. . ,/ ‘
L .
. ., ‘ -
' The results of all evaluation activities are used by teachers and other school gtaf e .

a . . -
5.9, To ewvaluate the effectiveness of the curriculum, instruction, and oth¢r elements of‘che

school's educational progranm. X

/_____. 5.10 To improve the curriculuh, instruction, and other elements™3f the school's educatiofal * .
program. 3 / . ~ d
rd ' . - R - . ©
5.11 To_improve the school's advising, organization, and administrative structures and processes. N
L. . Py - ‘ ‘ . e . :
- " COMPOUZNT 6: ADMINISTRATIVE ARRANGEMNENTS o )
N ' . » .
COMRRENENSIVE OBJECTIVE: . - ‘ ‘ , .
> O ~
The echool's aiminigtrative arranjements provide ‘or cooperative plamning and shared Jecision ’
makirg by the peraons responsible for implementing the plans and decisions that are male, mainly
administrators, counselors, teachers,'awd students. . N . ‘
ILLUSTRATIVY EZdABLITIG 0BJ€CT®VES: o . D . ‘[
» * - : ’
The school.: Lo . . '
6.1 Is‘organized into adyinistrative units, each Of which H3s no more than 500 students.
. . Y
. ‘ . N [ N
¢ N 1 L4 .
) . . . ¢ o 4 ¢’
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DESIRABILITY OF COMPREHENSIVE AND ENABLING OBJECTIVES ’ .

Directions: Enter Ehc\l texr APF i’ the . .

. A, Highly Dedirable D. Somewhat Undesirable
B. Desirable E. Jlndesirable »
. C. Somewhat ‘Desirable F:> Highly Undesirable

. .

6.2 Has gone or more committecs, composed of representatives of the administrative team® counselors,
teachcrs, students, and parents that make decisions and formulate plans regarding the school's
curriculum, instruction, advising, evaluation, organizagion, and staffing. <

.

6.13 Transmits information to’'and from district committees.

- L 4
r - *
CQ’JPON 4T 7: ORGANIZATION FOR IHSTRJCY‘IOH AND STJDENT ADVISING AR
. . . L0
COMPR.‘.‘H“NSIVE OBJFCTIVE . N . O
The fmﬁe"{y anigtudents are organized into emall groups that permit instruction and advising
to be personalized. > .
ILLUSTRATIYE ENABLIIG OBJECTIVES: - ¥ ) et ;
A member of each teaching team“and/or advis;:ng group: > .
7.1 Chairs the meetings of the group. < .
7.2 Serves on the school's Educational Improvement Committee and participates im tbe Committee's -~
planning and other activities. . . - NS
- (4
.7.3 Transmits information, decisions, and pldns from the teaching staff to the Educational
Improvcment Committee. s
7.4 Transmits information, decisions, and plans to the teaching’ staffy N
. L) N . . @ a
r~~ . 3 -

An Edueationa’ Bnprovement torr-nzt*ee,.or other esittea or couneil that has representatwea of the
admlnvevratzve team, curriculum coordinators, counzelors, and teachery:

6.3 thns the school's educational improvement activities with input from the total faqufty.

~
Students, parents, and citizens; : -

LY

1)
6.4 Participate in meetings of the Educational lnprovement Commjt tee when matters of concern to

them are'on the agenda. 4, . -

6.5 Serve as regular members of the Educational Improvément Cormittee.

One or rore district cmmttees, compoged of the Jlstrict amzmstmtor, representatwe principals,
eurriculum coordinatore, counselors, -teaci.ers, etuients, parents, and citiaene:

6.6 Coordinate the improvement activities of the district, taking into account district policies

and state requirements. . ~ . ; ¢ o~

6.7 Secure,district and other specialists for consultation regarding improvement activities.,
- \ »

The g zrdzpal provides leadership and, with appro.rcate involvement of members of the® Edioamom’
Impridvénient Cormittee and tne school staff: -,

6.8 Establishes policies andcproccdures that facilitate the school's educational improvement
efforts. , - v
6.9° Coordinates the use of facilities, materials, equfﬁment, supplies, and other resources. I
6.10 Provides time, space, and other physical arrangements that are needed for teaching teams,
~ school committees, and other groups to meet and conduct their business during the school day.
6.11 Establishes effective.two-wady communication ﬂnong administrators, othcr staff, teachers, and
students, and between the school and parean "and citizens of the community.

6.12 Participates as a member of dfstrict commiftees. .

~ .

6.14 Attempts to have implemented the decisions made by district committees.’
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Directions: Enter the lettér A-gsih the . -
1Y .

A. Highly Desirable D. Somewhat Undesirable
B. Desirable + *~ E. Undesirable - v
C. Somewhat Desirable _ .  F. Highly Undesirable . _. _ .. ........ ......

7a, Related to instruction, each group af teachers, such as an interdisciplinary teaching

team, cooperatively: » ,
* 7.5 Develops the procedures for planning, moni:oring, and evaluating each student's instruc-
tional program in each course taught by the group. . 5:
7.6 Plans and evaluates the gyoup's instruttional strategisii. ¢

Related to the group's instructioral functions, each teackerig%‘

7.7 Outlines the content of his or her courses.
7.8 Develops the learning guides that students use in the courses.

7.9 ~ Plans the instructional methods that are employed in the courses, including the use of
time, materials, and modes of instruction. .

7.10 Tarticipates in all aspects of the group's planning and evaluation activities.
7.11 Cargies out his or her instructional activities in accordance with the group's plans.

