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PREFACE '
. From the beginning of forma1 education, parents and pupils and teaggers
- have beeh interested in, and concerned about what and how:chi1dreq learn.
‘.In qpe past, wﬁen pupils did not perform at what adu]ts,regarded és
acﬁeptéb]e 1evé1s the blame was bftgq pfgced on the pupils' lack of abi]ity‘
or uhwii]ingness to app]y'him or heﬁsslf*to the academic- tasks that were set
-out. Of'course, teachers received a share qf thé blame as well.
More recen%]y, notice hasjbeen.taken of the role that parent and . peer
: attitudes may play in inﬁ]uencing students to value, and to prosper inh an
educational syssem.” | ; |
Evgnlso; in adéressing the issue of how to increase Ieafnipg, the focus
of ana]ysis(hés been Bn the uﬂique interchange between teacﬁer and pupil as
it takes p1§ce within the schopl classroom.
vIﬁ the last 20 yeafs, federa] and stafe governments héye begun funding -
séecific programs 1ntehéed to ameliorate what some have seen as persistent~
problems of the ischooling process. Riding a]oi7 with this external funding
’hgsléome a new focu5'for:educationa] analysis, hamely tﬁé extent to. which ,
pﬁpi] achigevement is_influenced by éddcafiona] prograns aﬁd by school dis-

‘-
trict ievel.actions.

\, This shift in levél\of analysis has been accompanied by a new set of

questions adeed to concern with pupil.motivation, teacher behaviof, peer

‘interagtions, agd'pérent;encouragem;h;.n These concerns:yith program de]%-
very prosesses;.adequacy of implementation assessed by administrative moni-
tbrind;.and testing df student ach{evement, which had historically been a
measuring fbo1'so that teachers could deférmine pupil achievement, became

.

folded into the newer field_of program evaluation.

,‘... ) . 0 . . }




Program evaluation used tests to assess pupil programs ahd'other-evalu- .
ative'techniques -= c]assroom visitation, surveys, opinioanaires, to de-
scribe program 1nputs. Ideally, data about the educational messages deli--
vered to students and student 1earn1ng from those messages should 1ead
school persohne] to a determination of where action should be taken to
ershance student learning. ) -

This book is ourvattempt to analyze the bridges that a district can ',
bhi]d between test and evaluation data on the one hand, and school district
instructional decision making on the other. OQur analysis is not focused on
the teacher in the classroom, nor on the principal in the school bu11d1ng.
Netther is it on the ddministrator of the special program. Rather, it is on
the personnel in the schoo] d1str1ct s central office. We have selected
this level because we believe many, but certainly not all, pupil ach1evementf
prob1ems can be and, indeed, must be,. ad&ressed at that Tevel. G1ven the
way our public schoo] system is present]y structured the ultimate opera-

a

tional responsqb111ty for pupil ach1evement must rest at the district

| level. K\\\_\ - \
‘This book, focusing on the district 1eve1, represents a relatively new
approach to this problem of improving pupil achievement. N
‘ We suppose that if there were any wdrd that would typify the book's
spirit and structure, it would be the word synthesis. This synthesis is re-'
presented in severa] ways; the subJect matter, the operat1ona1 level, and _1
_ the contributors. To elaborate: First, the subject matter representd a
synthes1s of several fields of inquiry. ‘we attend to the character1st1cs of

and 1nterre1at1onsh1ps between testing, éva]uat1on and 1nstruct1on on the

one hand, and organizational theory on the other. Second, at the*



operational 1eJe1, we try to integrate theory and practice, or put another
way, analysis with action. There is no formula or pre-fabricated program
ghat will guarantee a school district an effectfve way to link testing, and
eva]uétion with insfnuction to improve pupil achievement. Developing such a
program depends upon analyzing each district's unique problems, make-up a
setting and devising a program to meet local realities. Third, the boak's
contriputors represent experiences gained through déiai]ed observation and
academic éearchings coupled with experiences gained through daily struggle
with-designing,-deve]bping, and implementing p}ograms fer 1jnkin§ tesFing
and evaluation with instructidn in school districts.

B]end]ng and synthe51z1ng ideas generated from d1verse exper]ences has
been sometlmes difficult, but always st1mu1at1ng. While our own knowledge
and intérest in this toplc has grown dramatically-in the process of conduct;
ing our .research and working with a wide aﬁfay of inJividua]s,,the ultimate -
‘'success -of the book will rest on whether or not our work helps séhoo1.

districts to befter develop and implement more effective instructional

programs.

v
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5 CHAPTER 1

-What This Book..is About

in which the major. perspectlves of the book are
summarized along with a precis for each. of the
remaining chapters . . .
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'CHAPTER 1

What This Book is About

e 0

This book }s about how school districts can help their students learn
more. .: | ‘ : oA

Thfs Book says that schooi district personnel who work in man} areag --
curriCUlum: instruction, éupervision, staff development -- cam coordinate
their activities so as-to focus on instrugtiona] improvement .

This book.says that data derived from tests; when properly used, ané—'.
-lyied, interpreted; can be useful in he]ping disfrict personnel” in many,
areas work with school and community people’to assess the adequacy df.the
insfructional.program and €o improve it. o -

Many districts, at presént, co]]ec€ a lot of data. Much.of it remains
meré]y.data, undigested, unused, or worSé, transformed {hto mis%nformation.
Low test séores, when reported by the media, and read by the public may
appear to be an accﬁratg assessment of the lack of qua]it} of schools and
.the inadequacy of s£udent achievehent. The problem, then, is framed by'the '
question, "How to we raise test scores?” \

Chapter to presents a scenario of a week in a‘relatively small
school district where test scores have just been released to the news-
papers. The ongoing activities, daily crises, and events, the persona-
lities of individuals, form the backdrop against which board members,
the superintendent, administrators and teachers ask themselves and one

another - "What do the scores me@n?" "What next?" *Where do we go

from here?" : : '
1
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Education has the unique distinction of being a topic that a1most'every
segment of society feels equipped to .judge and express convictions. These
feelings and convictions stem from the fact that.the*American system of
public educatidz has offered an’educational program for all youth, and from
" the ‘personal exper1ence 1nd1v1duals tend to draw retrospective conclusions
regarding the re]at1on of the ed\Cat1ona1 experience to successes, failures,
wishes and unsolved problems both during sckogl and in the post-school
years. | |

A common reaction to- the many prcblems of society is to look for a
- cause or reason for the'undesired circumstdnces. In the search for a‘single
cause or reason for comp]ex prob]emé, it is common for a s1ng1e content,
process; or.procedure to be 1dent1f1ed as the “cause“ and to suggest that a

-

change w111 eliminate the problem, e B

The organ1zat1on, adm1n1strat1on and practices of education are under
close scrutiny by al] segments of society. ,The quest1ons raised about edu-~
cat1ona1 pract1ces are often not asked to obtain exp]anat1on or 1nformat1on,
but are statements of be11ef regardnng a solution to a perceived problem.
For example, quest1on5fsuch as . -- "How soon can we expect.test scores to go
up7". "Why don‘t we.identify incompetent teachers and do something about
them?" "Which district has an instructional program that has been provervto
improve test scores?"’ and "Why don't we ask the Supenintendent to develop a
comprehensive plan tc improve Student achievément‘and present the plan and
the re1ated costs next month?" -- are stdted as questions but are also .

statements of belief of what should be done to improve the educational pro-

gram and eliminate the condition that nas\bqeated the perceived prcblem.

110.



- ChapteF 3 takes each of these questions and exh]ores why the
question is misleading.

These questions or demands for action are based upon the erroneous
assumption that a single factor is responsible for low achievemént,
poor discipline, iow morale or whatever. The statement of the quest1on
. ‘commonly assumes that a quick and ccmprehensive change will be observed
from the change of a single ‘element, a single pronouncement by the
administration, -or the substitution of new materials or techniques. -

-

This book suggests an alternative to the quick fix. We suggeét thaﬁ no

single procedure, material, facility or person operates in isolation from

N

»J’

the complex interactions among ong01ng operations 1in the educational

s

system.

In Chapter 4, six districts tell their stories. Each of these
districts responded to the problem of increasing student achievement in’~
a unique way. Each district, starting from a sense of district .respon-
sibility for student.learning, evolved, over a period of tie, a method
whereby the district used tes® scores and evaluative data not only to’
monitor but also to plan instruction; not only to diagnose but also to
prescribe. Two of these districts developed centralized curricula-
based systems where tests assisted teachers in increasing chi]qren;§
learning through a prescribed, sequence of knowledge acquisition and
skill development. Two others developed a feedback method, where
central office staff interpreted test and evaluative data to school
planning teams who advised on annual resource allocations.

Particular districts who approach the student achievement question in
integrated oréanizationa] terms have developed such systems. But there are
not many whe do so. Why are these districts different-from others? Or, to

turn the question around, what -are-the impediments to all districts in doing

" ‘

the same thing? Why is instructional improvement through the management of

’

testing and evaluation not a natura]]y occurring phenomenon. - -

- Chapter 5, using the scenar1o and district =tor1es' points out .

- five reasons why a long-term coordinated district strategy is difficult
to conceptua11ze. However, an open-systems perspective explains some -
of the barriers. It provides an understanding of how these changed
assumptions can lead a &chool distrigt in the direction of a coherent
plan to “interpret" Lest1ng, evaluatTon and instruction.

12
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Chapter 6 will personalize the foregoing discussions SO that dis-

tricts may begin to think about: 1) reasons for developing a unique

.system; 2) starting points, including gpalyzing opportunities and cons-
traints posed by the environment and history; identifying existing .
jdeas about testing, evaluation, and instruction; and looking at cur-
rent curriculum, instruction and testing activities and what can be
changed; 3) sequencing for development; 4) selecting emphasis (e.g.,
staff development, curriculum and materials, tests and evaluations); 5)
identifying sources of support -- external, administrative and
technical. . : ’

3

r

0



CHAPTER 2 ,

School District Scenario o
“in which district personnel consider public
reaction to test score decline as jreported
in the media . . .~ ¢

.
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CHAPTER 2

School District Scenario

£ (4
~

It's Monday; well after 7:30 a.m. The dﬁstrict-office of the

Unified Schbo1_District isva1ready'fu11»staffed with pé}sonnelAperforming
their designated functions. A new bug route just has been created for those
students attending a self-contained class for“the Educétiona]]y Handi -
capped. rThe.Director of Food Services is dispafching the Monday menu ofi‘
spaghetti, mixed vegetables, jeilo and milk tora11 of the district's kit-
chens. - The ;1erk in charge of ;ontactihg-teécher substitutes has 6ade the
usual wake-up calls and now dpefates the switchboard, third cup of coffee in
hand., fhe Business Services branch hur}iedly tybes.a cbntractua] aéreemént
" for toc.y's staff'deve1opment pregégiafion.

The district is moderate in size with a diverse stuéent popu]atién. :
Minority enrollment is on the increase, yet the total student enroliment is
on the dec]ine; There are fourteen elementary schools, two middle and ‘two
senior high schools. The §taff has been sfab]e over the years, but within
.the paft two there have beén many bé;ween-schoo] teécher transfeé requests.
_The teachers; organization endorses the'transfers and is pushing hard to
Tower thé adm{nistrator—teacher ratio and raise teacher sa]arie§ by 15
.percent. A ’

s A few parents have already started calling the Superintendent's Office
regarding last evening's newspaper article heéd]ined -- "Secondary Scores

-

Decline--Elementary Tests Remain Stab]e;“ Some of these callers are

Tt
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concerned about what the published percehtiles mean for their children's
chances to get into good colleges. Two citizens.who had participated on the
district's‘committee_deve]pping system-wide goals and instructional objec-
tives, find it hard to understand that the district students haven't yet
mace any gains in.reading and mathematicsi One taxpayer suggests that
dwindling federal dollars are being squandered through bureaucratic wrong-
doings. One call is taken by the curriculum specia]isf who attempts to ex-
plain the scores in tefms of changing student péﬁh]atiqns and* the shifting
district ehphasis into bilingual and career gducation programs. A final
phone conversation focuses dn a related news article about the upcoming
Tocal tax election and tﬂe'political involvements of some voc:' Board
meﬁber. |

The Superintendent, Chris Dewey, faces another crowded day's agenda.
The~aay-at-a—glaﬁte calendar ‘sprawled on the desk ipdicates that the regular
schedu]ed”monthly meeting with his principafg begins at nine o'Elock. Pen-
cilled #n red for 8:45 this morning is a hastily called meeting with two
school Board memberg.Qho want some quick answersqabout the test score situ-.
ation. At one o'clock, Chris will ‘meet with the Executive Cabinet, which.
consists ofvthe district’s central office édministyators. | ’

On one elementary campus, some of the teachers convene in the lounge
and discus§ the newspaper gtory. A group of instructional aides hired
through Title I funds are there too. besignated staff_memﬁers are perform-
ing their normai supervision dutiés on the p]ayground. The students seem
happy. The majority of student§ are clustered in the{r.oﬁﬁ ethnic groups,
moving about with lunches, jnstruments and backpacks. They play and chatter

informally until the morning bell calls them inside ;6 classrooms.

Q . 4‘ 16’
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Reading'1essons are conducted from 9:00~9:45 a:m. in all district ~
e]ementary schools using the Sequential §tages Reading Series. At ten'
o'clock, the first of three recesses is held; follewed by the Individualized
Computational Mathema*ics Learning Program. Science, social studies and art
are squeezed in as time permits and at the d1scret1on of the teacher. The .
Curr1cu1um Commlttee is concerned about this emphas1s on reading and mathe-
matics; the Board has est§b1ished 5 policy that the'most'important basie
subjects, reading and math, be taughtlfn the‘morniqg when the students are
fresh and alert. A U A4

Around the corner,‘the high school campus is quiet except for the few
students attending a 7;15 a.m. Advanced Placement Class. Two custodians
begin their Qork picking up litter after last Friday's football game with a
crdss-town rival. Six seturity guards, armed with walkie-ta]kies; have been
ZAlled to fhe Principal's office. Due to power failure, no bells or clocks~
Qne campus are”working. The guards will be used today to move students
through the six- per1od day. i

The high school's teachers' lounge is noisily filled w1th teachers
criticizing not only the newspaper article but also the daily school bulle-
tin, the teacher enion,president's position on hiring, and the’ rescheduling

‘of'today's sports rally. The reading -and mathematics teachers are -particu-

larly concerned about the decline in the students' scores in their respec-

tive shbjects. Just a year ado, the School Improvement Advisory Council set

>

raising these scores as a top school priority.
There js much unrest on this campus. The high school, with its third

pr1nc1pa1 in six years, has recently 1nst1tuted its minimum competency exams
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L
with dismal results, and, there are rumors that the school may be closed

‘next year due to enro]lment detreases. The School Improvement Advisory

Council has dec1ded th1s year to t1ghten graduat1on requ1rements. Teachers
and some parents are more "concerned about what they cons1der the school's
real prob]ems, poor d1sc1p11ne and drugs.' This year's projected staff
development activities are -intended to .deal with sgvera] other issues: sex
equity beyond sports and physical education, textbook and library censoriﬁ%&
mobilizing community resources, humanizing the §chools, and teacher evalua-
tions under the district contract. ’

The bull horn that has repltced‘the norm§1 bells sounds the start of’
the first period and teachers slowly disperse to meet their Period t stu-
dents. . Ms. Swift, the newly appointed principal, experiences some frustra-
tion. Shculd she stay behind at school and dea] with the bells or drive
across town to the district office to attend the Superintendent's meet1ng?
Does she have an option? ° )

Parents and community persons are watching;?.This is her first princi-

palship and Ms. Swift is the object of considerable district-wide atten-

tion. She is the first female high school principal appointed to the male-

dominated district administrative roster. Her proqttion from an assistant
principalship in a nearby district has ﬁot been greeted with overwhelming
enthusiasm by those who were comfortable with things "the way they were."
She is aggressive, knowledgeable about new instructional developments and
willing to try out some new ideas. Some meﬁbers of the community and Board
are delighted to see someone who wants to bring a different approach.

Others feel that the district really needs funds to do the things that are

tried and true. HWhat is needed is more of the same.

18
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Enough about Ms. Sw1ft. She red11y had no option. She sped off in her
eear and was the fourth of 20 pr1nc1pa1s expected to meet at 9 00 a. m..w1th g
‘the Super1ntendent.
The school administrators sit in the staff 1dﬁngei Some are taking
advantage of the coffee;and donuts provided, some remark abddt yestenday's”
. test results news;-" {
It's 9:15 a.m. as the 20 prlzpipa1s remarn in the 1ounge wa1t1ng
unknowlng]y for a meeting whose entire agenda. has been changed. The Super-
intendent is meeting with the two Board’ trustees. These 'two represent dis-

t%nct]y different community interests,, but have a common concern-about the-

district test results. The Board-members insist that the Superintendent
AN .

|

expand the Board agenda to include a statement from the Superintendent on
the test scores, and a plan of how the district 1ntends to raise these
scores. Representing the vo{ces of theih constituents, they feé] that{the «
public is tired of excuses, and the Bdard‘memhers fear a~swe11jngeexodus of
children away to the private schools. Like]y the‘1oca1 television station
will send a reporter to the meeting. 2 ) —

Mr. Pace, principa1 of the Bruhen.E{ementary School for the last twe]ve
years, arrives. He was stopped .in his school cprridors by “Tim Hunt1ey, a |
student teacher who wanted to knOW'why'Bruner had‘sconed so Tow on the
test. ‘Mr. Pace tried to give a hurried but philosophical answer abdut the

scores, making this comment: "However, young man, you must remember that

our scores, at this school, weren't that low. In fact we d1dn't change our

~

scores. The papers are looking at cur d1str1ct performance on. the average,

not individually at our school. Look, I'd like to.talk more, but. I'm rea]]y

late to an important meeting. Why don't you ask your master ¢eacher?“'

~
-

s




d‘ﬁk;yuntley enters_his 3rdt4th orade combination c]assroom rather
perb]exed The students are work1ng 1nforma11y,1n sem1-structured groups.
They are beg1nn1ng a humanities proJect he ass1gned which requ1res the
enchange of ’ 1deas .in order to deve]op cr1t1ca1 thank1ng. The cu1m1nat1ng
act1v1ty is a group collage which cagtures the essehce and tone of;the
topic, “Communicating D1fferences. ' ' . -

Not seeing h1s superv1s1ng teacher' around, Hunt]y states that he has
just seen the pr1nc1pa1 and that the. pr1nc1pa] permitted, in-fact mandated'_
that they ho]d open d1scus=1on about the school, the programs and the té/ts

that are g1ven. Because the tests seem so meaningless to them, the students‘
stop what they are doing and beg1n to chat and rem1n1sce about who cheated
whose pencil. broke, who marked the wrong grids, and who faked illness.

The superv151ng teacher, a ten-year veteran, ‘hurries in ‘with several
cop1es of last night's ne1ghborhood newspaper under one arm and d1ttoed
reading materials under the ‘other. She th1nks she has a great idea for a
new related assignment, "The Power of the Press in Communication,“ but
instead, she verbalizes her p]easure with Huntley's initiative as well asf
the students' self-control in her absence from_the cfassroom., The discus-
s1on over test1ng 1asts about twenty m1nutes. "Responding to the principal’s
sugggstion, the student teacher asks his supervising *eachcr what she thinks
about the test scores. The teacher ]ooks puzzied, and is at a loss about:
how to réply. How much will her answer show that she really doesn't know
much about the structure of the test and the meaning the d1fferent scores
have for teachers? Hesitant and somewhat embarrassed, she begins a 1ong~

~
discourse on the history of the testing program. "This district and
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comnunity haVe.engaged in an gxténsive testing pfogram for the past fifteen
years .. . o _ _ “ |

- Back™ at .the district office the principals arg admitted to the Superin--
tendent‘s office ‘at 9:30 and the meeting begins promptly. Supérintendent
Dewey dea¥s with’a somewhat routine administrative matter and reports on the
juét—conc1UQed meétfng_with the Bpard,members. "If I am to make a brééenta-
tion to the Board on Monday I want-to base my comments on the be;ception of
pedp]e, like yourself, who have first-hand know1edge of whaf.is going on.
Wefvé begn.ﬁushing basfcs nbw for a long tihe - yét the test scores remain
at unacceptable levels -- what in the world is happening?"

A long, intense,‘but somewhat"ramb]ihg discussion consumes the nexF £w0a

) hours.l The principéﬁs' perceptions of the problem cover many factors.

Some blame the influx of children with.Eng1ish as a second language ahd
for whom the test is not a fair measure of their real skills -- or éhe
scﬁoé]s’ instructional program; O;hers think that the tests are meaning]ess

© to the‘kids and they don't try.  Others insist that many students just don't
know how to take 5:3% tests. Some respond with questions, such as: Does
this test measure wha% we teach? Do we knqw which specific students or
gfoups of students account for the lowest scores? ‘Are all the teachers
really imb]ementing the new instructional program? Some suggest solutions
such as more inservice training, or changing‘the tests, or not re1ed$ing the
test scores.

" The meeting ends wi}h a marked feeling of'genera1 frustration. Ms.

Swift, thinking about the forthcoming meeting, remarks that there are times

when it is nice not to be a superintendent.

Q | . RS 23
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The Administrative Assistant to the Superintendent picks up the extra

xeroxed copies, Fnd gets coffee for her boss. It has been a busy day
: ' J A

already. -
. , o
It's 1:30.71Chris is conc]uding a telephone call as the eight members

-+

“of ‘his_executive cabinet enter the Superintendent's-offjce,- Siﬁtihg around

the large executive table, from left to ridht, are: the Director of
Curriculum, the Adminfstrative Assﬁstant:to the Superinténdent, the District
Personnel Dire&tor,.the Evaluation and Testing Coordinator, the Djrector

of Pupil Personnel Ser&%ces; the Directo?lof Federal‘Pr0j9cts and Programs,

the District Budget Difectdr, and the Associate Superintendent, for Elemen-

>

-

Staff assistants,_.have brought additional school and'district documents

* inciuding last year's unused Title I Evaluation.and Reporting System

.(TIERS), the basal readers used at each grade level, the mathematics learn-

ing packages, and che computerhoutputs presenting school and grade Tevel
information, as well as an item analysis for each question administered to

the students. . -

a

»

The Superintendent has described the unexpected meeting with the Boérg
members and the meeting with the principals. The.chief administrator oﬁt;.
1ines what the Boarduis»expecting and he asks thém one by one to give his/
her perceptions on the problém and any ideas he[she might have both as to
solutions and to how to handle the Board presentation. But not everyone
seeé the prdﬁqzz the same way. U

The‘%ﬁrriculum Director starts off. "I hope we don't panic over these

latest test scores. After all, our new curricuium emphasizing basic skills

-

R2
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~ .
has only been.in operatiuv for a little more than one year. You can't ex-

pect that fhings will change overnight. These things take tihe, M}.advice

is.to keep emphasizing what we afe dojng’é- we have a’sound plan for getting

kids to study. more Basic ski11s. My advice is to. say that this is a tempo-

\

rary cond1t1on —~— th1ngs will improve with time."

"Besides," the Curriculum Director continues, "I'm being plagued by
self-appointed book censorship g}oups who are insistipg that we clean out’
our texts and school library of what they consider offensive matéria]s.'

When this issue reaches tye Board -- then we will have a real problem!"
The District Budget Director, an accountant by training, sees the
problem as one of ineffective teachers who continue to do an inadéquate job

in the classroom. "Why not," he argues, "begin aggfégating these test
scores by teachér and see if any teacher continually has c]asses‘of‘students
who fall below a pre-selected percéhti]é7 Thesé teachers, once identified,

cou]d be*g1ven extra help and if they still perform below d1str1ct stand-

ards, then we can ‘counsel éﬁ?‘ out of teach1ng. In the business world we

-

do th1s all the time -- I mean, we look at a saleswan's monthly records. If

he can't perforﬁ -- out he goes! All the new curricula and regulations and

media don't add up to anyth1ng if you have weak teachers. 1 say, use'the

q\ ~

" data to attack what is obv1ous1y the most serious problem -- some poor

teachers!" Most in the room shift uneasily in their chairs.

The Coordinator of Testing and Evaluation attempts to cop] what might
become a heated discussion. “At the risk of repeating mysé]f end]ess1y,.1et
me say that 1 warned you some time ago that this might happen. As yo6u will

recall, I predicted that there was a mis-match between our present norm-

23 l
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2
referenced tests and our newly developed curriculum. As it is now, the

tests simb]y do not measure what we are teaching. At the time we chahged

-

our CUrr1cu1um we should have looked at a d1fferent more relevant norm-

/

referenced test. But, I'm afraid it is too late to do much about it right

now. Any shift we make will jmmediately raise suspicions that we are

-selecting an reasier' test, just to make us look good."

L}
“Hav1n9 sa1d that, let me suggest a more immediate so]ut1on, name]y

_ teaching the kids fo take tests better. 1 don't mean anyth1ng illegal, Tike

giviQsi}ng% the test answers. Don't get me wrong. But many teachers report

that someKkids are really frustrated by the whole process. Indeed, some

kids are forced to take the test even when they can't read English. I ask
you -- of what use are those resu]ts? What are we do1ng' Also, some kids

are confused by the standard answer forms. 1 say let's have some teacher

’inservice‘training on how to teach kids how to takc tests, and let's remove

those teét scores of kids who obviously cannot read Eng]fsh very well -- or
better yet, 1et s get the test translated into their-language. These kinds
of actions will bring more immediate 1mprovement - someth1ng we desperateiy
need." k .

Thé Superintendent's Administrative Assistant, who normally doesn't say
too much at these_cabipet ﬁeetings, unexpectediy speaks up. "It seems to me
that we are not fhe only distfict with this problem. ﬂhy’don't we fiﬁd_soﬁe
other districts that a}e like ours in size and student make-up, etc., and.
see what they have dope? If they have come up with something that works for

them -< let's adopt the same plan here. Such an approach will save money,

time and will be successful. .Those are words that the Board likes to hear."

24
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Finally, the Associate Superintendent for Elementary and Secondary -
Schools speaks up. "At the.risk of furtherrcomp1ic$ting what has been said
and/§uggested, 1e£ me remind you -- us -- that the problem is not equally
distributed in the district. Our elementary school scores.did not decline
but .the secondary ones did. Also, some elementary schools ac{La11& |
increased their test scores. As we struggle with this problem we should be

=

mindful of these facts. No simple, éing]e strategy is going fo solve this

problem, even if ihe board and some segmeﬁts of ‘the public are clamoring for
one. We must’Very carefully think through a long-term, comprehensivg
strategy that will get at thé core of the problem -- otherwisé, we will. be

“holding this same discussion agafn this year -- that is, if we are still
here." E . '

The Budget D%rector reﬁinds the~grodp‘that any plan must be developed
wifhin the confines of_iét another budget cut. There will be even less
money for staff Qevelopment, evaluation studies, and the iike. |

At this point, the Superintendent turns the discussion to the district
enré]]ment and budget projeétions and tke administrétors submit plans they
have_deve]oped'to accommodate the anticipated cuts.

At 4:30, the Suberintendent thanks them for their perceptions, ideas
and advice, and ushers them oﬁt of the office. The secretary buzzes and
reminds the Superintendent that he will have to leave in an hour in order to
maké a presentatjqp at the district's student Eitizenship dinner.

It's now 9:Y5 p.m. At home,” the superintendent sits down, legal pad in

hand, to sort .out what has been said. The several peoplie to corner him at
\ .

the citizenship dinner about the test scores made it clear that a potential

ro
1
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crisis is brewing. What he séys at the rapidly approaching Board meeting
takes on increasing importanée._ He looks at his notes, searches his memory

and begins to categorize the suggestions made.  The fo]]owing appear.

-

1. The test approach . . :

select a different test
» teach the kids to take tests
° relate the test content to the curriculum

2. The teacher approach
improve teacher skills
° jdent¥fy incompetent teachers ~~ and provide inservice
training ’
fire those who can't meet district standards -

(-]

3. The plaaning aﬁprqach

° develop a comprehensive plan that considers the several
dimensions of the plan

4. The adoption approach
jdentifying districts that are similar to ours
° sort through their respective plans and pick one that

has been effective elsewhere

° jimplement it in our district

Somewhere among all these approaches, there lies an answer to the

district's dilemma -- but what is it, and how does he begin to find it?

Discussion

)

While the -details might differ, we suspect that there are
characteristics or parts of this scenarto that are familiar to many

administrators in school districts across the United States --

Q . 26
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dlstr1cts that collect test.data and find those data released to the
public through the media;,

districts in which there is a public outcry'when the test data do
not reveal adequate pupil learning and achievement;

districts that are urged, or motivated to "do something" to bring up
the test scores; . k.

districts where there are mu1t1p1e and differing percept1ons about
what causes the problem and, accordingly, about what will best
achieve the desired goal of raising test scorgs.

~Such districts faceq% very real Sha]]enge and dilemma because they are
bften cgnfronted wjth data that cha¥lenges their.credibi)ity to gerform A
their central instrﬁctipnal»ro1e, because it is widely assumed that test v
scores accurately reflect the school's instructional program. The public
oféen assumes that there is some causal relationship between the district's
instructional program and test scere fluctuations. Often the public de-
mands, and the district officia)s promise, that the distfict wi11 make
necessary instructiona! program adjustments so as to reflect increasing
_rather than deé]fning pupil_é%hiev%Tent.
| But what should be done? This, of course, rests on knowledge about the
. district's {hstructiona1 progEam and its refationship to the tests used to
measure instructional effeetiveness. In many districts this re]atioﬁ;hip is
simply unknown or op)y ;;gue1y understood. The districts have not exam1ned
the relevance of the\test1ng program to the 1nstruct1ona1 program. . Indeed,
many districts wouid be hard pressed to describe the degree to which their
instructional program is being taught by district teachers behind their

c]assroom doors.. Thus, the d1str1cts, such as the one portrayed in our

scenario; can be character1zed as possessing 1nstruct1ona11y relevant data



but data that, in its present form, is not being adequatg]y utilized as a
potential management‘too1.

This book is intended to help school adnﬁnistrators, board members and
teachers to better understand the potential that district testing and eval-
uation programs have for improving the instructional program. Actually, our
purpose goes considerably beyond just focusing oh»testing and evaluation as
jsolated school district functions. We conceiQe of testing and evalﬁationf

‘ ¥
as being components of a district instructional management information

szstem.

To elaborate, we define a district instructional mahagement information

, o
system as follows:

District - We consider instructional improvement -as a school district re-
sponsibility. To be sure, the jndividual teacher in the classroom is
"the basic component of the instructional program, but this does not
relieve the district from full responsibility of seeing to it that the
~ teachers are competent, using appropriate instructional methods, and
furnished with necessary supplies, equipment, and instructional mate-
rials. - Teachers alone cannot carry the entire instructional burden;
neither should they assume the total responsibility and blame for the
jnstructional program's shortcomings. This responsibility rests with
the school district., ' N :
Instructional - By this we mean the delivery of the district's curricula. ™
It includes the teachers' methods of determining learner needs, in- ’
5 structional decisions and activities, and assessments of tne effective-
ness of instruction, including district-wide testing and instructional
program evaluations. . ’

Management - This includes the planning, developing, implementing and
assessing the district's instructional programs. It invoives coordi-
nating many components ranging from personnel.to budget to school site
administration to inservice training.

Information - This includes data collected about such topics as pupil
achievement, teacher behavior and activities, program implementation.
It include: using fmany kinds of tests, program evaluations, opinions
and attitucez surveys. ‘

. 28
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System - This recognizes that the various components, e.g., instruction,
test scores, evaluations, inservice training, have a relationship to
one another and that they should not be isolated one from the other.
For example, a thange in the instructional program in a given subject
yi]], or shou]d? have some impact on other compenents, e.g., tests,
inservice training. ' .

Put another way, we propose that districts can more efficiently and
effectively manage their instructional programs if they have developed a
system for relating information-and data they have gathered to their -
instructional program.

OQur scenario district is }ich in data, but poor in not haviné devel oped
a management éystem that will allow them to use thdse data fbr’instructiona]
program improvement. This book is about how such a district instructional
mgnagement information system can be developed.

We think such a book is needed at this time. Schools-and school dis-
tricts are not doing verije11. That is, public schools are increasingly
viewed by the pubjic as not being very effective instutitions. While much
of the present crisis in public education results from nationwidé, indeed,
worldwide, economic decline and political priorities that have shifted away
from public education, one can argue that pub]ic schools must present evi-
dence that they are efféctive organizations before‘the public will express
much cggiidence in the schools. A popular public perception is, that merely
"throw{ng money" at the schools will ﬁot necessarily improve the quality of

S ' .

the schools. ‘
Experience has shown that single element strategies just don't work. "

For example, some have advocated massive inservice teacher training. This

strategy assumes that the individual teacher behind.the classroom door is

the problem. There is some merit to this approach, but in our view, it is

’
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too narrow. It does not‘address the systematic and district-wide responsi-
bility for instructional improvement. -

Others have advocated .a data-based accpgntability approach in-which //‘
test data,aré used as a prod to get teachers to be more responsib]e -~ and
théreforé; ultimately more effective. This hasn't worked either; it has
resulted in the mis-use .of test data as a punitive device which has resulted.
in deception and evasion and a lessening of trust between teachers and thgir
supervisor§r Again, this strategy is not.based on any comprehensive, syste-
matic instructional improvement system.

We believe that wﬁat is needed is a system or approach that will 1ink
together our advancing knowledge about testing, evaluation and instruction
- within the complex setting:of school districts. If done pfoper]y, it can
. provide one approach to-;mproving school districts' instructional programs.
Clearly, it is not a pénaﬁea.” It has its limits. For example, there are
important school -activities and outcomes fhat are very diffiéﬁ]t, if no
impossible to capture or measure in a testing program. We are talking Z;;;t’
such outcomesvas the‘studgnts' self-confidence, or appreciation of beauty,
or enthusiasm for inqd}ry. Thus, one has to be careful not to'bqgih dimin-
ishing‘the/provision of these important activities on the basis that they
cannot be adequately measured; at least not with our present level of test-
ing technology. Frankly, we doubt that some of the schools' most important
oﬁtcdmés can ever be measured, except in a very subjective way. But this‘
doesn't lead us to conclude that all measurement and eQa]uatﬁon of perfor-
mance is undesirable. IWe must do %hat we can, be aware of the 1imitatidns)

and take actions necessary{fo see to it that the schools more clearly rea-

lize their instructional potential.

30
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CHAPTER 3

School District Questions
in which four simple questions implying
Mquick fix" solutions are reframed for more
productive thinking . . .
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CHAPTER 3

Introduction

~J

]

The reader wi11'reca11 that we left the superintendent of our scenario
sch2ol district at home, late in Fhe evéning, 1ega1-siied pad‘in hand on
which he had‘wrﬁttén the four'approaches hé had heard aboui the looming cri-
sis during his conversations with his principals and his cabinet. The four
approaches were: the.test approach, teacher approach, planning approach and
adoptid& approach. Qur superintendent, and’others'who may find themselves
in a similar situation are indeed faced with a formidable challenge. The
crisis is real.. That is, the public bé]ieves that, at least as measured- by
the district's testing program, the dis£rict simp]y'isn't eduéating children
to acceptable 1éve1s'of learning. What is more, the decline in test scores
~ seems not to have been stopped by the efforté a1ready undertaken by the
superintendent- and his administrative qnd teaching staffs whq\care about'the
same. problem. " Not oniy do they care, they have acted. They ﬁave formed a
- district community/parent committee'fo define district goé]s - perhépé in
the hope that if thé goa]g are more clearly explicated, they will also be
more obtaizable. Yet, in spite of congerns and effort, the district remains

a

plagued by unacceptably low test scores which presumably represent weak
student achievement. IR ¥
But the superintendent's dilemma is not30n1y that the district's

efforts in the past have not worked. He is also challenged by the four

32 .
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‘suggested approaches.he has recorded on his note pad; Eéch has the "ring of
truth: about it. Dbes the answer to his district's diiemma rest on fo]]ow}
ing one of these approaches? 'Or some combination of approaches? -0Or-in
going in an as yet’unidentffied direction? The board eipeéts an answer. he.
and his staff want an answer. Where does he begin?

We suggest that he begin by understanding the myths and the facts _
underlying each of the questions. *

J. Richard Harsh,” the author of this chapter, deaws upon considerable
training and experiehce in tackling the;difficult task of ana]y;jng these-
approaches fairly and conci;ely. For many yeérs,‘he'was the California
field director for Educati;ial Testing Service. This brouéht him into &
working relationship wi;h many school district instrucfiona], testing, and
evaluation programs. Since retijrement, he has served as a mﬁ;h-sought-after\
consultant who specializes in district testing, evaluation and instructional
problems and progfams. In writing this chapter, he has drawn extensi?b!y
up;h his many‘years of experiencé and the insights they have.provided. ’

>
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%% How Soon Can We Expect Test Scores To Go Up?

The publication of district test results in the local newspaper often

L

sets off ‘a strong reaction in thef{community. The board of education may

. ¢ ‘e s s .
receive strong demands from vocal citizens to initiate referms in the in-

A Y

structional program that would improve the achievement of the students.

Speciak funds may be allocated to schools to improve the test results. Such

a fliorry of activities stimulates people to question past and present prac-

tice and ask what results may be expected.

"How soon can we expect the test scores to go up?"

This question can't be aqswered without knowing which tests are refer- '

red to. However, as this is mentioned, the quick retort is often -- “the

tests in reading, mathematics, and language that have always Seen given."

Myth:

Discussion:

<

All tests with the title of "reading test," measure reading in

the same way, or, all the tests of matheﬁht1Q§ measure the same

sk¥lls and knowledge of mathematics.

There are a variety of tests that are given to measure stu-

dents' skills in reading, math and language, and the various

" _Tests (by design) have different relationships to the Tocal in-

structional program. Various tests of reading, math or lan-

guage may ask students to demonstrate different skills, know- ‘

1edges and applications.

There are many categorles of tests. Each category of tests
reveals different th1ngs about student learning. And, within
each category of tests, the tests may differ from one another..:

The following array of reading tests may be used in a school

district. ' : . /{

":‘\'é‘"‘v‘- =
v
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Published Standardized Reading Tests

These tests are deve]oped, normed and published by commerc1a1 test pub-
11shers for sale to educat]ona1 1nst1tut1onsﬂthroughout the nation. They
prbvide norms constructed by the publisher that are derived from testing a
samgle of students in vardous,types of school systems that the pub]fsher
bel{eves to be a representative population of the students in the nation.

L . .
The questions on these tests are designed to measure the skills, knowledges

and app]ications that are believed to be most;genera]]y common to many read-
ing programs throughout the nation.. These tests may be considered aslmea-
sures of genora11y common reading skil1s with norms that suggest the ranking
of levels of performance on the test.

The California Achievement Tests, the Stanford Ach1evement Tests, -the
Idwa Tests of Basic Skills, the Seauential Tests of Educational Progress,
the Metropo]itan,Achietement Tests, are,exampTés of these stapdardized tests
that have sub-teatS'to'measure the skills of reading, éathematdcs and lan-
guage that are considered to be generally common to many school programs.
Analys'is of the reaging teété of these publishdré reveais that the content
and ski]is measured E& the questions differ from one test to another. For
examp]e, %eading vocabu]ary‘is measured by some tests (CAf SAT) by present-
ing a word and asking the student to 1dent1fy from among four: options that
one which means the same as the word g1ven. {n contrast, the Idwa Test of
Basic Skills measuresfreading vocabu]aryigy asking the s udent to identify
"the’meaning of a word in a pafticu]an sentence or %ta’y. E.g.,
Bob said, "I'm glad that I can bank on your loyalty.” In this
sentence the word BANK means: a) a place to keep money; b) the

side of a stream or river; c) to.be able to depend upon
another; d) to arrange a stove or fire.

__-—-/"—/’
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State Assessment Programs

These tests are designed under the direction of state educational agen-
cies to provide measures of the skills, knowledges, ‘and application that the
state réquires in the curriculum or that are expected to result from the
instruction ip all districts of the state. Some states may construct their
own tests (California, New'York,_etc.) while other states may contract with
commercial te;t phb]ishers to develop tests to their specifications (e.qg.,
‘F]orida; Michigan, etc.). ’ o

.Norms for these tests are developed from the pérformance of the stud-
gnts in tﬁe particular state. The norms may present n%merica1 ranking of

schools within the state%\or percentile ranks for different ]EVE]%a?f per-
A &
formance by individual students, or maprrovide numbers and percents of

students within each school or district that demonstrate competence in each
skill according to the standards established by.the state agency.. Some
states (California) provide norms for groups of schools with similar demo-
graphic ﬁhéracteristics such as mobility of students, socioeconomic condi- -
tions, percent of minority population, etc. The different norms both within
‘and between state assessment programs provide different information regard-
ing the performance of individual students, sub-groups of students or the
schools and districts being assessed..

The use of the state testing fesu]ts also differs in relation to the
design of the tests and the manner in whi¢h students are tested. In‘soﬁe
state;, all students in all schools take the same test on the saﬁe day of

the year. In contrast, the California State Assessmert program is not de-

signed to provide information about individual students. California uses a

36 | '
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"matrix sampling” design which provides many different short forms of the

.assessment of basic'ski]]s in reading. The combination of all forms of the
test covers all the skills that are desieed to be measured,‘but any siegle
form will measure only a portion of the eki]]s. Students take different

’ forms of the test that are randomly assigned within each school. The scores
from all forms of the test are reported for schools and districts but,no
scores are available for individual studenfs. The report made to districts
“in Ce++§orﬁia provides a "percent of correct answers" to the composite of

T an sk1lls measured by all forms of the tests. Such a report provides
1nformat1on of the percent of students in a school or district that are
successful with &ach skill measured. This 1nfonmat1on is quite d1fferent
from'the'state reports that provide per;enti]e norms for each student or-
schoof'population, and neither of the state reperts may be compared to the

national publishers' norms.

Proficiency Tests For High School Graduation

By 1980, thirty-eight states had adopted legal qu1rements of profi-
ciency test1ng prior to granting a\\Jgh schoo] diploma. \ The des1gnat10n of
competezﬁjes and tne standards of performance were made by.state departments
of education in some statee while other states mandated local definition of
the competencies to be meésu;ed and the level of performance required for
high school graduation. The mest common practice was to consider these
assessments as measeres of thé minimum essential skills in the language arts
and mathematics that would be required by out-of—scﬁeo] daily living. 1In

California, where the law required local definition of competencies, such

designations were made by district committees of citizens and educators.

37
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The tests commonly measure skills in reading, math and writing that are con-
ceived as essential for coping with post-secondary life. Thus, the contént
measured by these tests typically covers only a small portioh of the read-
iné, math and language curficu]a'of a district.

_A wide variety of instruments!have been used to assess the minimum
essential skills for high school graduation. When a common test is required
by the state department of education, some states constructed new instru;
ments, contracted with testing companigs for unﬁqué development, or adopted
a commercially prepared test of basic literacy. In those states such as
California where the nespoﬁs%bi]ity for the assessment was delegated to the
local district, a wide yariety of tests have been constructed locally, qr ‘
groups of districts have agreéd o; common definitions and constructed, con-
tracted for, or purchased commercially prepared tests. g

| The proficiency tests for high school graduation vary widely betwe;%
and within some s%ates both in terms of the skills measured. as well as the
level of performance that is required. In the context of local &efinition,'
the test results are meaningful only in terms of the barticu]ar skills nd
1evé1s of performance that have been adopted. The fesu]t;_pf these fests.
thus may have very different relations to the local curriculum, the state ..
curriculum, or nationally standardized tests of comprehensive meésures of
the common instructional program.

Due to the fact that the legislation requiring high school competency
examinations freqﬁently assigns penalty to students not performing at a

specified level (denial of diploma), high attention has frequently been

given to devising instructional packages to insure that the particular




skills measured by the test were mastered py all students: Increases in
student test scores in this context may be achieved more rapidly than
fncreases in test scores that assess the full spectrum of the school
curriculum.

E]ementary Prof1c1ency Tests

- : »

These tests have emerged in many states and reg1ons as extensions of
the 1ega1 mandates for demonstrated competence in the basic literacy
ski]]s.\\As secondary distriets were confronted with the wide renge of aca-
demic acﬁjevement of entering students there was coneern expressed for the
academic &evelopment attained in the elementary schools.

A range of strategies for the definition of ‘essential competencies
1nc1ude< 1oca1 district, counties, states, and regions specifying contents
and levels of\Performance that should be attained by the middle or upper
elementary grades. In some regions of states such as Ca]ifo#ﬁia that re-
quire local def%pition,.there are aftempts to articulate required miﬁimums.
from the e]ementery through the secondary schools. The concept behind the
design of these tésts is that eertain essehtial skills should be attained by
.all regu]ar]yEprogressieg students by a particu]ar age or grade.

General]y, these tests, as is true of the high school graduation tests,
are designed to measure the essential skills in read*ng, math, and 1anguage
that are 1oca)1y defined 35 necessary for continuing educat1ona1 progress.
The questions;are of{a limited range of difficulty that assesses a partic-
ular level oﬁ competence expected at the end of a particular'educational pe-
riod,bsuch a% sixth grade. The tests do not measure the full scope of the

/ . . . . . .
curriculum in mathematics or language arts, but provide monitoring informa-

tion concerhing the number of students that have achieved the essential
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skills by the upper elementary grades. The:fact that districts may define
the skills and criteria of ma;tery makes it ‘difficult to compare the per-
formance on these tests with nationally normed tests, or state.testing
results.

Curriculum-Referenced Tests

These tests are intended to measure student mastery of the content and
skills of a particufar curriculum. Some of theﬁe tests are constructed by
the pu;;ishers of curriculum materials to measure the maste;y of that par-
ticular content. Other tests may be constructed to measuré the curriculum
developed by a local educationai agency. The locally cOnstructed'measures_
are designed to assess the student attainment of the objectives of .the locai
instructional program. A wide variety of criteria are used to interpret the
scores made on the‘curriéqlum referenced tests. Some use the percent of
students answering each question-or group of questions measuring a pdrticu-
lar skill while others develop local percenti]es'to array or éroup the ber-
formance of the student populations. |

These test§ are brobab]y most directly re]ated‘to what studéﬁts have
experienced in the instructional program. Insofar as tﬁe tests syétematic-

.a]1y assess the content and objectives of the local program‘the résults may
be considered to be relevant to the question of the degree pf masfery that
students have attuained. pn the other hand, the local program may have
unique contencs, instructional materials or unique sequence and emphasis on
certain skills that may diverge from what may be emphasized in another dis-

trict or what may be measured by external.measures such as stateé or nation-

ally standardized tests. - \:\\*\~/) ’
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Tests Differ From One Another in what They Tell About Student Achievement

[+]

Nationally standardized tests are assessments of broad general out-
. comes that are conceived to be quite cdhmon-to many educational pro-
grams. The rorms provided by the test pubiisher provide a method of .
' rank1ng local student population's performance in relation to a
samp]e of students thought to be representat1ve of the national

student population. - ' §

° State testing programs are designed to measure tﬁose skills and
knowledges that are judged to be the common desired outcomes of’
jnstructional programs in the state. The norms or summary statis-
tics provide a meaﬁs of comparing iocal student performance with the
tota] student population of the state.

° Prof1c1ency tests, especially those requ1red for high school gradua-
tion, tend to' emphasize minimum essential skills that are thought to
be necessary for the demand of. post-secondary school life. Student
performantce is 1nt°rpreted by applying local standards of the dis-
trict or the standards established by state mandates. Elementary
proficiency tests tend to reflect local designated skills and know-
ledge that are deemed essential to further educational progress.

° Curriculum-referenced tests measure the attainment of the content of
a specific curriculum or local instructional program. Interpreta-

tion of the student's performance is made in relation to the extent

toc which the s*udent has_mastered those objectives of the local €y

instructional program.

“These explanations are informational but the question originally asked
still persists -- What can we do to make the test scores ge up? The low
scores that have been reported for the district tell us that the students

aren't learning what they should!"
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If the group scores of a district ge down, it automat1ca11y

. means that students are Tearning less than in previous

periods.

Many different factors can account for changes -- either up or
down -- 1n test scores of the student population of a
district. .

e

District test results are usually reported as the average

score of all students such as the “'38th percentile," or'"forty

-

percent of the questions were answered correctly," or "the dis-.

trict ranks below sixty percent of the districts in the state."

“

Such summary characterization of the performance of the total

'student population often conceals more than it reveals. These’

- .
quantitative summaries of the central tendency or average of

the group do not tell the number or proportions of students
making scores we]] above the average reported, nor do they tell
about extgeme1y fow scores that may have great effect on the
average og‘the total population, ”/r

Persons Qith anxious or critical dispo;ition are prone to
take the “averaée;score“ as the characterization of all stud-.
ents. It is possible that the average score reported waé made
by no student. (I have two sons. One is 5 feet tall, the

- -;
other is 7 feet tall. . The average height of my two sons is 6

. feet -- this doesn't provide an accurate description -- only a

.

numerical characterization of the averaée height.)