' 7b. ReZaoed to advising, each group of teachers, such as an interdisciplinary team, plang the
. group's advising activities related to:

7.12 Providing educational advisement.
7.13 Increasing schoolwide communication.
7.14 }mproving home—school-communi:y relations. v o
7.15 gnhancing‘:he personal and social development of students.

Related to advising functions, teackers, with assistance of a guidarce counselor:

7.16 Serve as advisors to a group of students. -

7. 17 Assume responsibility for planning, monitoring, and evaluating each of his or her advisee's
individual educational programs. ‘

. “OOAPONENT 8¢  HOME-SCHOOL-COMMUNITY RELATIONS . ' ’
COMPREHENSIVE OBJECTIVE:

‘Effective communication and caopenatzve edusational efforts betweerr the school and the commnity
. are carried out as part of a program of homé-school~community relations.

T :ILLUSTRA?IVE ENABLEING OBJECTIVES: , ’

’

Y] comprel:ensive program of l:ome-sahaol-%mnity relations:
b‘4 %
'ﬁuli Is ‘formulated and monitored by a gchool committee composed of represen:ative school staff,
o pnrbnts, and students., ‘ :

8.2 Provides for frequent and effective communica:ion between the school and community.

8.3 Encourages the sehool staff to participate in ‘the analysis of the home and neighborhood

. conditions af their students. .

8.4  Encourages’ parents and other community persons to participate in in-school, educacional
activities and to provide suggestions to aid in decision-making.

8.5 Involves parents in planning thie individual educational program of their child.
8.6 Provi for student progress to be reported to paren:s regularly and effectively.

)

’
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DESIRABILITY OF COMPREHENSIVE AND ENABLING OBJECTIVES

‘ Dirécrions: Enter the lettergA-F in the .

A. Highly Desirable D. Somewnhat Undesirable
B. Desirable E. Undesirable ) |
C. Somewhat Desirable F. Highly Undesirable - |

A ]
COMPONENT 9'“ IHTERHAL ANDYEXTERNAL SUPPORT APRAHGEMEHZS

* COMPREHENSI /E O3JECTIVE: - . : .

-

The emirorment for Zearnzng and Instruction in the echool and for work ard otﬂer eiucatioral
cxper;ences in the comrmnity te enriched tarougk the zntevZectuJZ,.te::aycaZ and material suzzert.,
prov;ded Lty 3chool and school dibtric: groups, and by exterral agencies, sucw az the state eiuza-
tion agency, intermediate agencies, teacher education institutions, and projesaional education

assoéiations. o~
ILLUSTRAZIVE ENAELING OBJECTIVES: v
- Tne school distriet’ and local school make provisions for: -_

’

9.1 The Educational Improvement Committee, or other group, to meet weekly during school hours
to plam and carry out its activities. .

9.2 Each teaéhing team, or other group, to have a common time for carrying out their preparation, 4
planning, evalluation, and other activities. ,

9.3 Each advisor to meet regularly with his or her advisee group and individual advisess. . .. ., . . ..

9.4 Teachers to redeive assistance in carrying out their educational improvement activities.
The state education agency takes initiative with local schdol districts for activities such aa:

9.5 Developing strategies RQr stimulating the educational improvement activities of local schools.

9.6 Providiné\financial and techgical sup?ott to local schools in carrying out their educational

improvement activities.
. .
9.7 Encouraging job descriptions to be changed, if necessary, to enable teachers to participate
in student advisement and in educational improvement activities.

9.8 Reviewing and changing the liccnsing requirements of currently-licensed educational personnel
and developing new licensing programs to meet changing societal conditions and related
demands on education. \ .
Teacher elucation institutions, working cao}eratively with local schools and“the state education
agency, take initiative for activities, such aa: 0
9.9 Evaluating their programs to prepare administrators, counselors, teachers, and other educa-
tional personnel; revising existing programs; and developing new programs to meet changing
socictal conditions and related demands on education. .

9.10 Developing and offering credit and noncredit courses designed to meet the needs of prospective
educational personnel and inservice personnel to participate effectively in educational im-
provement activities.

9.11 Arranging with local schools for cooperative preparation of student teachers and interns.

Professional education associations at the local, state, and ‘national level take initiative for

activities such ag:

9.12 Providing leadership to their members in carrying out educational improvement effortg. i
9.13 1Identifying and publicizing local schools that demonstrate educational improvement. ‘
9.14 ‘Influencing local, state, and federal legislation to support educational improvement.

9.15 Encouraging the adoption of contract provisions which facilitate educational improvement.

S 302 Y
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DESEIRABILITY OF COHPREEEySIVE AND ENABLING OBJECTIVES

Directions: Enter the lecter A-F in the .
A. Highly.Desirable D. Somewhat Undesirable .
B. Desirable E. Undesirable

C. Somewhat Desirable - F. Highly Undesirable

1]

COMPONENT 10: RESEARCE AND DEVELOPMENT

COXPREHENSIVE OBJECTIVE:

d
Knovledge is extended regarding learning, instruction, echool structureg and processes,
and other factiors pelated to schooling tirough recearch and development coniucted by school .
personnel and cooperating individuals and agencies.

\\3 ILLUSTRATIVE ENABLING OZJECTIVES:
The school staff: ’

10.1 Develops the capability for carrying out its own evaluative research and related inmprovd-
ment activities. ’ »

10.2 Participates with district personnel and other individuals and agencies in research and
development specifically directed toward educational improvement in their school.

10.3 Participates with individuals and agencies in research directed .toward extending knowledge
concerning schooling and the educative process.

ERIC | 303
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