However, regardless of the method qf reporting test per-
formance, test scores do go up and down. With the changes iﬁ
the reported scores it is appropriate to ask -- "What are the

factors that might change test scores."
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' The mobility of ‘the popu]qtioﬁ within regions and the na-
tion produces rather dramatic changes in the charq;hé;istics‘of
the students in many districts. As occupational opportunities
shift in location there are related shifts in the population
which works in the occupations. The development of a large
technical industry in a particular community may bring alnew
papulation of professioﬁa]s and technicians. A residential
community that is changing to diverse industrial plants may
have a shift in popd]ation as the workers required may have
different education and socioeconomic sta?us from the former
population.

The changes in the population of a schod] attendance zé;e
may produce sﬁifts in the abilities and achievement of the
student population. For example, in a period of two years, a
school district increased its enrollment by 25 pertent‘and also
observed an in&rease.in the median prcentile score in reading
from 51 percent to 64 percent. During the same two years,y
another district in the region experienégd 50 percent of the
population moving to other locations and a new population of
equal size but different demographic characteri§tics moving
into the district. In this district with high mobility the
test scores showed a substantial decline. -

Test scores may rise or'dec]ine-becausé‘éfﬂa‘change in the
tests that are used to measure the basic sk*fﬁ;{ The change in,

test scores may be related to either variations .in the norms of
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the tests, variatidns in the types of ﬁuestions used by dif-
ferent tests, variation in the content and skills required by
the test questions, or a combination of all of these factors.
Such changes in test scores are often related to the degree to
‘which the skills measured by the test are congruenf with the
content, sequence and emphas{s of the local curricﬁ]um.
Pressure to raise test scores has sometimes resulted in
inappropriate activities. As mentigned previously, the summary
réport of test scores fypica]ﬂy presents the average of the
| scores -of the total student population. Test score averages
- may be raised by the ﬁnprofessibnaf éction of "selecting a
sample" that omits those students who are known to be low /
achievers. A similar dijtortion of the average test results
i may be produced byvthe lack of effort to insure that all stud-
ents are tested. A regretful result of such a strategy re-
vealed that only two thirds of the population of a high' school
were present for tﬁe test administration. | ’
The concern for raising test scores'hés produced a wide
variety of procedures to prepare students for the test they
will take. The most inappfopriate procedure is teaEhing the
exact content and format of the questions in a standardized
test. When persons have bgen accused of "teaching to the
~—

- test," some have defended their actjons“by saying that they

were me‘e]y using practice,exercises to develop student "test




~~~

T

wiseness" or fami]iariﬁy,with.the format and the type of ques=-
tions contained in the standardized test.’ While there may be
appropriaté‘activities to familiarize students with test-taking

skills, there is no question -of the inappfbpriateness of. re-

, vealing and teaching the actual content. of .test questions.

Such actions reflect a total lack of understanding that the |
questiéns on a test are only a sample of & very large domain of
skiT]s, content and app]icatiqn. The teaching of\Fh partic- |
ular content of test items that are to represeét dn entire °
domain leads to the conﬁéquence that that the test scores are
erroneously raised. The student§\atg_£gifher injhred_by the
assumption thst their test scores suggest that they have
achieved particular skills and know]edge of a domain ‘when they
have not. ' | ) ’

The conéequences of strafegies designed to rapidly raise
test scores by inappropriate and unprofessibﬁé] activities are
very serious for both eduéators and sfudents.l Moreover, the
accumulated data base on test performance that currently
exists suggests that the %nappropriate'activities will be
discovered within a period or weeks or certainly by the next
year. 5 f ‘ i

The combination of sincere and appropriate efforts to im-
prove student ach%evement hés high likelihood of bringing about.

a rise in some test scores. At the same time, it is useful to f

consider whether the rise or decline of the average test score
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has any predictable significance for individuals in a partic-.

.ular class in one school, for boys or girls, for students with
limited English proficiency, or for QZrticular skills .such as
vvocabu]éry, solving problems, or applying the skill in out-of-
school situations. | | |

“In a school or d1str1ct wlth severa] hundreds or thousands
of students, an 1%crease in the average score prov1des little
assurance that a”particular student s score will be h1gher or
lower. For examp]e, concentrated effort with the most severely
retarded students may result in an increase for them, while the
most able or accelerated students méy show no gain or even a
déc]ine. When an average is computed for-a large population
the increase of tests scores for those who had previously made
very low scores will raise the average score but there may be |
no improvement for the more able students. The converse may
also be found: emphasis given to the.grouﬁ of high achievers
may raﬁsé?thgir scores whi]é the less ab]é show no improvement
or a decline. !

Sub-groups, within a school or district student popu]atiiﬁ?

may not demonstrate thq'same increase or decline that is sug-
gested by shifts in the average score. It is not uncommon” for
individual schools iﬁ a district to have average scores that
are above or be]oﬁ the average score for the district,‘and eth-

nic sub-populations often show sybstantial divergence from the

district average.
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The increases in average scores in reading, math or 1dn;
guage do notlpre%ide asSuraﬁce that all skil]s within these,
areas of the curricufﬁm have.improved. It is quite common to
obsér e an increase in the average math scores following con-
cé trated intervention or emphasis on path computation. How-
ever) it is oftei observed that while the computational skills .
have improved, there may be no comparabie improvement in the
ability .to solve word problems or apply the skills in out-of-
schob] situations,’ . . |

These examples of the many factors related %n\yhe rise or
decline of average test scores suggest that careful analyses of
the congruence of the confent measured by the test and the
Tocal curriculum as well as systematic analyses of the needs
and characteristics of sub-groups of the total student popula-
tion afe essential for understanding the heaning of test per-
formance.

L]

Sdcﬁgexplanations»are helpful to incease.understanding,
but thé.{ntereSted parties invoiyed in education will persist
with the conQiCtion that improvement in the educational process
will improve children's learning and these changes will be

mirrored in the improved test scores.

)

We can dramatically affect children's learning.and have the
change reflected jn rising test scores it the schools do _things

e e

This is a true_myth. HoweVer, jt is a very complex process to
enhance student learning in the comprehensive goals of the.

curriculum and demonstrate that change through test scores.
= e LS .

r
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;ion: Lopgitud{na1 sfudies of the acquisition of skills and knowledge
of the p0pu1atioh served by;the schools suggest that very gréat
improvemeqts have been achieved since the‘beginning of the
twentiefg century. Statistics on 1iteracy, the knowledge ex-
p1osion.in the sciences, tpe field of automation and the num-
bers of students graduating from the various levels of educa- ’
tion attest to these improvements.

There is heed to recognize tha?veducation.is a process
_that is constantly Being affected b;*sociaT and cultural forces
that restrict or facj]itate tﬂe learning of individuals. Thé
‘learning of an individual includes the internalization of.in_
terests, work habits,.aversigni/ﬂattractions, Ya]ues, social
participations, as well as thelskﬁlls, know]edges/ggd‘applica-
tions of the academic curriculum. Individual 1earn5ng is
unique to that person and each person has pressures and demands
that establish priorities and time schedules for the varidLs <
skills, knowledge, and participgtioﬁ that will be atggnded to
within any»t%me period. The construction of an instructional
progr;;ythat will be effective for the di?ersity of a heters-
geneous student population must be planned to enhance indivi-
dual learning with all the diversities that naturaily exist
between persons. , |
Human learning cannot'be designed as a factory might de-
sign the processing.Of iﬁanimat; ﬁateria]s into products such
as cars, can openers, or washing machines. Thué, while there

: \
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may be often-stated broad goals that are to be realized through
education, the translation of these goals into the relevant
conteq}s of study and the designﬂof instruction for individuals
presenting wide differences at entry to the sﬁhoo] classroom
creates a very- complex task.

| The assumbtion that what é student Qnows and can do may be
d%rectly assessed by a test of a sample of questiohs-of a very
large domain‘is open to manyﬁreservations. A1l persons can
recall cirgumstanceé in which they failéd to answer a particu-
lar oral or written_inquiry within a field df knowledge or
endeavor that they were functioning in with satisfaction and
commendable productivity. Such occurrantes are similar to the
concérnS'described in a previous §ection with the congruence of
tﬁe content énd fofmat of ﬁest questions with the curriculum |
and instruction the student has experienced.

Enthusiastic shpport may be given for the assertion that
children's learning may be improved through careful planning
and jmplementation of an instructional program. The'assessment
of the outcomes anticipated from the program must be designed
to insure that there fs reliable and valid evidence of the
attainments}o% the content and outcome§ of the pfogram the
students have expérienced..\

Identification 6f the strengths and weaknesses qgfthe
various‘contents of the curricuium, of varioﬁs sub-groups that .

compose the total student population, as well as existing and

3
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desired strategies of instruction are important actions to pre-
cede the development of an instructional plan that will improve

the tested performance of the students in the district.
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II. Why Don't We Identify Incompetent Teachers

and Do Something About Them?

This question is frequently.asked of administrators by board members,
distritt advisory. committees or individual parents who are concerned with &
wide range -of condit{ons that might range from increasing school budgets,
vandalism in the school and community, low test scores published in thé
newspaper, discipline problems in the school, reports of academic deficién-
cies of local studénts applying for co]]ege‘admis%ion,'etc.,'étc.‘

The stétement of the question frequently does not identjfy the problem
or condition that will be solved by "doing something about incompetent

teachers." Moreover, there are varieties of sub-elements or. sub-questions
that need clarification prior to a response or development of a plan for
discussion or action. Certainly an initial step for clarification is the
recognition that the question as stated asks for éwo actions -- identifying
incompetence and then ‘doing something to eradicate it. Identif%cation.of
competence (or incompetence) of teachers requi;es a detailed analysis of fﬁ;
personal and professional know]edge, skills, attitudes and behavior that are
needed to implement the:instructional program specified by the local board
of education and administration. It is also apparent fhat this request to
eliminate 1ncompetent teachers stems from the be11ef by the person asking
the question, that an undesirable event or condition is directly and solely
‘the result of certain persons' incompetence. Of equal importance in re-
sponding to this question.is the need to identify the evidence or criteria

that the persons asking the question are hsing to draw the conclusion that

there is incompetence among the teachers.
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The statement/question -- "Why don't we identify incompetent teachers
and do something about them?" -- needs additional discussion and clarifica-
tion to identify the problem and tﬁé evidence that prompted the question.
Since there is no generic list of characteristics that identify an incompe-
tent teacher, answers to further inquiry are indicated. To examine the
postu]atidn that there are incompetent teachers the following questidns may

Y
be in arder.
° What are the indications of an incompetent teacher?

Is the incompetence only noted with students of particular
achievement, motivation, cultural background or age?

° Does the lack of competence appear to be found at certain
grade levels or with certain subjects of the curriculum?

What criteria or evidence is available and used to document
the cumpetent and the incompetent teachers?

° What causes children not to learn what is expected?

° Are there legal, political or institutional constraints on
the actions that may be taken to deal with the jncompe-

tent? . | /{

The response to inquiries for c]%fﬁfication of the problem and the evi-
dence or condition that promoted the qéestion of dealing Qith incompetent
téachers“often includes reference to the reported test resu]ts'qf the dis-
trict. This was the case wﬁen a district advisory committee was formed to .

investigate the continuing decline of the test scores of the local schools

and presented the following questions to the superintendent of schcois.
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- A
“Can you obtain the t.ast results for each teacher's class j
or classes?" '

L3 -~

“Can you compare the results for all teachers and then
determine which teachers get high or low achievement?"

“Wouldn't this be a good way to idéntify the incompetent

teachers?"

These questions concerning the use of test results should prompt tﬁe
further'question: Can ---or should -- test results be used as a single
criterion of effective teaching? Knowledge of the mu]tip]e'causes for
behavior and learning, coupled with the longitudinal accrua)s throughout
a person's educational experiences indicatesvthqg although test results

might be used in this manner it would be very inadvisable. However, perfﬂ

sons proposing such a criterion for identification of competent teachers

J
" do not readily accept the reply that such a procedure would bé inappro-

priate without further explanation. Exaﬁination‘of the proposal indi-
cated by the question reveals several myths that provide the basis for

the erroneous assumptions.

I3

Myth: This year's test results for each class or grade-are a direct
indication of what the teacher has taught and what the students
have learned during the year.

Fact: There are manx,differént types of tests which may be inaccu~

irately related to what. has been taught in a particular class or
—S—choo] 3 : ‘

Fact: Most tests measure what has beeni]éarned in previous years as
well as those outcomqﬁh;hat are expected for a particular age
or _grade. - .

|

, ¢

Myth: Standardized norm referenced tests indicate how well the
Teacher has taught and how-well the students have iearned

common skills and knowledges.

Fact: Nat%ona]]y standardized tests have no exact match to what each
Teacher in each school has taught. .
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Fact:

Discussion:
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The teacher having a class with the highest test scores is the

most competent teacher.

Student populations may have very different levels of achieve-

ment at entry to a particular teacher's class. The test re-

sults for one particular year are not solely a reflection of

what has been achieved in that year.

Interest in using test results td evaluate the efféQEiieness or
competence of teachers is plagued by therinexact match between
what the teacher has taught and what is measured by the tests.-
It is well known that the nationaily standardized tests are de-
signed to measure the outcomes of inétruction that are gener-
ally common to most districts throughout "the nation. Thus,
yhi]e therqus a general ﬁatch for the most common outcomes of
instruction there is an irregular and poor match with the con-
tent of instruction in some classes and schools of the nation.
Moreover, while the general outcomes may be common goals fdr
many or most schools in the nation, there may be wide differ-
ence in the sequénce and timing of the particular skills that
are required to attain those goais.

The use of locally designed tests that are intended to
measure the objectives gf the local curriculum does not offer
assurance that the results of any single testing will identify
etfective and ineffective teaching. In any school or distfict

rathef<substantia1_differences may be found between classes in

the student entry characteristics to that class. If a particu-

lar teacher has a substantial number of students who have re-
tarded language development, come from homes that provide mar-

¢

ginal support or encouragement for academic achievement and:
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suffer from a cultural disadvantagement it is very unfair to
compare the test results of this class with another class of
students that demonstrate normal language development and
strong support and motivation for academic ach1evementn

It is recognized that tests properly se]ected to assess
the de51ned outcomes of 1nstruct1on of the local curriculum are
very useTul for instruction. Such diagnostic use of test re-
sults often orovides specific‘direction for a teacher to empha-
size particular content3 and skills with that ciass, while
ancther teacher may need to provide emphasis witn'other skills
and knowledge are most appropriate with that class of child-
ren. .The use of the same test results with both classes at the
eno of the year can not be just g]obal]y_comoared'in terms of
which o]ass had the highest mean score, but should be analyzed
in relation to the progress the students have made doring.the

targeted instruction of the year.

"Alright, it‘has been recommended that test results shoulo be gsed to
diagnose the strengtns and weaknesses of what children have learned. Why
not list the weaknesses that show up in each teacher's class and then give
the teachers some training in teaching those things the children haven't
1carned? Parents and students agree that there’are good and poor teachers
in every school. This is just .a request to train the 'poor' teachers to
bec0me~'good' teachers, and even give them some incentives such as a bonus -~
or a raise. If the teachers don't improve with the inservice training then

the district should fire them or transfer them to'other work."

Several myths are behind these comments.

Q ' ' \ - 55
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Fact:

Myth:

Fact:

Myth:

Fact:

Myth:

Fact:

Myth:

Fact:
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Student learning is solely related to whether they have been

taught particular content during a particular year.

What and how students learn is the resﬁ]t of what they bring
with them to the classroom, whal their peers are doing, whail
the home does to encourace and support learning, as well as

what is crganized and p"esented in the instructioa:

"Poor" teachers lack the knowledge of the _ubject matter ari
can become "good™ teachers by having more training with the
content of the subject they are teaching.

Instruction has many facets that relate to the diverse charac-
teristics of a heterogeneous group of-:students, the attitudes

and work habits that may or may not be developed by the stud-

ents 1n previous Eaﬁcat1on.

There 'is a single best way for all teachers to teach all

students.
2R . — -
Children have different styles for effect1ve learning. Teach-
ers also nave different instructional skills and different
stytes for effective communication and motivation of students.
The same method of teaching and the same content will not be
equally effective for all students 1n a class. i

3

\

Labeling “good" and "poor" teachers is an effective technique
to improve instruction and stafr morale.

Focus on personal inadequacies tends to produce negative or
defensive reactions. Public comparisons of-staff produces
alienation and distrust among staff.

An ineffective teacher can be “fired" or transferred at any
time by tﬁE’adminis*ration.

There are powerful legal and political constraints on the fir-
Tng or transferring of professional school personnel. ‘Téacher
contracts and contracts with the teachers' professiunal organi-
zations require lergthy due process with detailed documentation
that must be proven to be reliable and valid evidence for
action.

o~
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Tne suéﬁestions of demands for the iden;ification of incompetent teach-
ers ‘and the institution of remedial aétion or dismissal are generally re-
lated to the assumption that the learning of students is directly related to
the competence or behavior of a particu]ar indjvidua1. This assumption
igncres the Eea]ity of the schoo! functioning as a dynamic system that is
influenced by the combined contributions of all the staff, administratioﬁ;
board of education and the community.

The purpose of citing some of the myths that surround the demands %or
immeaiate’action to improve student learning is not to deny the constant
need for imgrovémént'or to offer rationalizations as to why change is impos-
sible. In contrast, these 111ustrations’are offered as evidgnce of the com-
plexity of human learning and the complex relationships that exist between
the school, the.staff, the chiidren and the parents of the community..

The identification of the personal and professional characteristics of
effective teéchers,is a worthy y=t very‘comp1ex'undertaking as has been
summarized by decades or research by Such persons as Michaelis, Ryan and
Gage. Thse exfensive studies o% teachersgana teaching provide evidence for
the unproductive.resu1ts that may accrue from efforts to.change individual
persons or single elements of the educational process. Rather than giving
support to the quibk and parsimonious demand, it is more profitable to con-
sider the answers to gquestions concerning the meltiple causes of behavior
(and learning) and the operation of the schoof within the content of the

“community it serves.
The request to jdentify incompetent teachers and then do somethirg

about them must also be considered in relation to the conviction that the
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teacher is the key element in the faci]ikation of student learning. The
foregoing discussion gf the myths and erroneous assumption regarding the use
of a s%ng]e evidence of incompetence, such as éverage class test scores,
suggests that a comprehensive evaluation of jthe processes and product of the

instructional program be made. The evaluation of the teacher must be made

" within the content. and expectancies of the teacher in.the organizational

system of the district. The case studies pFesented in Chapter 4 suggested
that'fhe teacher's role (and direction or supervision) is different in the
highly centralized system of goals, objectives, materials and methods being
decided .and managed by thé central office as contrasted to the system that
relies bn decision regarding conduct and sequence of instruction to be made
by each teacher in the classroom. A different role and process of instruc-
tion may be found in the system that charges 'the school principal with the
responsibility of designing instruction that will be most effective for the
students of that particular school. The tfiree organizational systems found
in the case studies syggest that the role and expectatioﬁs of teachers may
be quite dffferent‘;n the various systems. |
Recognizing the'varying role and expectation’ of the teacher in differ-
ent schoels and systems suggests that the criteria of éeacher competence
must relate to the local systeﬁ of governance and supervision, and the
expectancies/;ﬂgt are He]d’for teachers within the local system and condi-=
tions. In effect, it is essential that the school system (and the teachers)
reach explicit agreement on the role, responsibilities and outcomes thap are

anticipated.
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A differeﬁf_perception of the role, responsibility, behavior and out-
comes of teachers is commonly he]d by students, parents and community. The
non-educator-is likely to'belieue that the role, actions and bhehavior of the
"competent teacher" is-always the same in any school or with any type of

student. Thus, the student or parent may have an unstated image of the

."jdeal teacher" or, on the other hand, be most concerned with associating

any undesirable student performance with some deficiency in the act of
teaching. Khile thevrandom observations of students and parentsumay‘seem -
jnaccurate or unjust, they do present evidence of attitudes, feelings and
expectations of what a competent teacher should be. Systematic evaluation
is not served well by summarizing the random observations\that are re-
ported. dn the other hand, a survey of a]ivparents, requesting their re-
sponse to inquiries concerning desirable and undesirable behavior of;teacher

may provide a substantial body of information for the consideration of cri-

" teria of competence. \

0f course the strong contention that must be drawn from several decades - -
of research.on teacher competence that isvno single‘criterion has been found
to be valid. uThus, it seems imperative to approach the issue of the eval-
uation of teacher competence as one that Wiii most 1ike1y produce multiple
criteria of competence. The criteria must also include process and product
if they are to reflect the fideiity of impiementing responsibilities

assigned as well as the outcomes that are anticipated. ~There is no proven

1ist .of such multiple criteria of teacher competence but the following

-

questions ang criteria are frequently proposed.

° " poes the teacher provide each student ciear and unambiguous
~ exp]anation/gizthe content being studied?

33
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°  Does the teach?;/y;gvide the students with exact and
understandable -ssignments and expected student
achievement? '

Does the teacher give clear explanation of how each
student's behavijor and achievement will be eva]uated?

Does the teacher demonstrate thorough understanding of the
content and sequences of the curriculum for which the
instruction is provided? ' ‘

Does the: teacher demonstrate acceptance and understanding of
~ individual student's development, needs, and differences?

" Does the'studentzbehavior and achievement reflect the
‘teacher's ability to motivate students for constructive
participation and high achievement?

Does the attendance of students reflect a positive attitude
toward participation in the class activities?

Do the measures of student achievement show continu1ng
progress from entry to exit from the class?

° Do students of different levels of achievement at entry to
the class show comparable progress throughout the duration
of the class?

. « « oetc., etc.

Such criteria as‘the aforementioned must be .considered within the con-
tent of the educational syétem and the responsibiiities that are given vari-
ous priorities. The prioritization of needs becomes an initial step in de-
termining the inserVice interventions that are appropriate. The devg]opment
of recognition and understanding- of the roles and responsibilities of the
teacher as defined by the'systgm as well as the various outcomes that are
expected by the students, parents, and system is an essential step in
addressing the request -- "Why don't we identify incompetent teachers and do

. 4
somethirg about them?"
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I11. Which District Has an Instructional Program That

Has Been Proven to Improve Test Scores?

"Wwe members of the Board of Education are convinced that the local cur-
riculum and instruction are responsible for the low achievgpent. Some of
the district staff have suggested that we should budget for a comprehensive
evaluation of our program and then develop new materials and programs to
replace what isn't effective.”

"This sounas like the same old request from the administrative staff to
budget lots of money over several years to deve]op a new program. Instead

of wasting time and money ‘reinventing the whee] it would be more

‘efficient to purchase a program that another district has proven to be

effective for improving student achievement. Will you tell us where we can
purchase such a program?" |
This statement by the school board member reflects the frustration of

the board of education with rece1v1ng cont1nu1ng requests from the staff for
additional time and money to develop new curr1CU1a mater1als and 1nstruc-
tional programs. The request for the 1dent1f1cat1on of a program that was
used in'another district in which there Qere high test scores ;ss probab1¥
based upon some assumptions that deserve examination. The request also re-
flects the unstated be]lef that there is a direct re]at1onsh1p between the
books and instructiona] mater1als used and the test scores.

Myth or

Assumption: Low student achievement test scores are due to the same

rond1t1ons in all schools and all districts.

Fact: Low student acbﬁevﬂhent test scores may be due to a variety of
~ ' Tactors. \\

~
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Many schoo]ldispricts use the same text books, study guides,
and instructional techniques with a wide range of resulting
achievement. An important variable in student achievement is
the entry characteristics of the student population. Such stu-
dent characteristics as environmental encouragement, or regard
for academic succéss, or level of language development are com-
monly related to the academic proficiency that results from
instruction. Academic progress has been found to be directly
correlated with students' attitudes, skills and knowledge that
have been accumulated in prior experiences both within and

o

outside the school program.

-

The same materials and instructional techniques will be equaliy

effective in all schools.

The T“fectiveness of instructional materials and techniques is
depe. Jent on a variety of conditions within the school.

Instructional material or methods are often erroneously
thought to have basic and generic power to promote student
learning. This also reflects the belief that the teacher is
less important for studentrachieﬁément than the materia1‘or
methods that are used. There is considerable evidénce to de-
monstrate that the materials or techniques are similar to the
tools that may be used in any'trade: there agg wide differ-
ences in the skill with which the tools are usg% and the speed
and quality of thevresu1ting product.

This assertion also disregards the time schedules, facili-

ties and structures that are availakle for the imp]ementatiqp

62
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of instruction. In the "graded school" context there may be
historical boundaries for the content or skills that may be
presented to any grade or age; In a situation where high homo-
geneity of contént is presented for mastery by all studengs
there is low likelihood that a wide range of materials and £
contents would be acceptable and effectively utilized. ’
The developmental characteristics of the student popuTa- -
tion are critical variqbigs in determihing whether particular
books or instructional materials will be effective for promot-
ing learning. Student populations in various schools of a dis-
trict may have large d}ffereniés in geﬁera] language develop-

. ment, study skills, motivation and general accrued academic
abilities. Where there are wide differences in regions of a
disfrict or within schools there is strang likelihood that thé
textbook or materials that are producing'high'student achieve-
ment in one school will not be equally effective in another
school with a differgnt student population.

" “The variable effectiveness of any and all instructfona]
materials across a broad spectrumvof schools was documented by
the éxtensive review of reading research sponsored by N.I.E. -

‘ Th;s review of more than tﬁenty—five thouéaﬁd reading reséarch
studies concluded that no particular material or reading pro-
gram was clearly superior to others for attaining high reading

. dchievement. These findings have been reinforced by very
similar findings of the effectiveness of demonstration ﬁfﬁﬁ?ng

e
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pregrams sponsored by the California State Department of Educa-
tioh, The Right‘to Read Prbjects, and the national eva]ué&ion
of Title I programs. The studies all point to the ;ohtlusion
that instrucpiona] matefia]s'or strategies of jnstruction do
not possess a generic quality that will insure a desired level
of student.achievement in any school or with any population.

The same materials, techniques or instructional strategies will
be equally effective when used by any teacher.

The effective use of instructional mater1als and strateg1es
depends on.many teacher-related factors.

Instructional materials do not have indigenous qualities that
assure common use and application. Moreover, the assertion
that the critical variable is the material ignores the skills
and knowledges that are usually required for effective use. It
is also épparent that the assumption suggests that learni:g
results from exposure to the materiais rather than the dynamic
interaction of the student, the teaéher, the instrpctiona1
materials énd activities, and the context of the facilities and
structures of the situation.

Experience with the often-recommended strategy for diag-
nostic - prescriptive - indiQidua]izeﬂ instruction suggests
that particular skills of the teacher are required and that
these ski11§ differ from those required by the lecture method

or inquiry strategies. Various materials may require different

preparaticn, presentation, or use, with students of various

developmental characteristics.

64



Myth:

Fact:

Discussi?n:

- 60 -

Recognition of the different teacher-student interactive
requirements may be observed in watching the implementation of
such reading programs as "The Basal Series"; the Phono-Visual;
the Sullivan; "The Language Experience Program"; etc. No mate-
rials are "teacher proof" as some would allege. Materials and
pfbgrams are only tools that may be employed with varying

effectiveness and success.

The purchase of a commercially published or district-developed

program is less expensive than developing a new program 1n_the

Tocal district.

The initial cost of the materials and instruétibnal strategieé
is rarely the full expense -of impiementing a new program.
i

The comparison of the cost of purchasing a developed program
and associated materials with the cost for developing a local

program over a period of several years will commonly suggest

that the purchase of an externally developed program will be

less expensive. The case studies described in Chapter 4 illus-
trate how these districts engaged their staffs in developments
that took five or ten years and there is ongoing development

and modification. : /
The critical issue in this question of expense is related -
to the often hidden costs of staff deveiopmnt in understanding,
acceptance and perfecting the skills needed to implement the
new program. With the purchase of a program developed external
to the district there is the need to educate the staff on the

purposes, contents and procedures as well as making necessary

adjustments in structures or schedules that will allow
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implementation of the program as it was designed. The full
AL .

costs of'these developments for staff and program structure may
extend over several years after the original purchase of the
program. |

Thus, the rrmaparison of expense of the purchase of an ex-
ternal program with.a locally developed program must be based
upon the full ranqe of staff involvements that are required
until the new proéram iz operating and being consisteht]y'
impleniented throughout the district. This statement of

accounting for the expenses required for implementation prompts

the observation that it is essential that the district estéb-

~lish a procedure for monitoring the fidelity of implementation

of a new program. The district is well served by a design for
comprehensive brogram evaluation that will provide reliable
information regarding the- processes Qf instruction that are

a»

actually used as well as the outcomes that are measured.

Changing the {nstructiona1 program is a simple, direct, quick

and usually effective solution to the probiem of low student

-achievement.

There are many difficulties and obstacles to changing the

instructional program in a district and there are many possible

advantages in changing programs.

The potential advantages as well as the difficulties are

related to the characteristics of the community, the governing

board of education, the administration and staff of the

schools, and the student popuiation. -

The enthusiasm for changing the instructional program is usu-
ally expressed by non-educators who assume that the materials

<

and instructional techniques have been ineffective as evidenced
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by lower test scores than are desired. While some of the
instructional staff may voice an interest in having new mate-
riais or new structures, there is a common tendency for in-

structional staff to rely on the techniques and procedures- they

have used and perceive as useful to manage the cliassroom and

Eprovide security for the day-to-day instruction. Frequently,

N . .
the\resident staff of a school has spent considerable time and

etﬁort in developing procedures that are related to evaluation
‘;f student achievement and the sequence for instruction from
grade to grade in the school. Such developments are commonly
grounded in staff preferences as well as being closely aligned
with the personal skills of the téacher.

There is small likelihood that the purcha;e and adoption
of new materials or programs by the administration of a dis-
trict will result in immediate and effective use. <£ven if the
staff may agree with the need for change to bring improved stu-
dent achievement, a substantia! period of staff familiariza-
tion, developing know]edge, and skills in the use of the new
program will be required before full and effective implementa-
tion will be made. |

The skill and enthusiasm of the staff in using any mate-
rial or program is a strong predictor of the interesf and suc-
cess that students will exﬁibit with the use of the program.
Students and teachers form important attitudes toﬁard new pro-

cedures that are often related to the demands of the changing

roles and interactions that are required by new materials or
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instructional strategies. The typical time required for staff
familiarization with new.procedures and changing revered
practices which provided security lends much»questioﬁ to the
assumption that an instructional program may be quick]} changed
through board adoption and administrative direction.

Experience with district efforts to purchase and install a

new prdgram based upon the recommendation of testimony by ex-

ternal authorities or other school staff or .even by the single .-

-

administrative edict has commonly produced the feeling in the

ingtructiona1 staff that they have been ignored. Instructional

staff cemmonly hold strong beliefs that “there is both' science
and art to teaching, and the teacher provides the interpreta-

tion and integration that enhances student learning. Most

teachers aiso nold strong convictions that they are in the best

positfsh to make decisions regarding the materials and methods
that will be most suitable and effective for the students in
their school.

If an external program is praised as "proven to be effec-
tive™ in thé use by other districts, the local staff may. be
quick éo Eeply that Tlocal students have different needs and
characteristics than students ih other districté. The local
Staff may also look for discrepanciesubetween the new program

content and what has been in us2. Even though the differences

may be smail they will be used as evidence that the new program

will *not meet tﬁe:needs of the s?ydent and thus cause fuqther_

decline in test scores.

68
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Any new procedure is commonly perceived as requiring
"additional work" or "time coﬁsumfng procedureg“ for management
and use. The commoh reaction: "7The new program demands,sd
much paperwork and record-keepihg that there is no time left
for teaching!". Insofar as a new program feduires skills and
techniques that have not been used, the teacher may be
threqtened by the absence of techniques or.activities that have
been perceived:as essential for the maintenance of discipline
65 ﬁanagement of the classroom. If the new program is per-
ceived as confusing or disruptive to relations and classroom
' ﬁénagement that thé_teacher has felt to be successful, then
ther; is high likelihood that the new program will not be fully
imp]émented. The analyses of attempts to disseminate "model
program;“ under ESEA Title IV revealed that although a new pro-
gram had beeh adopted and purchased by the centralized system
for planning and manégament of instruction, less than 50 per-
cent of the classes received the instruction that was pre-
scribed by the new program. In some cases teachers made an
fnitia] effort to use the program but as there were unsuccess-
ful experiences they reverted to the procedures previously
used. wIt'musffbeﬁﬁﬁﬁéﬁdaéawfhff‘ﬁehﬂméféFTETgméhd programs of
instruction must be understood, accepted, ahd provide time for

developing the skills for effective use if the new program is

to enhance learning of students.
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The potential advantages of changing the program of in-
struction are increased as there is recognitior t{i1at an educa-
tional system is a "people system.” 'Each school diﬁtrict
serves a heteroéeneous cumhunity and student pupulation and the
dictrict ‘staff provide an array of eccumulated talents, skills,

and abilities. There is a great need for using a process of

¢ loption and iwmplementation that involves the effected partici-

Ipants in the assessment of 1) the characteristics of the stu-

dent popuiation; 2) the relative effectiveness of the curricu-

" lum and instructional techniaues that have been-used; 3) the*

relative emphasis that has been given to various contents,
skills and outcomes 5f the existing chrricu1um; 4) the skills
énd abilities and preferences of thg staff; and z) the re]e;
vance of the te:t performance that has suggested that ‘there is

need to change the program to improve student & hievement.

Adopting an external program that has been used by other

districts naving high achievement test scores will improve thc

test scores of the district adopting the new program.

Test scores are influenced by maﬁy factors and one factor of

central importance is the congruence of what is measured by the

test that®is uséd in a particular schoo] or district and the

content of the Tocal curriculum.

The various tests that may be used to measure student achieve-
ment have different congruence to the content, sequence, skills
and knowledge that may be emphasized in a local program of in-
struction. }hwp[gyioqs discussions in this chapter illustra-

tions were mentioned of how various national, state or local
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tests méy sample different contents or skills-or may 1imit or
extend the domain of knowledge that is used as evidence of
mastery.

It is quite common for a school district to select a
standardized test (from a variety of such tests) that the in-
structional staff and administration believe is most congruent
and relevant to the content and expected outcomes of the local
program of instruction. Changing the materials, and techniques

. of instruction may create a mis-match between what is m2asured
onhthe tests used by the district and what is emphasized in the
new program; Thus, changing the texts, instructiona] materials
or strategies of the instructional program does not insure
higher .est scores as reported in another district. Test b
scores may improve, dacline or stay the same depending on a
variety of factors amorg which the congruence o; what is mea-
sured by the teét and what is emphasized in‘the program is q?
critical impor;ance. |

~
“After all, then . . . is it cost-effective to purchase a new program
(either commercially prepare. or developed in another distric;)_that hqs

been reported *~ have been used by districts with high achievement test

-~

scores?"
There is no correct answer for all school d4istricts and for all condi-
tions. The best answe.” for any partic:lar school district wil be found by

making a comprehensive evaluatiim of 1) the content or environment;

Nt
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2) the financial resources avai]aB]e; 3) the beliefs and convictions of the

leaders and opinion makers of the district; 4) the time available for staff.
- £

involvement in :evelopment and inservice activities; 5) the time available

. prior to implementing a change; etc., etc.

The case studies illustrate that diffeqent administrative roles, dif-
ferent systems for making decisipns and‘different roles of participation by
the instructional staff may profoundly influence the nature and duration of
change éhat is possib]é; At Teast two of the case studies de;cribed\de9e1-
opments that required five to ten years of commitment of finances,, staff |
participation and aqminiétrative priority for maintaining the effort and
direétion. IObvious1y, such conditions may not exist in many school dis-
tricts; in.the absense of the several essential conditions for local program
deve]opmeht the answer may be -- purchase and'adopt an externally developed
program. .The purchase of an externally developed program must always in-
clude the expectafion that a substantial amount of time will be required to
develop the understanding and skills needed for successful implementation of
tﬁe new program of instruction. | |

>

The anticipation of immediate improvement of test scores of studént )
achievement is il1-founded and will probably result in disappointment.
Changes in student learning and performance on tests may only. be meaning- . .. .
fully related to the instructional program as there is sufficieﬁt time.to
make longitudinal studies of student achievement on curriculum-relevant

tests after the program of instruction has been documented as being imple-

mented with fidelity and consistency.
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IV. Why Don't We Ask The Superintendent To Develop A Comprehensive

Plan To Improve Student Achievement Aﬁd Present The Plan

o

And The Related Costs Next Month?- e
N

This question often follows a series of suggestions and discussions“of
various conditions that are af]eged to be responsible for unsatisfactory |
§tudent achieveinent. Each suggestion is often stated as “the solution" with
a request for addftiona] funds. The board of eddcation may be concerned

that each request oftén refutes the importance of the other requests, and at

the same time, wonder how the changes or édditions may be inéorporatéd into

a

the existing prdgram. Frustration with the variety of alleged solutions and

the incréased costs of the.many suggestions may prompt the board members to
propose that the sdpérintendent develop a comprehensive plan that has a
spec1f1c cost for each part of the plén and a total cost.

The persons requesting. that the superintendent deve]op a plan and make
a report in one month may very well have the belief that the superintendent
haé been putting off the requést for actions to improve student achieve-
ment. Such a belief may be reflected by the citizen observation. . . "The
superintendent just='stonewa1]s‘ efforts to get a specificzplan in opefa-
tion, and continues to have differenf staff members submit proposals that
 deal with different vartg of the program." B
khile th1s que<t1on/request for the super1ntendent to deve]op a

comprr .ensive plan seems to be logical, it is made and based on several

questionable assumpt1ons.

~
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°

The superintendent knows or has access to the technical

Discussion:

ASsdmption 2:

knowledge of the causes of unsatisfactory achievement of
students as well as the interventions that will produce an

 effective and workable plan.

Tﬁe multiple causes of student learning or 1ow‘achieyement'
require a thorough analysis of both out-of-school conditions
as well as the prodﬁctivity of the existing instructional
prog/am. The request for the superintendeﬁt to devéTop a
workable p]an in one month makes the erroneous assumption
that all, technical knowledge is available and whatever plan
is presenfed will be readily %mplemented within the existing

operations of the system.

The superintendent has major responsibility for improving

1

Discussion:

pupi1i achievement.

While the superintendent is responsib]e-for the management of
all aspects of the educational system, it is erroneous to
assume that the supeginféndent is directly invoiVed in the
déy-to-day implementation of the instructional program. In
any educational system the instructional program is de]egatgd
to curriculum specialists, s;hoo] administrators and teach-
ers. Moreover, the day-to-day instruction by teachers may be
required to be varied from class to class and school to
school in response to the needs of the particular group of

students. The variations in school populations, stﬁgf ,

-skills, knowledge and modes of .implementing the curriculum

demonstrate the improbability of a parsimonious plan to in-

sure improved student achievement in the short span of one
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month. In reality, the responsibility for improving student
achievement is shared by the entire staff who contribute im-

portant day-to-day implementation of the curriculum and the

desired educational outcomes.

Discussion:

The first aciion shoula be the development of a plan to
improve student achievement. .

The request for an immediate development of a plan that'wi11
improve student achievement makes the erronous assumption
that the "plan" will be universatly effeétive with any‘and
all sfudents, and will be readily adopted and effective]y
implemented by all staff within £hg educational system.

Prior to the development of a p}an, there is high neces-
sity “. careful problem iéentificaticn, an assessment of the
needs of.tha full range of diversity of the student popula-
tioe and tne skills of the staff a§ 411 as the resources and
faciiitias Lhat are available within the system.

3L ots ise to consider th~ “Is - ghou1d Be" model that
pro =5 a documentation of wiral currently exists (What Is)
and thze make an eqha11y d2ia. ed description of “What Should.
Be." The fairly common re;iest o fmprove. . -isat achieve-
ment is a general and ambiguous request with little or no
documentation of the :iinfities that‘shou1d be assigned to
the full spectrum of stucdant development.

The caretul documentation of-the strengths and weak-

nesses currently existing within student achievement (as well
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as the strengths and needs of the educational system) provide
an explicit basis for the educational staff, students, pa-
rents avd boérd of éducation to consider priorities that
shouid ve addressed by a workable plan.

Tiie impetuous aemand for an'fmmediate development of a
plan yior-to problem identification,.needé assessment and
esteblishment of commonly agréed upon priorities invites the
probapility of negative reactions. There is high likelihood
Lhat tﬁe “pian” will not addréss the varibus concerns of the
publir ronc¢aigd in the general request for improved student

achizvemeric, There is equally high probability that the

staff may view the "plan" as an unrealistic or impractical

strateqy in relation to what currently exists or what may be
imriemeiited within the resources and facilitites that are
xvailable. The deve]opment of a plan prior to the careful
examination of the information gathered through the "Is -
Shauld Be" assessment is a ;1assic illustration of puttiny

the “cart before the horse."

Discussion:

Costs of a plan can be inventoried and assigned dollar values
easily and guickly. T '

The experience with attempfs to implement a change in cufri-
culum, special resources or instructional strategies suggest
that even very simple changes have many time consuming and

costly “"start-up" operations.
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A prime illustration of the difficuity of assigniné time

~and costs to achieving a significant change in instruction

is -the complexity of the staff inservice required.
There is great wisdom in the statement -- jt's a long

distance from concept to construction. HWhile it is rela-

tively easy for one or seVera] persons to conceptualize a
plan for altering the instructiona] delivery system, it is
very cohp]ex to achieve understanding by the sfaff who must
not only understand the concept as well as the actions re-.
quired to implement the plan. It is rare that an educational
plan can be developed in such great detail that unforeseen
needs will not emerge in the proce;s.of staff inserv{ce and
organizing the implementation. Such unforeseen needs and
requirements may cause greater time and expense than speci-
fied by the initial plan. "

Since the plan involves the mobi]ization of the actions
of staff with diverse exist%ng operations it is highly impbo-
bable to assign discrete dollar values to the stages of a

statement of a plan to the final implementation.

The statement of .a plan for improving instruction and student

Discussion:

achievement can predict and control the subsequent behaviors
of teachers, administrators and other staft.

The verbal description of a plan for jmproving student
achievement may present an explicit series of changes that

sound 16gica1 and possible. Howevér, each change wiil =~
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require some changes in the behavior of the teachers and
administrators ngspdnsib]e for the conduct of the program.

As é plan calls for adopting new behavior there {s a concomi-
tant requirement that previous behavior be abandoned. It is
questionable whether any plan (quickly developed without ex-
tensive barticipation by the staff) can predict how adminis-
trators and teachers will react to the plan or whether ghey
will find it possible or feasible to implement within the
otherhperceived demands of the school program.

The extensive efforts of the U.S.0.E. to disseminate
"innovative p1ans and prOJects“ to many school districts met
unforeseen obstacles. While there was often initial accept-
ance of the need or rationale for the plan, when the local
staff were engaged in implementing the plan a variety of con-
ditipns and established patterns of behavior were obstacles
_fdffcarrying out the plan ;s stated.

A pertinent behavioral element that may confound a com-

mon plan for 1nstruct1on is the preferred cognitive and com-

)
municative style of each staff member. “The statement of a

“plan that may require-a part1cu1ar style.such as d1dact1c
1ectures, group dlscuss1on, student d1rected inquiry, etc.,
runs the risk of being alien to some individuals, or per-

ceived as unworkable in the classroom.



- 74

Summary Point of View

The request’ for the Superintendent to develop a plan for the improve-
ment of student achievement ‘is commonly perceived by citizens or trustees as
logical and appropriate. The,requést for a plan to be deve]opéd within one
month shows insensitivity to the dynamics of an educatiQna]lsystem and the
amount of time required to conduct a mean1ngfu} needs assessment, prob]em
identification, %gd prioritizing the muitiple needs that are presented.

There is a compe111ng need to inform those requesting qu1ck changes
that the educational system involves the interactions of th?,content of the
community with the students, the staff and the existing organization. The
presentation of the variety of needs as well as the variety of perceived
problems should lead to a “plan for planning" rather than the quick develop-
ment of a p]an; f

The discussion§ of some of the'assumptions that are,;ade are not inten-
ded as rationalizations to ignore the request. 1In contrést, the examination
of the assumptions suggests the compelling need to avoi&fhasty reshonse and
present a plan for planning that will aliow ample partiéfpation and assess-
ment of what currently exists as well a§gwhat should be.

The creation of a systematic plan for the development of a plan to im-
prove student achievement affords anldpportunity to have the staff develop
understanding of the needs that are to be addressed by a modification of the
existing program. The introduction of new materials, structures or ingtruc-
tional techniques without the understanding and acceptance of the implement-
ing staff may produce hostility. The plan for planning-allows—discussion of

natural resistance to change by instructional staff who may have strong con-

viction that the methods used are appropriate.
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Since an educational system is a "people system,” the importance of
thorough communication of the‘néeds that are cited as requiring a change as
well as the alternatives that are suggested cannot be minimized; The?ab—
sence of thorough coﬁmunicatidn between the administration and‘staffhoften
results in the teachers believing that their knowledge and contributions a}e
ignored. Certain]y, a common reaction of the instructiona! staff to a quick
edict that the instructiona{ program will be changed is a passive'attitude
rather than full commitment to ihp]ement_the new program as effectiveiy as
possible.

Skiliful administrative 1eadershi§ encourages -planners, and Supervisors
of implementation to anticipate that some or many staff members will resist
change. The communication with staff and community must patiently provide
| opportunity for expression of diverse points bf view and then an equally
patient but firm ins{stence thét the alternatives must be prioritized and a
decision for acceptance of a plan for improvement adopted. There is equal:
importance for common understanding that when the decision for a change-%s
made there is a commitment that the plan will be utilized for a specified -

period of time to allow determination of the effectiveness of-the plan.

o
()
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CHAPTER 4

/

School bistrict Stories
in which six districts tell how they
developed and implemented systems linking
testing, evaluation and instructior to
improve student learning . . .
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) ) CHAPTER 4

School District Stories

Introduction

¢

Each of the foilowing stories'revegls hard working administrators and o
teachers dedicatzd to‘he1ping chi]drén iearn. These six districts are
"heroic” in thaf they.persevered for Tong periods of time -- most for longer
than five years -- to develop a comprehensive system for monitoring student
learning. The systems'tﬁey developed, however, were not simply descrip-.
tive. The tests they administered and the evaluations that they conducted’
were.iqtended to point to remedies, and to modifications-of classroom in-
struction. To the casual readef, the“districts may seem very dissimilar to
grie another. So may the specifics of the work that was done by each'of;the
central office staffs from start~up.to the present. In this introduction,
we will point out some of the similarities underlying the myriad of de-
tai1§. It is these similarities Whicﬁ msy make it possible for other dis-
tricts to recognize Qheir,OWn situation and to assess the extent to which
they want t6 move in a paﬁa]]e] direction. |

Environments. The six districts vary from small to medium size. With

‘the exception of Vallejo and Cincinnati; they are primarily suburban, acade-

mically oriented districts with a relatively statle popu]atiqn. Fhey have

. ' '
been stressed in the same way as other U.S. school districts: some popula-

tion shifts; some budget problems; some external controis in the fcrm of.

. [
\

g2 .
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federal and state requirements accompanying federal and state monies. None-
theless, when compared with big city districts, with rapid]& changing condi-~
tions and large numSers of non-English speaking children, these districts
seem to hqve had relatively more energy to turn to instructional matters.
Good instruction was important in these districts, and to their parents,
teachers, studenfs, and‘administrators. The press fo .1 test scores --
believed by the community to more or less accurately i ° . student
achievement -="was éccompanied by a district comuitment to make itself the
acc0untab1é agency fcr student learning. N

In -these districts, the federal and state role, not only in terms of
providing money for special programs and imposing requirements for testing
and evaluation, but also in stimulating new systems-oriented approaches to
educational prob]em{, should not be uﬁderestimated. The six dfstricts
represented here chafed, as did others, urider paperwork burdens. Nonethe-
less, they often responded to the intent that tre written regulations may
have masked. San Juan's commitment to school level decision making wa§
influenced by California‘s Early Cnildhood Program. Vallejo's interest in
testing and its relation to instruction was stimulated by the California
Assessment Programsf Cincinnati developed many of its needs assessment
procedures and training'oqt1ines for local teams through federaT funds.
Newport-Mesa's work in their Objectjves-Based Reading Program was encouraged
by UCLA faculty who did much of their reseach\with federal funds.

Initial district conditions, In each of the districts, you will be

able to identify an “idea champion” and a stable core of staff. The -idea

champion or champions are individuals who were in possession of the care/

83
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clout factor. They were in a position -- not necessafﬁ]y the top admini-
strative post -- where their caring could reverberate t.roughout the sys-

b . -
tem. They had the zlout -- whether formal or informal -- to translate their

ideas into action. They had management skills. They could bring a]on;,
perhaps slowly at first, others with them.

The districts in which these idea champions worked supported their
efforts in a number of ways. Persons with technical skills in deve]oping or
analyzing tests were either hired or | ocured as consultant<. Academic con-
sultants were often brought in to stimulate new thinking or work on a speci-
fic problem. Computer time was available from somewhere. Released time for
teachers or summer salaries came out of district support, or was obtained
from special project money. ]

Not only were there skilled leaders, willing followers, nee&ed technf—
cal and managerial resources; thers was also a vision o7 the possible and
staying power to move in a direction in spite of setbacks. All the dis-
trict stories describe false starts, mistakes, the néed to start over. Los
Alamitos, for one, purcnased at least two testing systems bgfore they moved
to writing a curriculum scope and sequence. The Evaluation/Planner in San
}Juén fe]f jsolated and Tonely. He was-a voice in the wilderness for a long
time before gradually acquiring allies. Teacher resgspance to his work, and
often resistance from others in the central office was-initia11y very high.
But in il the districts, leaders kept their confidence in the tésting,
evaluation, instruction relationship intact even while modifying the Specif

fics of what they were doingi~
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Davelopmental sequence. None of the districts describes a planning

process that was formulated at the beginning and served as a framework
/througnpht the development cycle. Rather, things seemed to emerge, evolve,
-and gét made up as the districts went along. One thiné led to another.

:gach dist~ict began its process at a different place. Newport-Mesa
first examined what the cohmunéty expected from the school districts. Los
Alamitos began by purchasing tests. San Juan.wanted to encourage and em-
power school site planners. Vallejo and h]ark County both réacted'to 1ow
test scores by trying to'express a district philosophy and direction.
Cincinnati reacted to negative community opinion and s{ippjng budgets by
epcouraging neighborhood-business-school ré]éfionships.

Each district proceeded, also, through a series of stages, coordinating
their opcrations in different ways as they went. Newport—Mesa-and Los
A]amikos now have a tesiing system referenced to objectives contained in a
district-wide scope and sequence. Los Alamitos, especially, has tied this
framework to a particu]ar.diagnostic/prescriptive teaching strategy; sup-
ported by indexed med%a~and materia]s.‘—eiark'Cou:ty also mandates“parti-
cular teaching elements in the classroom and couples this with emphasis on
principal supervision of teachers and central office supervision of
teacliers.

San Juan and Cincinnat{;.on the other hand, are decentralized in the: -
use of data from tests and surveys. Both collect ;nformation about parer:,
student, teacher perceptions and organize them into easy—to—read package.

for school groups to use. In both these districts, the cen;ra] offices

provide training support and guidance for local teams who work through an

B

-
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annual proces to allocate school resources to meet high priority school
needs. Vaf]ejo i§ doing something on a number of fronts. Having started
with school-site analysis of instruction in relation to the CAP tests, they
moved to strong staff development programs, and finally to developing a
district-wide scope and sequence.

Role of major actors. The district central offices have a strong role

to play, but the role differs somewhat from district to district. In all
districts, a ;arfety of tests are required. District staff analyzes or has ‘
analyzed, the tests. District offices provide staff development to teach-
ers; or in fhe case of Saﬁ Juan and Cincinnati, Teadership training to citi-
zens. District offices also provide support or guidance to teachers in dif-
ferent ways. In Los Alamitos, texts and other materials are cross-refer--
enced to the tests. A learning specialist works with teachers in classroom
. management problems. In Clark County, the entire supervision and management
system is set up to ensure accountabiiity for clearly defined roles and
responsibilities. . S
The teachers' role in development of the process differed from district
to district. However, it seems that, in all districts, there was initial
resistance, followed by'gradua1 commitment as teachers themselves worked on
the system. Nonetheless, it is not clear from the accounts whether all
teachers now believe, once the system is in p]ace,‘that instructional-
improvement commensurate with central office efforts has resulted.
Impact. The district stories imply more than they prove. With the

exception of Clark County, there is little evidence presented of a dramatic

increase in student scores. This, however, may not be the only evidence of

=
(& 8]
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impact that we shyuld consider. It does seem clear that, forAmany dis-
tricts;~their pub'ic image has improved. -Los Alamitcs, Clark County, “San
Juan, among other~, ciearly enjoy reputatinns as forward-looking, well-
managed, self-renewing organizations. Teachers iﬁ all six districts as well
as administrators may have a feeling of professional well-being different -

from that in most districts. The districts ali have a clear sense of pur-

pose and of prioritics.: ‘
: , \\\ [More to come.]
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) LOS ALAMITOC' EXPERIENCE:
ITS CRIT PION-REFERENCED TESTING SYSTEM
by David Hatton

- The Los Alamitos Unified Sc:....:) District is 2 small school district now

consisting of five elementary schooi. = ' middle §choo1s, and one high
school.

Our distri .« Laa:its beginning +:. todl .3 & one-room school with an
enrolhinent of 43 s ..-nts and a first | ¢ budget of $700; It remainea a
rural one-sch001 ai. . 1.1 until the houéing bours ©f the mid-195G's, when our

name was changes to Los A’amitos School Districzt to provide community iden-

tity. The district centiriued to grow: until it reactied a maximum of seven
elementary schools with ar: enrollment of 4,000 in the early 1970's. As has

been the case in many districts, declining enrollihent since then has re-

‘sulted in the closing of two schocls.

In June of 1979 residents of the Los Alamitos School District voted to
form & univizd K-12 district which bacame effective in July, 1979. The ele-
mentary district, therefore, ceas~d to exist on June 30, %0, concluding 99

g

years 0¥Aoperation. The\gnified District, with an.enrollment of 5,200, is

~comprised of the former Los Alamitos E]ementar} District and a portiodﬁbf

the Anaheim Union Higii- School Distri.. (Oak and bine Jdunior High Schoolé;
and Los Alamitos High School).

The Los Alamitos Unified~Schoo1'District is an upj :r-midd1.: class sﬁb»
urban setting. The large peicenage of parents who are co11ggé graduates
have very high educafiona] gxpectancies for ti..fr chiliren. As.é resqlt; )

the district has been a leader in the development of innovative educqﬁional;

programs, and has consistently scored s ng the highest in the State on.



ochievement tests, while operating at or below the State's average per-pupii
expenditu-e. | ' : |
Because o.r parents emphasize, the importance of academics, there has
been a continual cemand from the community for student.progress reporting.
Our parents want. to see consistent student progresé; progrees which they

~ expect to be documented in a clear and understandable fashion.

Development of the Testing System

Formative Years . ' o

In 197G, the dist: ~ict attempted to meet the need for student oror'wss
reporting-by purchasing test items tq,measure‘a sequence of behav1ora1 ob-
jectives. Theiobjectives Vurned.out to oefimproper1y sequencec. Teachers
hated them and eveotuqlly districc administration discarded them.

But there-rnmaihed th: need for stud-n% progress renorting. Howevef,_
an equa]]y compel ling neec 32gan to emerge -- 1nd1v1dua11zat1on of to;truc-
.t1on. Though ‘the behavioral objectives system had not worxed d1str1ct ad-
ministration realized that & pruoewly developed test would not on]y satisfy

- the parent demand 7cr progress reperting, but aiso be a vehicle for prov1d-

. ing instruction approoriate to a student s current level of ach1evement.
Whole-class 1nstruct1on could be replaced by smai’ grour 1nstruct1on.
Students could be grouped & cording to t.air performance,on the test and
1nstructed according to their current ~arformance levels.

Rather than purchase an available testing system, district adm1n1stra-

tiom formed teacher committees to write their own tests. The feeling was

. | . 89
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that tests written by district's teachers would be better received by other
teachers than tests developed by an outside agency.

In 1973, the first district-developed tests, known as PAL (Pupil
Assessment Lab), were administered to students. They were intenced to moni-
tor student learning so as to feed back information to teachers about how
individualized instruction was wdrkjng. They alss were seen as a way of
reassuring parents who were concerned about their children's progress.

Teachier reaction to PAL was extremely neéative. Everyone complained.
Teachers today remember their complaints: '

° It was a waste of time. It didn't tell us anything we needed to
know. .

° The children were confused by the tests.
° We didn't know what to do with the results.
° e didn't want to be judged on the basis of what our children did on
those tests. \
‘° It was not coordinated with anything we taught.
Teachers made their complaints known to parents and to thé Board. It was a
hard time for central office staff. We wanted the testing system to work.

) We appointed teacher committees to try to revise the items. Wg,re-
sponded to the need for coordinating testing and curriculum by beginning to
work on a district level instructional continuum. A group df'yolﬁnteer
‘tegchers were baid to work on a reading continuum dufingrthe sumrer., Thenr-
work continued through the school year. '

By 1976, teacher committees had generated a rea:ing continuvm (RIC) and

the teginning of a math continuum (MIC). By 1976/ the PAL criterion-

. referenced testing‘system had been scrapped. Teacher committees had written
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read1ng, math and language arts test jtems to form their own Criterion-
Re.erenced Tests (°T). The tests were developed by the d1str1ct s teachers
and designed to support d:strict-adopted instructional continua. A more
detaj]ed description of our CRT's comes in a later section.

Staff Development Program-

Realizing that a testing program by itself could not improve instruc-

A

tional practices, we at the central office instituted a staff development
program in the early 1970's. Convinced that a staff development program was
at the very core of'a.support system for the criterioa—referenced testing
.program, we hired a full-time staff development coord1nator in 1976 Our
program was designed to provide teachers with the skills necessary to act
upon the results of the district-developed testing system.

Currently, the staff development program includes two levels. of in-
struction. Level one is base& upon the Madeline Hunter prientatjon to
teaching. Nearly all teachers participate in level one.. A modified version
is provided for substitutes and aides. Covered in level one are teaching
techniques, including task analysis, diagnosis, prescription, instruction _

" and eva]u%:ion. Teachers attend the staff development classes on re1ease
time and tnen practic. the techniques in their own classroom. Follow-up
visits are made by the staff development coordinator.

Level two programs are of two kinds. The first kind is an extension of
the level one activities with attent1on to individualizing instruction by -
choosing amonrg alternatives. Additional sessions cover matters such as
diagnosing and developing teaching strategies for meeting affective qeeds,

u ‘ng inquiry skills techniques, and teaching specific curriculum content

such as reading, writing, or mathematics.

1
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The Learning Specialist

At the same time, the staff development program was placed in opera-
tion. We in the district office decided to give the responsibility for
coordinating the newly deve]opéd testing system to a 1eérnin§ specialist
assigned to each of the schools. We regard the learning specialist as a
§uperteacher, not as an administrator. Approximately -.u percent of the timé
of the Tearning speciélist is spent %orking directly with studeﬁts. The re-
maiping time is devoted to a range oﬁ other activities. The Tlearning spe-
cialist works with teachers in theiric]assrooms to provide instruction meet-
ing the needs of students as indicatéd by the test results and by teacher
observation. The learning specia1isttsometimes conducts demonstration 1es;
sons and makes suggestions for new materials. The learning specialist meet:
with teachers when the test scores come back and helps plan for the next
several monthé. A small portion of the‘learning specialist's time is de-
voted to -in-school inservice activities. The learning specialist is also
responsible for diagnosing new students as/thdy come into the classroc: and

facilitating the placement of children in instructional groups.

Media Center

Within every school in the district is a materials and media center
staffed by a full or pg}tftihe specialist. The district essentiaf]y orders
materiais that teachers and learning specialists request. Tﬁe central
office coordinator of materials each year asks the teachers what they want,
Tooks at areas %n which materials need to be supplemented, and meets with

the media specialist to facilitate the acquisition of equ%pment and supple-

I ’ -
- mentary curriculum materials. The learning specialist in each school often

works closely with the media specialist to try out new materials as they

32
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arise to determine how appropriate” they are for particufér types of child-
ren. The learning specialist may try out sample materials sent to the

schools to decide whether they are suitable for ordering. The media specia- -

list in each-school often functions in an advisory capacity to tﬁe 1éarning

~—

specialist and tc the teachérs, recommending books, films, adjunct materials

which he/she thinks appropriate.

2

Description of the CRT

Originally developed solely as a measure of student progres%, the tests
jnitiated in the ear1y{70's have evolved {nto a system which assures a link-
age between instruction and test reéults. Supported by the stéff develop-
ment program and by other gupport personnel such as the learning specialist

and the media specialist, the system currently is in full operation in

grades K-8. Highlights of our testing system:

(]

Ail tests are directly linked to a kindergarten through eighth grade
instructional continuum for both reading/language arts and mathe-
matics. f

. .

o A1l tests are computer-scored. Results are formatted in easy-to-
read computer reports to teachers, parents, and site and district
administrators. | . N

information about the testing system and how jt works is.taught as a
part of the staff development pro#ram. T

The tests are reviewed on an ongoina basis with revisions occurring )
four times over the last several fyears. '

The testing program has been recognized by state and national teach-
ers, administrators and college educators as an exemplary ;model
appropriate for many school systems.

The costs of implementing a system like the one currently operating

within Los Alamitos Unified School District are high, both in terms of

\
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dollars and in terms of teacher and administrator time and effort. But the
benefits are also great. Teachers can use the tests td group students
according to instructional needs. Teachers_and site administrators caﬁ use
summarized test results to identify school-wide instructional strengths and
weaknesses. This information can be used to set goals for the coming school
year. District administrators can use the results in the same fashion to
identify appropriate instruction program priorities for both the immediate
and distant future.- Finally, the tests can be used to meet continuiné man-
Kdates from the state and federal .government for the setting.of local gradua-
tion standérds.
Test Uses

Perhaps the most fmportant use of the testing information is made by‘
the classroom teacher in-planning for the instruction of his/her students.
The test is referenced to a graded seguence of ihstructipna} céntinua for
reading/]anguaée arts and mqth; thus enabling the teacher to determine
exactly what skills have been}mastered by each student and which st%l] need
to be 1eérned. An example may serve to illustrate this important use of the
test. Assuming a first grade teacher plans to teach calendar skills to
his/her class. The teacher would first consult the district fnstructiona]
sequerice for teaching calendar skills. A section of the sequence is repro-

duced below.



Task Analysis ) B Grade Level
1. States the days of the week in eorder ‘ K-1
- *2, Identifies the number of days in a week K-1

3. Locates the names of the days.of the week

on a calendar , 1

4, Reads numbers to 31 1

5. Locates a given number on a calendar 1
*6, Identifies days of the week for a given date L 1-2

7. ldentifies the number of dates in a month
for a given day of the week 1-2

*8., Identifies the dates of a given day of the
week '

The learnings which have asferisks aré known as benchmarks and are tested.
After becoming familiar with this task analysis, the teacher administers
benchmark tests as appropriate for each student. Generally the tests are
given to suail groups of children. Indiyidual performance on the test will
.enable tﬁe teacher to reorganize student groupings according to level of
mastery of ski]]; along the contin;um. Not only can the teacher group the
students for instructibn based bn their curreﬁt level of a5h$evement, but
the teacher caﬁ also project student growth over the course of the school
year. Those'student;:not able yet to identify the number of déys in the
week might be projected to 10cate‘a given nﬂmber on a calendar by the end of
the school year. But a student who'afready is able to identify the dates of

a g1ven day of the week ~might be projectod to master one of the learnings

that -falls at the second or third grade level of the task ana1ys1s.
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It's important to note that the testing is designed as a'gross diagno-

sis of %tudent performance. After teachers review the test results, they

~decide whether to move back or forward along the continuum and develop thcir

own form of assessment as they.oroceed aiond the instructional sequence.
In summary, indiv1dua] ‘teachers use the test for gross diagn051s of
student s current level of performance and for projecting and measurlng’
student growth gver the course of a school year. Teachers 'as a group also
work with school principals to.identify instructional priorities according
to student performance on the tests. Since the tests measure several con- |
tent areas w*thin reading, ianguage arts and mathematics, it is poSSib]e to
1dent1fy student strengths and weaknesses within each of thase disciplines.

As an examp]e,-ana]y51s of global performance in reading might reveal that

. as a group, seventh graders had strength in identifying the main idea of a

short story, but that they had difficulty in predicting the outcome of the
story. The teachers and their principals might identify "predicting out-
comes" as a high priority instructional area for the coming school year.

The testing system also allows teachers and administrators to determine
the percentage c¢i students performing oeiow, at, and above grade level.

This information may be used for. a variety of purposes, 1nc]uding the vali-

dation of other standardized tescs mandatz d by federal and state’ reguia-

tions.

Another use of the testing information occurs at ihe district level.
District administrators can review test results with site administrators to
set district and site-levelvinstructional priorities.

Fina]lj, the testing system can be used to meet proficiency standard

requirements currently enacted in some states. Califeraia State law
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requires all school districts to'estab1ish h{gh schooT_graduatian standards
ané to broVidela warning system begfnning in fourth gradé for those students
ndt making satisfacfory‘prégress toward graéuat%bn. The testing system
developed in Los A]amftds fits in‘niée]y with these fequirements. Los
Alamitos students who'are f9und to be two yéars be]o; gragé 1éve1 in any of:‘
the tested areas ware identified as .iecding additional remedial assistance. '
In this way; the system is used not only to gu1cr instruction for, all stu-
dents, but a]so to identify those students who nee” remedial assistance.

Factors Contributing to Successful Implemeatation

The system sou&ds attractive. But I've already inﬂic;ted that it was
costly to de&é]op, and that may make it not feasible for all schogl organi-
zatjons;' A number of factors expedited the implementation of our system in
Los Alamitos: | | |

Cons1stent direction from 1eadersh1p. %hough school board conposit1on

and super1ntendeqts changed over the last fifteen years, commitment on the
part of these leaders was strong. Since the system is expensive, support
from leadership within the district must be strong and consistent.

Principals as instructional leaders, Prigcipals are viewdd as and are

trained to be, the instructional leaders at their schools. .BECaUSé of this,
administrators are knowledgeable with regard to curriculum and instruction
in each classroom. Teachers and parents know that principals’ admjnistra-
tivé responsibility is not.1jmited to public relations, scheduling and dis;
cipline. Principals know about instruction and can communicate knowledge-

ably with teachers about the learning of students within each classroom.

37
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' 7 . .
Staff development. OQur commitment to ongoing staff development has

expedited the imp]éhentation of the testing system. Through §taff develop-'

ment programs, teachers learn. about the testé but more.iﬁportant1y about the
ingtruétiéna1 continua the tests are designed to sﬁpport. Teachers not only —
learn how tq diagnose apprgpria;g—1§qrnings for a ?articu1a} instructional
group but also experience new and effective inst?ﬁctiona] tachniques. The
emphasis’ in the staff development prograﬁ is upon continhing euucation for
Vteachers. Qur focu§ is not upon teaching teachers to test. Rather, it is

)
upon teaching-teachers to teach. Testing becomes a minor though essential

part of instruction. '

The widespread participation by teacheré in the staff development pro-
gram has had thé.consequence of provid%ng teachers with methéds of acting
upon the results of the district-deve]opedréests. Without éhis instruction,
teachers would not have the tools to ef%ective]y use the results of the v
tésts and non-use ‘or inappropriate use would follow. ' c ‘_’

Aaequate funding. The development of the testing system was funded at

~ an adequate level by our district. We also re&ognized from the beginnirg
that implementation of the system would bé expensive. Not only*was appro-
priate tomphting equipment purchased to implement the systém, but we]]-'
trained persoﬁne] were also employed to operate the equipment.

The Learning Specialist. In order to successfully operate a testing

system similar to the one operccing in Los A1ahitos, someone must serve in
the role of i®arning specialist at each school site. The learning special-
ist is a resource to teachers ant assists the teacher in acting upon pre-

scriptions implied by the student's test responses. The learning specialist

38
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bringé the teachers suggestions and possibilities for instructional alterna-
tiveg?“more importantly, he or she provides ektrq instructional time for
students who need it. The services provided by the learning specialist are

facilitative. He/she is seen at a resource for teacher, not as an intruder '
in the classroom. //

4

Recruitment and selection. The final, yet the most important compdnent

to the successfu] implementation of t'e test]ng sysfpm is the éxpé?tise of
,‘the teachers within the district. The district has long held to a policy of
rigorous personnel sé]ection. The ée]ectioﬁ process is comprehensive and
requires candidates to demonstrate tﬁéir teaching skills prior to-being se-
lected. As ‘a result of this r1gorous se]ect1on process, teachers within the
" district may be generally character1zed as enthusiastic and committed to
teaching. They set high expectatidhs for themselves and for their stu-

\

dents. The district's teachers definitely.are its most important resource.

Mistakes'To Be Avoided

o

The road to full implementation of our testing/instructional program
w;s not easy. Mistakes were made along the wa¥.‘ A few that woP1d seem to
apg]y to, others interested. embarking upon‘a similar, but hopefully less
rocky path,'are as follows: |

Don't let.test development precede curriculum development. * In 1973,

when PAL was developed, Los Alamitos teachers and administrators selected
"performance outcomes" and then wrote test items to support them. The

performance outcomes were not selected .from an instructional sequence and

thérefore were meaningless in terms of informing the teacher where a student

39
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had been and where he/she now needed to go. fhe test based solely on
per;ormance outcomes bgcame so%ething to be passed und then foggotten.

Much 11@‘ tpe ﬁigh schoo1.proficiency exams, which are required in some
stafes, m h.efforf wend into preparing students éo pass the exam, but once -

passed, teac

rs had no direction or incentive to move\td higher levels.
It's important to note that not all of‘%he 1earnin§s in our instructional
continuum are se]eﬁted for the test. If the test is failed, the teacher
knows he/shé must move hack along the continuum to find the point at which
to instruct the student. Pagsage of a test'én a learning item means the
teacher éan 1ook'to the next st;p in the instructional sequence. Obvious1y;
the instructional sequenté must have been carefully developed and be subject

to revision by teachers.

Don't overemphasize test results. Tests are readily over-interpreted..

by teacﬁers, administrators and parents. Strangé1y; those Egachers who seem
to be most threatened by tests, especially tgsts given fo every student in
the district, are thé same teachers most apt to oyer-re]y\on test results as
measures of student progress. Whiie thrgatening to them,\fest‘?e§u1ts seem
- to offer a certain sense of security to anxious teachers. A.tea&her'1acking
cgnfidence in'his/her teaéhing skills may emphasize test performance as a
substitute for'good teaching. We khow -that gooa test results may not always
indicate good teaching practices. 'anvérse1y, good instruction always leads
to good test results. | »
Administrators and pafeﬁts sometimes contribute to the ovefemphasis on
test results. Tests have an l"objecti»ve" aura about them. However, if re-
sults are not combinéd with such powerful subjective measures as observation

N
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of classroom climate, student ofal work, and student interviews, test re—
~su1ts are prone to inflation. A balanced evaiuatien of student progress by
parents and administrators as well as teachers is, essentia1 to the effective
use of a testing program. At least annually, our administrative staff meets
as a group to discuss strategies to avoid errenphasis upon testing. Gen-
erally, such strategies include highlighting other measures of overall stu-
dent nerformance which indicate strengths and weaknesses in a particuiar
school's instructionai programming. Such brainstorming by administratcrs

and teachers of alternative measures of evaluating‘fnstructionai programs

> \\ .

has been quibe productive. . ‘ Y

Just as we must reassure teachers whotare resistant to testing that the
test was designed as a support to instrdction, so must we enccurage: teachers
who are overly test conscious to use test resu]ts as only ope measure of
student progressj In the 1atter case, teachers may become so preoccupied
with "good" test results that students aré,pushed to higher 1eveis measured
by the test at the expense of broadening or enrichment of skills at a 1ower
grade, level that are important but not tested. The very best teachers are
often trapped by this problem, especiai]y because of the pressure for high
test scores from cur parent community. |

The school principal is one person largely responsible for controlling
the overextension of testing. Unless the princina{\reinforcesbother mea-
sures of student progress, students will be pushed to higher academic 1levels
without receiVing important supplementary instruction. Striking the ba]ance,3
between broadening of current skills and extension to higher.level skills TSj

an important responsibiiity of each site administrator.

Y
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Don't rely on outside égencies to develop your testing system. In

1970, our district qohtracted‘with a testing company to develop a test and
to process tﬁe testing information. While the test items were good, the
data processing was s]oy as is-often the case when an outside agency is in-
-volved. TThe turn-around of tésting information was so slow as to make the
‘results meéning]ess to our classroom teachers.

But even if the data processing had been good, there still would have
remained a need for teacheé “ownership" of the test. 'Such ownership comes
about only when teachers with%n the district have actually participated in
the test development process. While it probably is more cdst]y to take the
time to train teachers in ifem wfiting skills and to do your own statistical
iFem analysis, the long-tery benefits gained from teacher identification.
with the test will go a long way to insure successful imp]émentation of the

test.

Questions Commonly Asked of Us

Throughout the years of'imp]eméntation of the district's testing pro-
gram, a.number of questions/concerns have arisen again and ggain. The most
salient are summarized in response to the'fol1owing questions:

1. Where does teacher accountability fit?

,Bgy a; we in the centra]IOffpr may to avoid the issue of teacher
accountabi]i&y and test reSu]ts: the issue comes up every'time a new teacher
learns about the test or an egperien;ed teacher complains about overemphasis
of testing. This {ssue should not be avoided. In. fact, it should be

pointed out that an overemphasis on accountability leads to inflated and .
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meaningless test results. Certainly, accountability as to be a part of a
testing program.’ Ihdeed, the source of the pressure for accountability
should reside with a teacher's desire to move his/her students toward com-
fortable and attainable goals. ‘As stated earlier, overemphasis on test
resu.ts by teachers, parents, or administrators usually leads to 1nf1ated
test~resu1ts.‘ A tool which can be extremely helpful to instructional .
improvement is thereby refdered meaningless.

2. MWould you advise developing our own system or purchasing someone -else’s?

Deve1op your own system, if possible. The advantage of having those
who have to implement the system, namely the teachers, identify with the
system, far outweigh the advantages of developing the system outside the
d1str1cc or purchasing another system developed by someone else. Even if.l

some .of the technical aspects of test deve]opment have to be sacr1f1ced, 1t-

is much better to have a system in wh1é1teachers are confident.

3. How about staff development? ’

This progre js essential. Without it, all emphasis.will be upon.test;
ing, rather thanntGeeing. Again, the object of a good testing system is
not good test results in and of themse]ves. The object is to support and
supp]ement good teaching practices. An invaluable aid to emphas1s upon in-
struction rather than testing is the presence of a staff development pro-
gram. Teachers must be given the opportunity to refresh and update their ;
teaching skills if good instruction is to be offered within their class- r'
rooms.

4. How much will it cost if we do our oWn data processing?

1

A lot! Our computer programming costs alone have been $30}900 over the |

. past seven years. The equipment to operate the system has cost more, though

103°
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:the computing equipment is used for a variety of other purposes, including
business management, aqd student attendance énd grading.” Sufficient teacher
* involvement is costly too. Teacﬁer committees met once monthly for six
hours a day over a two-year period to develop the reading/language arts and
math tests currently used in the district.

5. How do you think testing should be implemented?

Slowly! Many districts hévé}made the mistake of moving too quickly
with the implementation of a test{ng sytem. Simply put, the users of the
tests -- students, teachers, and administratoés - weFen'E ready. wighoup'
the involvement of these grolips, the tests are doomed te failure. Start
with a needs assessment of the communities the test will serve. If only one
school is interested, implement tﬁe system on a trial basis there. Most im-
portantly, make sure éhe school board is,committed to a venture which will
be time-consuming and costly, but which will lead to the rich Benefits of

improved student progress.

6. What differences occur at the elementary and secondary level? -

As most educators know, the orientafion of eiementary and secondary
teachers differs markedly. Typically, secondary ggachers see as many as 150
students a day. Students are seen in groups of 30 for slightly less than an
hour. Elementary teachers generally work with 30 students for the entire
school day. The large numbers and relatively small amounts of time with
studénts tends to make secondary tgﬁchers resistant’'to any tésting system
requiring extensive amounts of timew%o administer and score. Since the sys-

tem described in this paper does require a significant commitment of time on

the part of the,secondary teacher, release time was given each high school

-
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teacher for the burposé of scoring the tests and interpreting the results
with thei1earnin§ Spécia1ist. This released time paid rich dividends in
increasing teacher morale towards the new testing system. |

As our CRT system was expanded to the seventh and eighth grades, the
question of standardization of instruction arose. %his was not a new
issue. A simi]ar.concern was expressed when we developed our instructional
continua at the elementary grades. The concerﬁ stéms from the fact that it
is hecessary to have a standard'curricu1um if a standard test is to be de- |
veloped. Some teachers indicated that their freedom to select materials and
" course content was threatened by the need for such a standardized con-
tinuum. Our response to~a11.gqade 1eve1§ has been that the purpose of a
standardized continuum is to assist studenﬂ\]earning‘of skills that_haQe
been deemed important by teaqhers in the district. The continua were devel-

. . §
oped by teachers ‘for teachers; the intent was to assist instruction ragher

7
o

than' control it.

In no way is the "how" of instruction dictated by the continuum. e

Teachers are given full responsibility for selecting and implementing . |
instructional techniques to teach the skills listed in the district

continuum.

Summary
} - . ’ %
The system described in this paper has the support of the teachers,
parents, and administrators in the Los Alamitos émeunity. Its greatest

asset is that it was developed by the district rather than by some outside

e
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agency . It works because test results aré not overemphasized and because
teachers who use the system are provided with the training necessary to use
it eﬁféctive1y._ Prcsision qf proper training has meant the addition of
support personnel %n the district. The bottom line is that having a system
similar to the one described in this paper is much more expensive fhan other
testing alternatives. However, the expense is far outwejghed by the
excellence of instruction that is made possible by such a system. Schgo] )

entities .who find themselves in a situation similar to that of Los Alamitos

4

. N
and who can afford the cost of a district-developed system should certainly

L

consider this alternative.
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THE NEWPORT-MESA EXPERIENCE: THE HISTORY

) OF A COMMITMENT TO CBE
N : .
by Dale Woolley
+ and Nola Rochelle

4
Méhy "o]d-timefs" in this district recall an incident that occurred to

Don Hout. Nearly .fifteen yequ ago, Don was an elementary principal who

was paid a visit by an interested father during the summer. The father was

enrolling hfs fourth grade youngster for the fall semester and was inter-

ested in helping his son make a sugccessful transition frém'his former school

district to Newport-Mesa. He asked Doq,’"what is it you expect a typical

fourth grade student in your schépﬂ district to know when he or she enter;

- fourth grade? What skills do you expect him/her to have already mastered?" .

Don Qas.éongerned that this very reasonable question was qifficult,aif not

: . . X
jmpossible to answer. He could talk in terms of curricular materials to be

studied, but not specific inst;uctional goa1§ to be mastered. This type of
inquiry from the ﬁidd]e io Qﬁbe; income p%renté that characterize the
Newport Meéa District leads one to understand why in 1965 the Béard of
Education selected L;]and\Newconar for its super1ntendent -
Lee Newc0mer met the Board of Education’s cr1ter1a for a new leader.
The board was 1nterested in finding out what the main educational pr1?f1t1es
of a school district should be. Lee Newcomer was schéoled in accountabi]ity
 and suggested a data gathering system that would provide them w1th JUSt such .
1nformat1on. To accompiish his m1ss1on, the new super1ntendent brought on
board a new director of research and development from his native Clark

P

County, Nevada. “The new_ dr1v1ng force~«\§ to be Les Shuck, an adm1n1strator
Q

who would prov1dé a deta11ed b]uepr1nt for\a CBE system that would guide

.
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Newport-Mesa for ten years. For most of this time the district would be
steered by three men -- Lee Nécomer, Norman Loats (then Assoéiate Superin-
tendent), and Les Shuck,-- whose joint bhi]osophy it .was that the district
should be in control of the "what“‘ofleducation (the important skills to be
learned), while the schools would be in charge of the "how." For nany
years;«the district was to be decentralized. Each“schoo1 would have its own
budget and the freedom to achjeve the "what" ir whatever way the principal‘

The project which initiated Newport-Mesa's question for the "what" of
education was called the Instructional Tasks'Project. The I.T.P. was writ-
ten by Dr. Shuck with the help of some educational consultants and funded by
ESEA Title III or federal monies. Its goal was to determine the contribu-
tions that the.communityfexpected;from the school district. " In process, it
involved in-depth interviews with a str;;ified random sample of c;mm;:fty
members. Participants were asked to describe spacific iﬁcidents from their
past whére the behavior of young people served &s géod or bad examples of
the kinds of skills and know]edge they thought young people 5hdu1d have.
The results of this one and one-half yeaf study included the finding that
some skills and knowledge were considered more important than ofhers;
Exactly what primary and secondary responsibilities the schools should-
assume became the Board's most important po]ic&. It was adopted in 1970 and-
entitled the "Statement of Educational Princip]es,"“theﬁeaftér known as SE?
for short. |

SEP dictated that theeschools' primary responsibility was tc_he]p stu-

dents develop their maximum intellectual capacity in twelve specific skill

and knowledge areas. These twelve areas included:
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reading computat1on fine and pract1;a1 arts

composition mathematical systems doing
, listening science thinking
speaking social studies_. language systems

’

Since reading is always an area of great concerr, the district began with
" this subject area in its first attempt to further specify the skills com-
prising this génera] skill. As it wou1a'on‘manx-occasions, the district
would turn to university_consu]tants/and'research and deve1opment'centers
for suggestions as to how to proceéa. The project of reading led to OBER.
Although the development_ of behaviora14objectives was becoming quite-a
popu]ar th1ng to do in many educatipon c1rc1es, the district had a hard time
finding examp]es where an entire curr1cu1ar area.had been trans]ated into a
continuum of specific instructiona].outgomesl The new director 6f the dis-
trict's Development Lab, Bob Otto, hoped to adopt or adapt the work that
had been accomplished outside the district to the district's needs.' Otto
found that Professors James Popham and Rod Skager were deve10p1ng<a con-
tinuum of instructional ob3ect1ves,1n re ad1ng, grades 1-6. \Newport~Mesa

then entered a joint venture with U.C.L.A's Center for the Study of Evalua-

[

tion, where ths continuum was being put together, that allowed the district
to .use the objectives and test items., This continuum was‘to be ‘called OBER
for ObJect1ve-based Eva]uat1on--Read1ng and was to represent not just the
obJect1ves thag were important for every student to master, but rather a]]
the ob3ect1ves!that could be used to define what was meant by read1ng .
the e1ementarylschoo1 1eve1. Interested teachers in the Newport-Mesa
schools were asked to review the obJect1ves and choose those they thought

important for students to master at various grade levels. Most partici-

pating teachers did this on school time and for no extra pay. Objectives
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chosen by participants from more than half of the schools were then used to
conduct district—wide assessments. Otto and his groun could then paint a

picture of how students were performing on these chosen objectives. The

r .
!

results of this assessment yieided more than the usual data.

One unexpected piece of information was not the 1e$st academic in-
nature. It was learned that school staff members have a s%rdng téndency to -
be unconcerned about the process of choosing insiructiona] outcomes untii
assessment beginé to take place in theit classrooms? The‘OBER assessments

y o L
generated teacher and administrator comments that the district was trying to ~

“mechanize" the creative process of education. Others said that “"you just

N

!
can't measure what is taught in ﬁxftiassroom (or schgo]) in specific in-
structional outcomes!" Despite such commentary, Dr. Shuck, Dr. Loats, and

the new superintendent, Bill Cunningham, forged “ahead, using OBER as a model

and learning its lessons on staff development.

T~

rd _
Since no other complete system such as OBER was available, the district

set out on its-own to create needed conpinuums in'othe? subject areas. With
some consu;tant assistance -- notabiy‘Dick Harsh from E.T.S. ;nd Dr. John
McNeil from U.C.L:A -- and the diﬁtrict coordinafion of Cora Schultz,
‘newly-appointed resource teacher for the-Development Lab, the disfriét set -
up twelve teacher conmittées. There was.one committee for each subject area
in the SEP.list or priority subject areas. ‘Each committee was charged with
the duty oi\deveioping a continyum of objectives. Through a competitive
interview process a capaB]e teacner was selected as chairperson'for each

committee. S/he had the freedom to select the rest of the committee mem-

.bers. Each was paid for 22 extra days of work per year. Frequently, the

—
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chd ..person and h1s/her comm1ttee members were provided with substitutes for
all-day organ1zat1ona1 or work meetings. Each committee had a small budge;
in order to bring in outside consultants to help them when necessary.

As‘the SEP coﬁhittees began to work writing behiyior objectives to
define each‘subject area, twelve more, committees were created to develop
test items to match the objectives being developed by the SEP groups. These
‘cemmittees were concerned with "program outcome evaluation" and were known
as the POE cemmittees. Interaction betveen the SEP and POE groups resulted .
in twelve continuums of beheviorél objectives known as "universes" -- tomes
that were to a fledgling CBE program what the English dictionary is to'a
foreign-borﬁ speaker of our language. This interaction also resu]teg in
banks of items correlated to these objectives, and to many heated discus-
sions between the two committees about the merits of certain objectives.

The writing of test items, it was discovered, caused the rejection of many
an objective as unclear or imposéib]e to measure. Test items served‘to test
the objectives themselves as we went along. ‘J ‘ ‘

At this point Research and Deve]opment and Development Lab staffs were
beginning to anticipate some district-wide assessments. Items were available
and the time was drawing nigh. The missing link was the need for a wider

\

. (3
teacher exposure to the work-accomplished and for a thorough surveying of
P -

2

teachers to determine the grade level where each skill would be considerer,
appropriate; Universes of objectives were sent out to each school and the
process known as U.A.L. was begun. U.A.L. stood for Understanding, -Accep-
tance, and Level of Assessment. Each school was required fo complete the

U.A.L. process on a set of objectives sent to them. In most cases the
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requirement was satisfied by one tééehes, a small group of teachers, or the -
school principal completing the task. The U.A;L. protess worked best when
teachers did participate in the process. It was later discovered that -
several objectivés that were "accepted" and“"]evé]ed“ by principals were
objectives which teachers singled out as unworkable and inappropriately
leveled. Once again, a test instrument "got everyone's attention" and
exposed what seemed Tike a harmless shortcut arising from the usual indif-
ference. The U.A.L. process did serve to make.ﬁchoo1s mo;E\aware and more
educated in the growing competency-based system as it also gave the SEP com-
mittees more revision to do and the district some notion of Qhat objectives®
to assess.

The long-awaited SEP assessment: naturally followed. With the assis-
tance of Dale Woolley, Ditector of Pupil Personnel Services,.a schedule was
developed so thét a given SEP subject area would be tested distriét-wide
every two years. A matrix sampling approacn was devised with item sampling
used on a 100 percent student sample. First aSsessments{inc]uded reading,
computation, and math systems. Following asseisments included language sys-
tems and composition. Each year additional areas were tested. By 1977-(8
all SEF a;eas had been tested except for science, fine and practical arts,
and QOihg. Teachers responded to these assessments in severéﬂ ways. Those
involved with the SEP or'POébcommittees were enthusiastic and filled with
anticipation. Many teachers at school sites were concerned that results not”
be used to evaluate their efféctivéness in the classroom. During this time

of initial impact it was fortunate that due to matrix sampling :§q§district

could not report results on individual students or c]assroom‘units,\\bniy

-
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gra?e‘]eve] and school scores cqp]d be made:Pva11éb1e; After .several, years
the SEP assessments had run their c0urse/apd, due to budgetpry constraints,
were discontinued in 1979. °
What took its p]aée was called Student Progress Monitoring or SPM.F The
" new comnﬁter program written by data processing consultant Hal Roach, was. to
permit the very individual studept results that many teachers hoped for and
that others feared. SEP assessments had been thodbht_unnecessary by many
. teachers; They often objected to the.expénse of such testing and saw no
"relevance" for the’Eiassroom teacher since they did not personally cho&ée
the objectives on whicH their students were tested nor did they receive \\\\
classroom level results. The new SPM program was to solve these problems
and quiet many of the objections. ”

SPM began as a pilot project at Paularino E]eméntary School where an
interested, forward-thinkingfprincipaT --"Bill Knight -- asked for district
funds to develop a small, individual student testing system with computér
sﬁpport. Based on his positive experience,-a district-wide committeé of
teachers ;nd principa]s-agreed to meet with central office stéff to describe
thé type 6f computer programs desired. This program proved to have the
following advantages: |
- (1) Individual teachers of groﬁps of teachers were able to select

" specific objectives from the various SEP Universes, then develop
tests using items from the district item banks and administer 3
these tests to their studentsz
(2) The district would then machine-score the résulting answer sheets

and provide repcrts back to schools indicating which students had
mastered which objectives.

" | .. l_i 2 X
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T (3) Teachers also had the opt1on of writing their own objectives and

jtems and assessing students with a totally "home-grown" test
instrument. Although this option was not selected by a large
number of teachers, it did give some teachers the feeling that
they were not bound to use only the objectives that were in the
district. banks. .

Although the SEP d%strict asSessmgnt program was mandated. during its
duration, SPM started opt as an opFiona] testing program tnat individual
teachers and groups of teachers were .encouraged to use. Sﬁhoo]s that were
not performing well on the district SEP assessments were encouraged by cen-
tral ,gﬁfge staff to use SPM to. p1npo1nt thosg studen& who could benef1t
from added instruction on the part1cu1ar outcomes in quest1on. The intro-
duction of SPM into the district was done on a 1ow-key basis. 'Ifﬁ'use Qasﬁ
voluntary and increased each year after its introduction. When-the SEP dis-
trict. assessment was suspended in 1879, SPM, a]ong'with the newly deve]oped
Minimum Graquation Proficiency Testing Program, Became the main assessment
tool of the district's competeﬁcy—based educgtion program. |

In 1976, California passed a piece of 1egis]atiop called the Hart Bill .
which required the establishment of minimum‘graduation proficiencies in the
basic skill subjects of reading, computation, and writing. The first class

" to be affectegﬁyould be the class of 1981. Although many California dis-
tricts were caught unaware and unprepafed, Newpor%—Mesa waé indeed ready for
the challenge. Having complete "universes" of objectives in many subject
areas including the basic skills, the district merely gathered community
leaders, parents, administrators, SEP and POE chairpersons, teachers and
some students to select important objectives for consideration as graduation
proficiencies. Although ;uch a process "worked"'to a certain extént, a

rather positive-thinking and ambitidQs group was ‘turned-lgose on a task that
. ~ .
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somewhat resembled the supermérket game show where contegtants are given a
- o

market basket to legally "loot" all the merchandise they can in a spécified

v \

péridd‘of fiﬁé. It had all the appeal and results of the br?verbia1 excur-

sion by the "kid in the cancy store." After the f%rst Seriel of lengthy-

& . »
meetings, the committee had identified over 1,200 objectives for -further
, .

study as possible proficienéies! As would beexpected, this unwieldy Tist
of skills was finally reduced to a more reasonable number while still being
comprehensive of the curriculum areas to be tested. The final versions of
the test were at last created by commi ttees oﬁbsecdndéry level department
¢ ' ’ . {
chairﬁersqns - both English and mathematics -- who culled much more limited
lists of~proficiencies'from the original ones. - Teachers would also select 3
and write the items which would comprise the tests to be used on the 1981
r < R
graduates. The tests would finally measure no more than 60 proficiencies.
. q

Having experienced continual’ budget cutbacks due to severe declining
enrollment. and penaTizing state 1egis]ation as a result of Proposition 13,
Newport-Mesa turned its limited budget and its CBE system to the-proficien-'
cies and the support needed to guaragtee student suce€ss. The district's “
new Development Lab director, Nola Ruchelle, began development of several
types of teacher‘support materials justified by student needs ahd demanded
by teacher requests. Among the instructional matéria]s,created were:

(1) Basic Skills Review Packets -- individual review packets for each
proficiency containing a pretest, review instruction and exer-
cises, posttest, and (removable) answer key. All packets were
directly linked to the item specifications handed out to teachers
and distributed widely in the schools.

(2) Proficiency Assistance Catalogue -- a brochure listing both dis-
tritt-written and publisher materials found by teachers-to be
helpful in teaching to the tested skills. The Development Lab

assists teachers in teh procurement and duplication of materials
teachers request by phone or district mail.

115



In addition to assjistance to the middle and high schools in the'éraduq-
tion proficiency areas, the Qeve]opmenp‘Lab began work with the elementary
schob]; to articuiate the proficiency skills at the lower gfade 1e;e1s --
K-6. In the- years 1980 and 1981, proficfency éests were'dévised for pre/'
‘pgsttes; use at all elementary grage levels and’bx 1982 were mandated by
Dr. Loats, the Deputy Suberintendent, as a non-optiéna] testing program.
A]Ehough some ipstrdctiopa] materials are available to assist upper grade‘
teachers, very little exists fbr grimaty. As it is affordable, more-deve-
lTopment may occur in this area.

The most impreésive CBE support at the secondary 1éve1 proficiencies
remains the creation of a summér sghool bésié ski]Ts “1;b " The six-week
summner program was designed to take advantage of the pretest data ava11ab1e \5‘\\
on students in grades 9-11 and to provide a wide var1ety of 1nstruct1ona1
Pateria1s (including those mentioned previoqs]y) and 1nd1v1dua1.student

attention for attending pﬁpils. Staff selected to teach in the program

attend important inservice sessions where the instructional materials are

Ed
~

previewed and instructional approaches discus;ed. A testing room is set up

on the summer school site where students take and retake mini-tests at the

discretion df their lab instructors. Although enrichment is provided for

students who wish‘to remain after they have mastered.deficiencies, lab | i

instructors have found that students prefer to "take care of business" and : p
- Teave without the credits avai1ap1e_fdr remaining the full six weeks. Seat |
vtime has been so deemphasized with this program that'étudents have little

motivation when proficiency requirements have been satisfied.

1is -
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Beyond the focus on the proficiencies in the basic skiTls and subport—
ing.materia1s programs, the Board of Education continues to desire the ulti- -
mate fruitibn of theé original CBE'p]ans. Th%s\year the district will admi-
nister the first proficiency test that goes beyond the "minimum" -- both in
“level of skills and as a district-imposed (rather than State-imp;sed) gradu-
ation requirement. The class of 1958 will be responsible for social studies
graduatiop proficiencies. Like basic skill aréas, social studies will be-
come the beneficiary of not only our past‘proficiency experience but our
seventeen-year goals. Through three ;uperintendents and several turnovers
in research and development persoﬂnéT}_the blueprint and thé vision have
remainéd the same.ﬂ'

Summar

fhe CBE Sf§tem of the Newportéhesa Unified School District has been’
able to maintain momentum through several changes in school district manag-
ing personnel. The Board of Education that exists in 1982 has only one mem-
ber who Qas o; the Board in 1965. Since unification, there have been three
superintendents although the Deputy Superintendent (Dr. Loats) has remained
the same during the entire period. Due to the involvement of the staff from
the inception of th CBE idea, there remains a widespread commitment to con-
tinue the maintenanée, revision, an& new development needed to keep thé CBE
system viable. As a result of declining enrollments and budgets, recént]y—
hired staff havé been laid off andrno new teacher contracts have been ten-

dered since 1975. The majority of the remaining staff is cormitted to

Newport-Mesa's CBE system.

3
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The Newpdrt—Mesa Unified School District has in place a competency-

based education program anchored by adopted Board of Educafﬁon policies.

Although the major emphasis of the program at present is in the monitoring

of progress made by students on a minimal leve! of desired proficiencies in

the basic skills, efforts are beginning to.move the CBE system more into

. : <
higher levels of expectancy. The program's success has been indicated by

several factors:

(1)

(2)

(3)

~

Teachers have become more involved in 1nd1v1dua11z1ng instruction
in the basic skill areas.

The year]y performance of students has also improved, both in
terms of higher percentages of students demonstrating proficiency
on the minimally required skills and "also in term$ of district
scores on notm-referenced tests. -

Parents in the district have expressed éreatef satisfaction over
communication from the district about the basic expectations for
their children and how their children are doing.

In the process of implementing its competency-based education sys%em,

we have learned, sometimes the hard way, a number of importaht facts regard-

ing the pioneering of such a program in the school district. The following

is a brief summary of those, facts:

(1)

(2)

It is possible toAdefine the core of an instructiona]jprogram\?h
terms of measurable objectives although one must be ready to

. devote a great amount of resources and energy to do this.

Although more resoirces, including time, will be expended, it is
worth the time to develop a system from within a school._district
rather than to attempt to adopt a system of instructional outcomes
taken from some other district. Staff is much more committed to
the implementation of a system if they have had the opportunity to
work on its development. “Home grown" products do have their me-
rits. Even though the resources and motivation may not be avail-
able to a school district to spell out all of the curriculum in
terms of measurable objectives, at least the basic core can be -
done. Such an understanding cannot be accomplished:in a brief
period such as one or two years if staff is to be heavily
involved.

v
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(3) In the 1mp1ementat1on of a competency-based education syatem, one
cannot be too aware of staff concern for how the student assess-
ment data will be used. The goals of such a system must be to -
assist students to learn. Once these goals are clear, it may be
possible to use some of the information to develop evaiuation
agreements between teachers and principals. An exciting moment in
Newport-Mesa's history was when a teacher complained to district
staff that she did not,see why she couldn't use test results from

' the SPM program in her Stull Bill agreement (teacher evaluation
agreement).

)

(4) In developin asurable objectives for any instructional program,
you need to. 3;Tg\igto the assessment phase before you can be
assured of everyone's attention<on the instructional objectives.
Once assessment information has been collected, you must be pre-
pared to- go back and reanalyze the content and scope of the vari-
ous objectives that have been developed.

(5) The task of scoring objective-based tests that require a "sub-
score" for each objective is an enormous one. The use of a
computer is almost mandatory. -

(6) When implementing a competency-based education system where mas-
tery information is reported by individual objective father than
by total percent of correct items, it takes a very long time be-
fore staff truly comprehends and becomes comfortable with this way
of reporting.

Questions We're Common]y'ksked About Qur System

How much did it cost? Approximate]j $100,000 per year was devoted to

developing Newport-Mesa's CBE system for the ten-year period, 1966-1976.
From 1976 on, all deve]opmenf and operation costs—of the system have been
i%et through normal operating budgets of th; variocus district of fices.
-involved. |

Was the district's system developed primarily by outside consultants?

No. Consultants were used to assist district staff in developing plans for
the overall system, but actual work on the system was done by district

staff.

o 1189
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Did you buy objectives and/or test items? No.. All objectives and

items were developed by staff. Consultants were used on occasion to provide

o

inservice training for staff relative to skills needed to deve1ob good
A s

objectives.and items.

Does your CBE system deal only with "minimum" expectations of the Board

of Education, staff and parents? No. Although the majerity of required CBE
tests in Ehe QTSfritt are oriented toward "quality control" o; seeing to it
that all students have mastered required basal skills, some tests are uséd
that ‘measure skills that are not required of everyone but are "expected" of
most students.

Pitfalls/Mistakes to be Avoided

In the rusﬂito implement various testing programs, sometimes computer
programs were developed in such haste that they did not follow standards
~normally followed by_the Data Center and were not always properly docu-
mented.‘ This fact made it more difficult to debug the programs and/or add
to them 1atér on.

Aithough the school district emphasized staff involvement in the devel-
opmént of itQ”CBE systém, there were times when feedback was needed from
schoo1§ that the principal was allowed to "vote" fe his/her staff rather
than getting respanses fro& each teacher. This always turned out to be a
mistake since more often thanlnot, it waélthose very'samevéeachers who ob-

‘jecteéd to decisions made from the surveys in which they had had no input.

Factors Contributing to Success

The continued use of district staff in the development of the system

proved to be a major asset. Not only did this contribute to the final

120 '



- 116 -

acceptance of»tne system by the staff but it also provided the district with,
a cadre'dfltreined professionafs to continue the development work.

- e Newport-Mesa's CBE system enJoyed from the begnnn1ng, the support of

the Board of Education and the Superintendent. The basics of the system are

anchored in Board policy and hence will not, "go away" overnight.

When turnover in the'district,staff‘responsible'for implementing‘anq
maintaining the CBE system vias necessary, replacements were selected who
were tra1neg.1n criterion-referenced assessment and who were fam111ar with
the d1str1ct s ph11050phy and po]1cy in this area.

Low turnover of principals and teachers in the district was an aid in
that inservice training cou]d be d1rected toward building on prev1ous1y-

trained skills -rather than on teaching; the basics.
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CLARK COUNTY'S EXPERIENQE
: ' by Theron Suainston

.District's Salient Features . -

The Clark County School D%strict was created in 1956 as part of a
]egis]ated reorganization to'conso1idatg all of the school districts in the
entire stafe of Nevada into seventeen districts -- one for each county.
Since its creat;;n, the district grew from 20,000 students in 1956 to
approximately 90,000 in 1982. The minority enrollment tybica11y comprises"

¢ 25 percent of the total. In 1979 the State Legislature eracted an extensive
property tax cut and placed stringent restrictions on public agency spending
and revenues. In 1981 further legislation dramatically shifted the reverie
base from real property taxes to retail sales taxes. The major national
recession which began in 1981 vividly demonstrated that this "tax shfftﬁ'
from real property to sales tax placed Nevada school finance at the mercy of
economic ups and downs for the first time. In 1982 a $70 million school
construction bond was defeated marking the first time the District had lost
a bond election.

Tax revolts, tax shifts, a defeated bond referendum and a major
recession all served to strain the relationship between the cﬁﬁmunity and
th schools and confirm the value of an instructional management system that
allows teachers, administrators, and board memberg to demonstrate

accountability for acceptable student achievement.
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Genesis of a Data-Based Instructional Improvement ‘Movement

In 1969 and 1970 a few‘centra1 office administrators became increas-
ingly uncomfortable with test séores and instructional inconsistencies. A
« Year after year the norm-referénced test resu]ts_were below Ehe mean and, in
some grades, certain gfjor_subtests yielded percengile scores in the twen-
tiés’and thirties: Initié]ly, low_scores were rationalized by statements
such as "Those tests don't measufe what we teach," or, "The norms don't fit
our district," or "You cén‘t ac£Urate1y measure school effectiveness wheréﬁ
?student transiency is so high." There were also concerns ébout gross incon-
&sistencies in curriculum aﬁd measured achievenent from school to school.

At that time, concern for student achievement was _kept from the fore-
front through critical writers and legislation mandating minimum proficiency
and demonstrqted accountability in neighboring states. Also, at that time,
a.district‘édministrativegreorggnization.aimed at centralization placed ghe
total supervision of all schools under two assistant superintendents--one
for elementary ané'one for secondary. Thus with the need demonstrated and

the organizational structure put in place, the stage was set for a major

thrust toward data-based instructional improvement.

Shape and Direction of the Movement

The Assistant Super1ntendent for Elementary. Educat1on, encouraged and
ass1sted by certain other adm1n1strators, assumed the 1eadersh1p for the

design and imp]ementation of a comprehensive system for instructional

-

Q | ' . .1223
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managément and improvement beginning in 1970. It was determined that in
light of the rapidly changing demographic composition of the district, any
sign{ficant and lasting improvement would have to be centrally developed and
directed. While the system's design apd programs were not mandated by the
superintendent or the board of school trustees, so long as too many feathers
were not ruffled or top many financial demands made, they were usuai]y sup-
portive. At one point, as some principals began to feel uncomfortable with
the demands for‘changg and accountability, as they visited with the super-
inténdent they asked him for }e1ief. Initially he sympathized with them,
but as he was made more fully_aware of the system's potential he became a
staunch gupporter.

After approximately seven years of development and utilization in the
district's elementary schools, in 1978 a new superintendent directed that
the system be adapted for and imp]emenfed to a limited degree in the secon-
'déry schools. This required ccnsidergbly less deve]oﬁment time because a
model was in-place and opérating. H:jzbér, that superintendent resigned in
1981 and the extent of secondary Qevelopment and implementation became
uncertain. ' |
From the beginning, certain assumptions about‘curricu1um, eva]uatiog,,_
staff development, management and school administration, and the role of

educational research provided continuity'of approach and design. As the

movement extended in years and people, these assumptions became increasingly
-
9

important. Perhaps the three most basic and far-reaching assumption§ were:

9
<

1. Goals and objectives need to be clearly written and widely
communicated. :

v
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2. Means must be provided and used to assess the degree to which
objectives are attained.

3. All assessment should culminate in program improvement decisions.

It was always assumed that each component of the overall schocl and
instructional management system would be designed to fit into and facilitate
one or more of the above three basic assumptions. Those three came te_be
expressed commonly as "What should be," "What is," ane “How to reduce‘the
difference." It was a]se assumed that the probability of objectives being
attained Wou]d be gfeat]y increased if each individual were held accountable

‘through a modified management by objectives and results approach.
Some of the other assumptions that were made consistently were as

‘o,

follows: Al

1. Curriculum guides should be developed in the district and should
define the specifics of curriculum content through learner behavior
objectives for each subject.

2. Effective instruction does have research verified characteristics,
and instructional programs and teacher performance can be evaluated
objectively. - .

3. Teaehgr effectiveness can be improved through skilled supervision
and relevant .staff development. :

4, The principal can play a key role as an instructional leader within

a school and will effectively fill this role if given the skills,
motivation and direction to do so.

Instructional Management System Design

’

The system has three major components or subsystems. The first com-
ponent consists of goals, objectives, and evaluative criteria ("What should

be"). These range in scope and specificity from a simple hath skill in the

Kindergarten Curriculum Guide to annual priority goals adopted by the

¢
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superintendent and the board of school trustees. At the school level the
heartof this component is a set of objectives and standards for school
operation known as Elements of Quality. - ' //’
| The  ten basic elements listed below have become widely accepted and are-
commonly used as criteria in planning for and ev. .ating instruction. Each
of the ten elements’ (an eleventh was added for student act%vities in secon-’
dary schools) has sub-objectives or specific evaluative criteria. ° These,
specific criteria serve as guides for curricular and instructional planning
and both self and program evaluation. Thé first five also serve as a set of
observab]e criteria to guide principals in eveluating teacher performance. J
A1l of the elements are used by principals jn making an annual assessment of

their school (note Element 6) and by thé supervisors of principals in making

an annual evaluation of each principal's performance.

Clark County School District
ELEMENTS OF QUALITY FOR CLEMENTARY SCHOOLS.

-

Note: for brevity, the subobjectives and evaluative criteria have either
been omittéd or printed in abstracted form.

1. Curriculum guides serve as the basis for<classroom instruction.
Tesson objectives and learning activities are plannec in accordance
with specified skills and concepts contained in Clark. County School
District curriculum guides. Content of textbooks, etc., is used
selectively to teach and reinforce skills and concepts specified 1in
curriculum guides.

2. student achievement is commensurate with ability or other established

expectancies.
3. Individual differences in the educationa] needs of students are

Tdentified and-appropriately met.
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The learning needs of students are assessed in relation to esta-
blished objectives. . Students are grouped for instruction according
to assessed needs. Instruction is adjusted to student learning.
rates. Opportunities are provided for students to use their most
effective ways of learning. Learning progress is monitored-and
recorded. . ot

4, Provision is made for the social and emotional development of stu-

dents. Positive direction and reinforcement are the primary means
. for motivating students. Students respond positively to teacher model

and direction. Students remain attentive to their work. Students -
display positive behavior when interacting with each other. Students
are provided opportunities to initiate; direct, and evaluate ‘some of
their own learning activities.. Student talk and movement are appro-
priate for the learning activity.

5. Instructional methods are consistent with established objectives and
proven principles ot learning. ‘

The teacher sets a positive climate for learning (stimulates student
excitement, anticipation, curiosity, etc.).. The teacher clearly com-
municates lesson objectives and their importance to students. The
teaching activities are appropriate for concept, skill or positive

_behavior lesson objectives. The teacher clearly communicates direc-
tions for follow-up activities. Teacher questioning strategies _
(questions, responses, reaction) facilitate the development of think-
ing skills (literal, interpretative and critical). Resources are
appropriately used for achieving lesson objectives. Tne physical
environment of the classroom is well organized and designed by the
teacher to enhance, stimulate and extend learning.

6. A m%ndgement system providing for needs assessment, priority objec-
tives and plans, monitoring and-evaluation by results is effectively
used by the principal and teachers.

Principals are involved and involve their staff members individually
in a structured- assessment, priority setting, planning, evaluating
and reporting process’ for improving performance results in relation
to established criteria. g

7. Personnel management procedures prescribed by léw, regulation, and
contract are(effectively administered by the principal.

The principal makes (and records as appropriate) frequent visits to>
classrooms to directly observe the instructional program and holds
jndividual conferences with teachers as needed to discuss their
priority objectives and plans, their progress toward objectives,
needed change and assistance and overall performance results.

8. staff effectiveness is promoted by the principal throdgh proper
application of proven principles of leadership and management.
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The principal provides for staff involvement, promotes an open cli-
mate, provides training and assistance as needed, reinforces good
perfortance of the staff, and accurately assesses and ap.ropriately
responds to measured faculty opinion regarding the operation of the
school.

9. Community confidence in the school is established and maintained.
Parents are kept well informed regarding the school, its objectives,
programs and pro;@dures, are provided convenient means to express
their opinion and suggestions regarding the school, are kept well
informed regarding their child's school program and progress, and are
provided.means to be invQlved at the school and supportive of its

- objectives and programs.’

10. Management organization and procedures for the school are clearly
written, effective and consistent with the established procedures and
regulations of the District. '

Necessary and standard school regulations and management procedures
are clearly written in a staff handbook. Provision is made by the
principal to monitor and evaluate the management functions of the
school to identify exceptions to established standards and procedures,
and to appropriately deal with management exceptions.

.A sécond . component consists of both formatfve'and'summativé measures of
the extent that objectives are achieved ("What i;“). Norm-referenced
(nationally standardized) tests are administered in grades three, six, eight
and eleven. Locally deve]dped,;riterion réferenced tests are used in read-
ing and math in three modes. One CRT form is used as a general placement
test generally at the beginnidg of the school year. Another CRT form is a
series of sdecific-djagnostic inst}uments used to identify specific learning
needs for individual students. The third CRT form is an end-of-year measure-
of mastéry of sbecific instructionaMobjectives. Other measures of "What
is" include structured §urveys‘of parents, student, teacher and principal
opinionsfahd recorded.direct observations of'instructiona} personnel and

student behavior utilizing sdedifjc observable criteria Qrdwing out of the

Elements of Quality. The opinion surveys are machine-scdred and by tomputer

4
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processing school personnel are provided data through printouts keyed to the
. Elements of Quality.

Thé third major component of the system directly addresses-the chal-
[engg of data-based instructional improvement (“Reducing the difference"
between what should be and what is). Thi§ component includes a framework
for goal se;ting, priority_planning, monitoring'and staff development.
Utilizing the data base provided by comparing What is" with "wha; should
be*, each ]evé] of the district organization from teacher to superintendent
and school board séiects as priorities for change a 1imiped number of objec-
tives which are/rea11stica11y attainable and offer the greatest probability
for instructional improvement. Each of these priorities is written in a
univérsa] format to promotevsimp11c1t¥ and common understanding. The format
jncludes statements of identified need, objectives, activities to achieve
the obJect1ves, the means for eva]uat1on, the person(s) respons1b1e and
finally a statement of evaluation added at the end of the annual cyc]e. To
encourage the selection of significant priorities, a d1reqt relationship
between achieving ‘personal priority objectives and'personne1 performance

evaluation is carefully avoided. _ -
Results

Standardized test results have clearly shown that the district's
efforts to improve.measured student achievement were effective. Elementary
achievement at both the primary and jntermediate grade levels increased

approximately 20 percenti]e'pointsvdver a period of seven to ten years from
Ve
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1970. For example, the sixth grade total reading and math percentile scores

had increased from 42 aﬁd 38 in 1970-71, to 60 and 64 in 1981-82. The
second grade reading and math percentile §c9res had increased‘from 50 in
1970-71 to 71, and 76 by 1976-7&. In 1978 standardized testing was moved
from second to third gradg where in 1981-82 thé’tota] reading percentile was
64 and math was 71. |

| Since the secondary schools did not begin to utilize a comparable

instructional management system until later, direct comparisons between

elementary and secondary achievement are not so meaningful. However, it is

reasonable to assume thatié1émentanyAstﬁdents would carry some of their.
higher achievément into the secondary grades. The eiéhth grade recding an&
math percentile scores increased from 40 and 36 in 1975-76, to 59 and 65 in
1981-82 and- the eleventh grade increased to 53 and 57 by 19&1—82.

The results ofﬁdistfict-developed criterion referenced measufes of ele-
mentary student proficiency have been used to group students within a class
for instruction, to &iagnosg individual student learning needs and to eval-
uate instructional programs in terms of student mastery of instructional
objectives. Care has been taken to avoid using the criterion-referenced'\
placement and diagnostic tests és measures of student performance for
accountability purposes. 'By maéhinq-scoring placement and end-of-year cri-
terion referenced tests we can give printouts to individual teachers and
principals. These prinfouts provide extensive analysis data by student,

classroom (teacher), grade, school, and district.

An analysis of the responses to ‘elementary tégcher and parent opinion

surveys which are criterion referenced to the Elements of Quality reveals

S
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certain attitude patterns that have been consistently positive for several
years. Teachers and parents respond to each item in the survey instrument
on a five-point Likert-type scale. The weighted point scores could range
from a low of i.OO (strongly disagree) to a high of 5.00v(strong1y agree).
From 1978-79 to 1981-82 the mean weighted response on the teacher instrument
~ increased froﬁ 3.36 to.3.46 for Elements 6 through 10. The mean weighted.
response on parent survey remained(very spab]e, but high with a mean of‘4.36
in 1978-79 and 4.37 in 1981-82. .Certain items on each survey have special
signifitance.- For example, on the parent survey, “The teachers use éffec-
tive methods and materials to help my child learn" yielded 4.46 in 1978-79
and 4.47 in 1981-82 with an average 14,000 parents'responding, representing
all of the 71 elementary schools. Two of the most :ighificant itemg‘on the
teacher survey were."My teaching performance js accurately assesseﬁ relative
) to District-estabished ériteria" (3.51 in 1978-79 and"3.55 in 1981-82) ang
" “The principal's supervision of my classroom performarice r;sults in improved
insFruction" (3.29 in 1978-79 and 3.44 in 1981-82). An averagé of 1,950
teachers responded which was nearly 100 percent of the tota] number of N
elementary teachers on staff. One of the challenges of a highly"struﬁtured ;
" and centralized instrucf%ona] management and accountability system such as
.ours js managing the affective response.of teachers. The ieqchef opinion
survey is used annually -to allow individual principals and district admini-
strators to monitor'tﬁe attitudes and feelings of teachers. Both the
feacher and parent surveys are administered in a manner to encoufﬁagNBBHEE:”’/

tivity through anonymity pf respondents. Since each item in'sthe survey in-

struments (35 for teachers and 15 for parents) is a clear statement of a

Q | 131




- 127 -

- N

1 3

desirable condition or objective to be achieved, they represent a directing

force as well as a means to measure attitudes.

A Unique Feature ' -

A very significant ;nd somew@at unique characteristic of the Clark
County expe;ience deserves special consideration. Many fop level Ciark
County administrators be]ieve‘fhat it 'is the single most Qital difference
between what might have been a passing experiment of limited impact and one

that has endured and has had a profound inf]uénce in dramatically reshaping

-

the instructional program of a very large school district. Theég?hageﬁent

of all instructional improvement efforts was deliberately linked with the

overall direct management of schools. The following examples will serve to

illustrate this point.

When one independent department was responsible for developing curri-
culum and others were responsible for implementation, the use of ﬁurkicu]um
guides was considered to be optional and many principals and teachers did
not take them seriously. However, when ke} Tihe.administrators assumed

- . : .
responsibility for the development, jmplementation and success of the curri- f
culum, a new standard was set. One of the qriteﬁia usgd to evaluate the
performance of principals and teachers. was the extent that curriculum guides
were used as a basis for instruction. (See E]emenf of Quality No. l.j A
uniformlcurricuium became a reality. ‘

~__ Prior to the early.1970's, test scores were not taken: seriously except

by a.few pébp1e~ahﬁ mostly by the central offiﬁé staff responsible for

- .. -
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testing and evaluation. However, when the comprehensive school and instruc-
tional management system was developed, acceptable test scores became one of
the criteria not only for evaluating instructional prégrams, but also for
evaluating the performance of instructional personnel. (See Element of
Quality Ne. 2.} Here an important distinction was attempted. An adage was
coined that "When tests are used as weapons of supervision rather than tools
of instructional improvement, they soon become useless for either purpose.”
Rather than an individual's effectiveness being evé]uated upon reaching a
norm or an absolute standard, they were evaluated upon showing needed or.
significant improvement. This permitted teachers and priﬁcipals in téadi-
tionally low achieving areas to be winners and it requifed those who hap-
pened to be in traditionaily high achieving areas to do more’than exceed.the

district means. It was r=2asoned that if the bottom line of the school busi-

885 is student achiavement, those who control the day-to-day operation of

the business shouid be directiy accountable for the bottom line.

It was determined that principals and their direct supervisoré“ﬁou1d be
the first iine instructional leaders. ‘They would plan and conduct or direct
staff‘geve1opment for themselves and teachers. They would be invo]ved in
curriculum development and all cur?icu]um imp]eméntat%on and instructional
improvement programs wouid f]ow thrcugh them.

—

Challenges and Recommendations

4

In a continuing‘sequence of developmen;g/imp1ementation and refinement

since 1969, the aspect of the system which currently offers the greatest
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chaﬁ]enge and promise is staff development. For example, considering the
classroom teacher and school principal we can now describe quite well the
characteristics of good performance ("What should be") and with considerable

accuracy assess the performance of a given individual skill and motivation.

An additional challenge of'a highly structured system is providing for

upgrading and renewil of all the components to ensure that it is dynamic and
relevent.

Certain recommenditions seem to be approbriate for others Qho might ~
consider utilizing aﬁy part of the‘C1ark County system or experience. It is
important to assess the pﬁi]osophy or assumptions of key leaders to ensure
that there is compatability withogoa1s and approaches that are developed. &
Objectives are mdst basic and should be c]ear]y\written for all levels of

—

the organization and generally accepted by those responsible for attain-

ment. There are clear time advantages of adapting existing.mode]s where

they can be found rather than starting with nothing. Formal endorsement and

support from the Superintendent and the Board of Trusfges is ultimately ne-

‘cessary and should be sought early. Heavy involvement in design and devel-

opment by those staff most directly affected helps to ensufe acceptance and
commitment. 4 ”

Questions Commonly Asked About the System

Adminisfrators who work with the Clark County system are most often
asked if the management and accountability system has made a positive dif-
ference in teacher and principal behavior and student achievement. Princi-
pals and teachers are much more_structured and objective in planning and

evaluating instruction as a direct cohsequence of the systeh. While it is

134



- 130 -

not always possible to quantify the exact degree, it is possible to demon-
strate that the system is the most significant cause for dramatic improve-
ment in test scores. our principals and teachers are now far more more
sensitive to the need to ask questions of themselves such as "What changes
can we make which will result in the greatest pq§sip1e improvement in_
program quality, and how will we demonstrate or measure the desired improve-
ment?" This represents not only a more objective attitude and appréach pat-
tern, but has led to a dramatic increase in p]annjng and evaluation skills
and knowledge at the school level.

The question of whether the increased centralized structure has reduced
individuality is often asked. Great care has'been taken to b]ace emphaéis
upon specifying curricular objectives and ﬁeﬁéuring results rather than lim-
jting methods and individual techniques.‘ For example, the distri¢t care-
fully avoids single textbook adcptions;and allows teacherr and prinéipa]s in

.

jndividual schools to select texts from an.approved list of two to five.

books for each subject. Even wider_inqividua] giscretion is allowed in the

?

~

selection of supplementary instructional materiais.
The question 6f how‘yidely the system'iﬁ accepted is also raised.- The
fact that the system_has'spread from elementary to‘;ecoﬁdary schools aqd has
endured at the e]ehentéry level for more than ten years says something about
its acceptability. However, the §ystem, has been and continues to be re-
sisted by.certain people. The line of péop]e demanding or volunteer’.., o
be held more accouritable is never {ong. Approachés as such &n.-val opinion
surveys and widespread involvement in the development of syst.em components

have increased the acceptability of the system. The system survived a
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lawsuit by an employee group which originally saw it as a threat to
employment security.

Pitfalls/Mistakes to be Avoiced

g

Perhaps the most serious pjtfa]l to be avoided is the tendency to use
such a management system almost entirely as a tool (or worse still, a
weapon) for controlling at the expense of planning, organizing and motivat-
ing functions. To avoid this, great care must be taken to ensure that those
who administer the system understand and apply the principles of management
and leadership upoh which the system is based and without which the éystem
will die'of its own weight.

Another pitfall to be avoided is MOving too far too’soon. Components
of the system §hou1d be structured in detail and field-tested before wide-
spread implementation is attempted. Almaster plan for the entire system is
highly desirable in order for each component to be saen in proper perspec-
tive. Fof example, a criterion-referenced test for sixth grade mathematics
should not be‘viewgd as boards and naiTs, but as part of a building that can
be viewed in blueprint elevations and floor p1an§. To move too far too soon
sets up resistance shockwaves stemming from misunderstanding and anxiety
about the value of such a system to either the employee or the students.

Special attention should be given to keeping paperwork to a minimum and
the major focus on what happens in the classroom compared with what should

happen.

Factors Céntributing to Success

I believe that a major factor contributipg to the success of the Clark

County system is conéistency of design and application. Because the system
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rests upon a clearly defined philosophy and research-proven principles, it
has weathered well the shifting winds and storms of criticism and p;ssing
"latest" innovations. For example, when "Theory Z" and "Quality Circles"
came upon the scene, the system had a place for them. When the Beginning
Teachér éya]uation Studybbecqme é major-topic or discussion, the-system
easily accomodated the majof findings and imp]ications.

The overall systém design rests upon a cofe of errriding criteria de-
finingvﬁuality at the school level, and these E]emehts of Quality are mani-
fest throughout the entire system. We measure a]most'everything js measured
in Tight of jtsms?n§jétenéy with these criteria. The application and operaj///

tion of the system rests upon certain proven principles of manégement, and

<

administrative behavior-is evaluated in light of consistency with these
principles (process) and the‘criteriq defining quality edugation (pro&uct).
because this consistency has been preserved over an extendeq period of time,
the system and its components have become second nature to those who have

k]
“grown up" with our system.
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VALLEJO'S EXPERIENCE: LINKING = ~
TESTING WITH INSTRUCTIONAL IMPROVEMENT
by Joan McDonald

-Introduction

The Vallejo City Unified School District is.a medium-sized California
school district (14,000-15,000 students) located in:an urban, multi-ethnic
community. Over 50 percent of the students are members of a minority
group. Black students represent the largest minority population, followed

by a fast growing Filipino population and an increasing Hispanic popula-

tion.

Vallejo is a low-income community. Mare Island Naval Shipyard is the
major employer in the city; the school district is the second major em-
ployer. Mahy of the students® parents are unemployed or have low-paying
jobs. Most students enter school without pFeschoo] exggrience.

vallejo's students have many needs, both academically and economi-
cally. The primary goal of the district is to provide the ;tudents.with an
excellent education and to see that they reach their fullest potential. The
same goal probably exists in all school districts. This is the story of oné )
district's efforts to make the vision a reality through instructional im-
brovement. The use of test data became a catalyst for analyzing instruc-
tionai problems. A

The vision that the superintendent and his staff have is a district

with a clearly expressed philosophy and direction. Too often a school dis-

trict does not take the time to erticulate a pﬁi]dsophy and to establish and

#
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communicate clear directions both within the district and to the public. It
is assumed that everybody wants the "best for kids" and Enows how to bring
that about. Part of Vallejo's vision ﬁas been to establish and articulate a
clear sense of purpose. /

Improved instruction was a part of the vision. The district's defini-
tion of improved instruction included: 1) a district curriculum where ob-
jectives, learning activities and evaluation procedures match and are con-
sistent; 2) schools in which principals and teachers engaged in ongoing ef-

forts to analyze and improve teaching; and 3) the use of test results to

improve instruction.

A long-range plan for curriculum development was initiated. A district
professional development center was established to research, teach and pro-
mote souhd instructional practices. Ongoing efforts were made to become‘
familiar with the purposes, content and uses of tests aqd test results.

This article will describe in chronological order the problems that preci-
pitated the actions taken, a description of some of the solutions and a sum-
mary of lessons learned. ) 3

The Beginning

/

The Ca1if6rnia Assessment Program (CAP) was a major influence propel-
ling the Va])ejo School District to use evaluation information to improvg
instruction: CAP was initiated in 1974, toward the end of an era of decen-
tralization in the Vallejo School District. Between 1965-1975, school sites
had considerable autonomy and had assumed responsibiiity for curriculum
development and staff development. Sghoo]s had experimented -with a variety
of organizational schemes such as team teaching, departmentalization and

non-graded classrooms and had tried various schedules for students. During
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this decade, decentralization was actively encouraged to promote school-site
autonomy and decision meking! District-wide coordination took a back seat

to experimentation and the development of school-site ownership of instruc-

“ tional programs.

When CAP camg?on the scene, it as§umed center stage. Test scores made
front page headlines and became "the agehda" for disgruntled ﬁembers of the
governing board—and the community who were already critical of the schoo]s.v
CA? was a catalyst. The educational community had‘nq choice but to deal

with CAP, though initially it would have preferred not to.

a /’
'

"Problems That Arose

Dealing with CAP testing and its results productively was difficult for
us for several reasons.- First, the previous decenfra1ization of our schooi~
system impejed any coordinated and comprehensive effdrt to use the results.
Second, CAP testing became a highly émotiona] issue both with the pdb]ic and
within the school district. Third, our school staffs had 1€mfted knowledge
about how to use test results to improve the instfuctiona] program.

The previous decentralization of the school district contributed to our
problems because there were no consistent district-wide instructional prac-
tices and clear curriculum outlines. Additionally, schools had become ac-
customed to making decisions for themselves without necessarily coordinat{ng
their efforts with other schoo1s.~ No district-wide statement of tha curri-
culum existed to tell teachers what skills should be addressed when and in

what formats. Title I project elementary schools had done more in terms of

defining the curriculum for themselves, but they had worked in isolation
from oné another. So, in fact, each Title I school used a different skill

continuum. Non-project schools typically had no curriculum frameworks.

1
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Textbooks provided the cdrripu]um, and teachers taught what the teacherfé
guide.prescrgbed and used the methods described there. A fufther problem
was that schools made autonomous decisions about textbook selection aﬁd, in
fact, many different series were being used throughoutrthe distritf.

The emotionalism surrounding CAP interfered with its being.used as a
tool for improving instruction. Some of the most severe critics"ofﬁfchools )
seized on CAP as a vehicle Tor cast{ng'criticism and blame on the schools.
The educationai community responded defensively to past and,current misuses

of test information. Ignorance increased emotionalism on both sides.

School staffs had limited knowledge abbut the purpose, content-and

usefulness of the CAP tests. The district leadership had not emﬁhasized the
useiof test results. Since the district curriculum was not defined,’prin-
cipals did not have identified expectat1ons to help them use test results to
improve the school's instructional program. Ne1ther pr1nc1pals nor teachers —
had training to equip them to propér]y analyze, interpret and use test re-
sults for program planning.

Cent*a] Office Decisions About the CAP Test: School-site Ana]ys1s

The central office leaders decided that a district-wide effort to use
test information to improve instruction had to be initiated. The plan for
accomplishing the goal included developjng awareness on the part of princi-

: ba]s, training principals in the use of test results, and providing direc-
tion for sﬁhoo]-site analysis and planning. This process led to a series of

long-range efforts in the area of curriculum and instruction.

g
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A centralized plan for using test information was developed to inftiate
«sdmé consistent processes across the district for dealing witﬁ test re-
sults. We emphasized that thése'in central office»]eadership roles believed
that teét'data was important to program deveTopment and evaluation. As will

\

be described in the following sections, our p]an.moved methodicaj]y from
promotgng awareness, te training, to reduiring application of.know1;dge at
;the school site. Use of test data was thé 1ntended outcome, but those who
.were'providing 1éadersh1p'weFe aware that some emotional and awareness

issues had to be addressed first. A]though site managers did-not respond

___enthusia§r;calJngh_Lhg_beginnigg+_a_gcnuing_appnecjaiinn_fnn_the_xalﬁe_afwme“mA

£

using test data did develop.. In the central office, we initiated a\procesis
to ensure thaé school-site staffs used test data fo improve the instruc-
tiongl program.

The first step in developing principal awar~ness about the power and

uses of test results was to overcome the emotionalism that surrounded the'

. ’

jsstue.- The most immediate reaction of principals was high]y defensive and

resistant. Without even reviewing the test/results of their schools, a
. : . ¢

majerity.of the principals rejected them. Principals claimed loudly, “CAP

didn't test what we teach," CAP is "biased" and "irrelevant.® Another favo-

\ ~

. rite cry was, "CAP was created by test makers who ‘have little or no know-

,1edge about schools and what we do." The fact that.the district had a low

percenti]e'ranking even in relationship to other districts in its cdhparison
score band didn't help a bit. The fact that the local newspapers headlined
stories that governing board members were accusing the schools of failure

-~

only served to further hamper communication.
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The district leadership realized that further emotional isgussion-
would only exaggerate the probﬂem. We made plans to provide train{ng to
'principals, selected teachers and the governing board so they could begin
dealing with CAP prodﬁctive]y. Inservice topics focused on information
about the t%gt itseif, skills to analyze test date and strategies for inter-
preting and using results to plan for instructional improVement. "

The central office administrato;s contacted the Office of Program

Evaluation in the State Department of Education. Consultants from the State

office came to Vallejo, met with the district staff and principals and con-

—ducted—a—series—of—awareness—level-sessions—on-the—purpose_and development

of CAP. Test score reading aﬁd ‘interpretation were also essential compo-
nents of the awareness level training provided by the state staff. The
information contained in.the_workshops was essential in terms of providing a
knowledge base to begin dealing with CAP results, yet the training itself
did little to affect the defensive attitudes of principals and teachers.
The next activity we initiatea had the most powerful impact on school
staffs. District‘Eiiigg;ﬁghinistrators drew up a three-step process in
which school staff were required to work through and submit in writing an
analysis of their test data and a p]éh of action. The process iavcived
~ becoming famj]iar with the coﬁtent of the CAP test, then ana]yzihg Lhe
school's program and fina]]y_identifyingfdirections for improvement. The
directions were then reported to the governing board.
Thig‘school—site‘ana]ysis péocess requiredlschoo] staffs to use the
"Test Content Specifications proyided by the State Office of Evaluation tc
become familiar with the actual skills teéted by CAP. The purpose of this
component of the process was to have.teachers and principals answer the

/
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question, "Are we teaching what is beingitested?“ This was an important
step because it caused principals and teachers, for the fi;st time, to deal
specifically and objectively (rather than emotiona]]y) wiih what CAP tested
in relation to their school's instructional program. The argument that
"this doesn't test what we teach" faded abruptly.

ONE_SCHOOL'S STORY

The following is one principal's description of how the school-
site analysis process worked at his school. The school described here

‘was actually located on two campuses and served by one principal. The

———student—poputation—was made up of over 70 percent minority students and
a high percentage of students.who demqhstrated low academic achievement
on s;andardiied tests. At that time{/qhé school also had the highest
percent of AFDC. (Aid to Families with Dependent Children) studenté.

The Principal's Description

Most of the schcol-site analysis activities were related tg the
use of CAP results. Other standardized tests were also administered to
evaluate our Title I program, but the use ‘of other test data at- this
point in our history was p"xmar11y a result of transferring know]edge
gained by using CﬁP re=u1us to other testlng programs, .

The Instructional Associote (a non~-classroom teacher paid for out
of Title I funds), selected teachers and ]| raviewed the test results to
identify areas of concern. Areas of concern were defined as those
areas that either seemed to be especially discrepant with overall test
results or these areas where their resulis seased discrepant given the
amount of instruction that had beer grovided znd the results expected
It was also decided that no more than three zreas would be selected in
reading and three in math for a more fin-dapih ana]ys1s.

The Instructional Associate and I used the State manuals and other
materials we received dur1ng the training provided by the State
consultants to:

- identify and define the content being tested in the areas
that had been identified;

o | 144
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and in terminology familiar to our staff;

- prepare a task analysis of each of the skill areas.
The above information. was shared with all staff members at regu-
larly scheduled meetings. A decision.was made to familiarize all of
the teachers with CAP, not just the teachers of students in the grade

levels that were tested. We wanted the entire staff to share the re- ..
sponsibility for improving our instructional program.

After the skill areas tested by CAP were carefully analyzed and
shared with the staff, they were matched with the appropriate objec-
tives and evaluation instrumeénts in the reading and math curriculum
management Ssystems being used at our school. Some of the teachers were
jnvolved in validating the match between the skills areas being tested
by CAP and the skills being taught through the use of the reading and

- restate the learnings that wére being tested in our own words =~~~

___math_textbooks at the school. ‘

A1l teachers worked individually or in small groups to develop
prototype lessons and activities for teaching the identified skills at
different levels of difticulty. These products were shared among the
teachers for use in c¢iassroom instruction. The lessons and activities
were not the only resuits of this part of the process; it also produced
a renewed sense of purpose and teamwork among staff members.

| . -

In addition to improving their lessons for students, teachers also
began working on teaching their students test-taking techniques.
Teachers examined the testing formats used by CAP (multiple-choice,
fill-in-the-blanks, etc.) and incorporated those formats into the prac-
tice activities they built into their lessons. Teachers also familiar-
jzed themselves with some of the key words used in test directions and
taught them to their students.  The Instructional Associate and I de-
veloped practice activities and conducted practice sessions for groups
of ten to fifteen students.

Outcomes at the School

A very important outcome of the school-site analysis pqgggss at
the school describe& here was the change in attitude tbwardifésting.
Staff meetings were used to discu§s the value .of using a testing pro-
gram to p]én’instructionai improvement.” Teachers came to the conclu-

sion that testing is an important component of a schoo]rp(pgram, that

analyzing test results could help them monitor and modify instruction

145



T o141 -

and that test taking itself is a valuabie skill for students to
acquire.

Tesf scores at the school Hescribed did begin to improve as a
result of the scﬁoo]-site'analysis process. Miracles did not occur.
Test scores were not immediéte]y and dramatically much higher. The J
instruétiona] program did improve, the school staff developed a more
positive attitude toward testing and a more cohesive plan for using
test results, and test scores reflected those efforts. The principal's '

S

active leadership, interest and involvement provided a powerful message

to the staff and led to their active involvement in using test data to

improve instruction.,

District Qutcomes Leading to New Directions:

Cufriquum, Staff Development and CRT's

. J
There were several outcomes that resulted from developing a greater

awareness about éAP, providing training to help principals and teachers use

/
4

test results for instructional improvement and requiring each school to use

a school-site analysis process.:

The first outcome was an improved attitude on the part of the educa-
tional community with regard to the potential uses of test information. The
>educationa1 commuhity as-a whole became more objective, analytical and con- |
fident as,ft developed an understanding of information and the skills to act '
on this information.

A second outcome was a growing awareness énd concern for continuity,

consistency and coordination of the curriculum that surfaced both within
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schools and across schools. Schonl staffs also became aware of specific
skill areas that needed to be given nore attention because students were
demonstrating difficulty with theﬁ on tests.

The outcomes described above led to some new directions for(the dis-
trict. The realization that there was no well-defined district curriculum
resulted in a substantial curriculum development effort.

Within three‘years district continua in reading/math/language wére__
developed. The district also established.a Professional Development Center

to provide extensive training to principals and teachers- in improving their

instructional skills. Attention was given to 5mproving testing procedures

~

throughout the district. Two years later criterion-referenced tests and

student profile cards were introduced to complete the curriculum management

system in those skill areas.

. Curriculum Development

The closer look at the instructional program that. followed, a greater
emphasis on using test results made everyone very aware that no district-
wide statement of what sﬁii]s were to be taught to whom and when existed.
With the advent of the "Hart Bi11" proficiency test movement, the district
moved to develop the necessary district-wide statement of skills. Skil]s\\ixﬁ
continua were wrftten in feading, language and math, including the identi-
fication of proficiency ski]]s developed throughout the K-12 curriculum in
basic skills. -

For the first time, teachers came together across grade levels and ham-
meredﬁout £he ﬁontinué. Certainly, those who were most centrally involved

in that effort hearned the greatest amount from the experience. However, as.
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those continua were introduced to staffs and field tested, a wider and wider
segment of the teachers was affected. The first steps toward improving
instruction had been taken, as throughout the district, individual teachers
were becoming more specific and articulate about the skills being taught.
The greatest berefit was'a beginning recognition of a move toward a dis-
trict-wide statement of C'rriculum.” ! :
The next step Qas,the development of the Criterion Referenced Tests
(CRT's) in relation to designated essential skills in the continué. The
requirement that teachers test their children and record their progress on a
district-wide (K-6) student prefile card finally moved the continua into
prominence as the basis for instruction. The use of the CRT's and requiring
~ teachers to record skill mastery on student profile cards can be idenfified
as crucial to the institutionalizing of the continua of skills. Lrior to
that time, only some of the teachers truly felt bound to teach the district
curriculum.
| Inservice training for teachers was provided on school sites'by cehtraT
office personnel assisted by teachers who had been involved in the davelop-
ment and subsequent revision of the continua and the CRT's. The more in-
volved a staff becamé, the more aware they became of the need to review
together the task analysis and instructional strategies involved in teaching
the essential skills. Now, staffs are identifying their jnstructionh1 areas
of need through CRT's as well as CAP and {TBS. In addition, they are also

identifying areas of need for staff developmént. Instructional improvement

is. beginning to show results in test scores.

b
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Principals became aware‘of the complexity of truly bringing about
change as -they provided‘leadership to their staffs in implementing the dis-
trict curriculum management system. One principal tells the fo]]owing'story
which i]]ustratés some of the challenges thaf/confronted her and thé solu~
tions she’ tried at her 4-6 school. |

'ONE _SCHOOL'S STORY

The Principal's Description

In the spring of 1981, the district curriculum management system
package arrived complete with continua, CRT's and student prefile.
cards. Our staff spent the spring and summer playing with a variety of
ways to introduce and teach its use to our staff. At this point, we
were primarily dealing with the mechanics of using it. How would
teachers get CRT's? How could teachers manage 80 profile cards? How
could we insure that teaching would go on prior to testing? How could
we streamline and facilitate the duplication and storing ¢f CRT's?

We finally developed what we considered to be an excellent, almost
foolproof system for management, and an enlightened inservice program
with audiovisuals, songs and dances, etc., on how this foolproof system
would work was developed and presented-in the fall. The inservice was
heralded as a great success. Teachers seemed delighted with the organ-
jzation and toted their boxes of 90 cards {one for reading, math and
language for each student) to their rooms filled with enthusiasm and
good will.

The first hint of any disaffection was evident in November of 1981
when teachers were required to turn in their student profile cards for
review by the principal for the first time. Comments like, "If I could
use my time teaching insteal of marking cards, my kids would learn
something” were common. My review of the cards showed haphazard mark-
ing, no uniformity of skills addressed, and general lack of care taken
in their marking. This response came from a generally cooperatiye,
hard working, concerned and dedicated staff.

I began a series of informal chats with a variety of teachers
during which I asked things like, "Hew do you decide what skills to
teach?" "“What does introduced mean to wou?" "Do you think you can
cover all skil's required for your level?" "Which skills are most
important to your grade/class?"

By listening carefully and reading between the lines a bit, it be-
came increasingly clear that my group of dedicated upper grade teachers
were having a terrible time. The complaints and concerns boiled down
to the fact that for many of them it was the first time they were being

L 4
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forced to teach reading, 1anguage and math skills and they weren't any
too sure what these skills were and how to teach them. So long as they
followed the textbogk, -they were fine. All of a sudden they had skills
to teach and no reference to a specific page number in a book. For
many, particularly in reading, it was the first time they were con-
fronted with subdivided content skills. The component parts of reading
were all of a sudden isuvlated for them and many had never taught these
component parts. :

We realised that in order to get back on track and make the
management system an effective tool for us, we needed to do several
things. We needed to:

- narrow the laundry list of skills contained on the continua
so that teachers wou]d learn to teach skills in digestible
hunks; .

- select skills for thic narrowed list. that were cr1t1ca1 to
mastery of each ;ubJect

.- select-skills that were consistently critical across the
three grades we serve:

- select skills that were measured on most of our assessment
instruments;

- help teachers value these skills;

- help teachers learn how to teach these skiils.

The <teps we took to accomplish these tasks were to:
- use standard reading, language and math committees to discuss

and isolate 10-15 skills that were critical and that were
necessary’ at each é?ade level;

- select reading as ocur focus for sp#ing 1982 with language and
math to follow in the 1982-83 school year;

- cross-match skills selected by the reading committee to the
tést specifications for Hart Bill, CTBS, and CAP;

- select the 10 skills most commonly measuired and critical to
- mastery of reading;

- divide the staff into three committees with each being
responsible for: _

° refining the district's task analyses for each of 3-4
skilis;
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° developing additional CRT's for grade levels where none
were available for each ski]];

developing/ordering/adopting teacher .support material for
each skili;

sharing task aha]ysis content, CRT's and materials for
each skill with the rest of the staff;

¥

<]

identifying staff resource persons for each ski]]L

We were able to refine the task analyses, develop additional CRT's~

and order materials by the end of the year. Sharing the task analyses
and identifying resource persons ‘are agenda items for September 1982
faculty meetings. We.will then begin the process again for larjuage
in October of 1982. Teachers will be required to begin to complete
profile cards for reading in September. As we complete language and
then math in the spring, they will begin to complete cards in these
areas. ’ .

One of the terrific things that happened in this process is that
by narrowing our. focus to critical, often measured skills, teachers
were able to focus on only a few skills to learn how to teach at

_once. They own the program now because they have developed it and
taught it to each other. Their confidence is high and they ‘ve
painlessly learned new skills. Next steps, of course, include
expansion of skills: to be addressed and extension-of resources and
teacher skills.

One critical point was that by cross-matching the skills we se-
lected with the instruments we use to measure skills (CTBS, CAP, Hart
Bi11), the skills were validated for teachers and I can be sure our
students are being taught the skills on which they will be tested.

Staff Development

Curriculum development and staff development go hand in hand. Curricu-
Tum development is staff development. The teachers, principals and central
office staff members who designed, developed and are implementing the curri-
culum management system were definitely engased in 6rofes§iona1 develop-
ment. The activities described in this section are specifically the staff
deveiépment activities that occurred at the district Professional Develop-

mert Center.
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The Vallejo Protessional Development Cen;er was established in 1976
with state funds and by law served only the 10 Title I elem.ntary schools.
In 19738 federa] Teacher Centgr funds allowed the Center to serve all of the
district's schools. The district staff development program was vsed to help
train teachers anu principals to ma‘e effective use o test data ~1d to
improve instruction.

The Professional Development Cencer program identivied specific skills

+

areas .c teature n its task analysis/lesson design training sessiors.

"Identifying the main idea," "infererce," "differentiating fact from

opinion," were among the skills areas the district identified for focus.
The task was essentially to improve the job being done in district class-

rosms in teaching these skills.

@ L e

-
-

Once teachers received training, they received follow-up visits in
their classrooms. Principals, trainers and other teachers observed the
teacher putting new skills into practice in the classroom and proviged
feédﬂack. The follow-up component of the training assured thdp new skills
would be applied and promoted ongoing Feamwork and dialogue about effective
instruction.

§
Improved Testing Procedures

In addition to curriculum development and staff development efforts,
procedures were instituted to improve actual testing procedures. A coordi-
nator was appointed to organize the.testing program and to work with school
sites to implement it. In addition to CAP'qnd CTBS testing, a major task
was to deve]op, pilot and adépt proficiency tests. Because of all the work
that preceded profieiency testing movement, the district was prepared to

address the new challcnge in a systematic way.
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The development of the district continua was described earlier. Subse-
quent to cont{nua development, three teachers were released from their se-
condary teaching assignments to help other teachers incorporate the skills
on the continua and tested by the proficiency test into their courses. The
use of experienced classroom teachers to help other classroom teachers
proved effective. ) /

Principals' meetings were also used to improve testing procedures. At
key points during the year, the importance of testing was reviewed with
principals. They were asked to come to meetings prepared to share strate-
gies that worked for them to help students and teacners tage testing seri-
ously, to schedule testing at times when there would be a minimum number of
interruptions and to use test results in a planful way. Principals learned
many valuable strategies from one anothen. The superintendent chaired the
meeting as he does most principals’ meetings. His clear directfon that ef-
fective testing procedures were important re-emphasized a district priority.

4

Where We Are Now

The directions set as a result of the initiel concern about testing
continue. Curriculum development, staff development and improved testing
procedures remain priorities. The past Six years marked a period of very
ac.ive development. The current thrust is to thoroughly implement and re-
fine what exists.

A great dea] c”-energy went into the developmental phase of the curri-
culum products. The current thrust is to see that the'products are used

rather than shelved. In an earlier vignette, one prinéipa] described

153




- 149 -~

&

the difficulties of actually using CRT's and profile cards. It is a slow,
painfql process. Each principal submits.annua1]y an objective to the-~super-
intendent for providing the leadership for his or her‘staff to proceed to
the next level of use of the system. The Curriculum Director provides di -
rect assistance to principals who are evaluated by the superintendent on the
degree to which they accomplish their objectives.

"~ The staff development program will include more and more training ses-
sioﬁs on how to apply effective instructional practices to using the dis-
trict's'curriCu1um products. The Staff Development Department and the Cur-
riculum Development Department are working together to find teachers who
have worked out so]ytions to typical curriculum development problems who can
train other teachers. The follow-up comprnent described earlier continues
to emphasize and assist in the application of ney skills in classroom
instruction. ’

Testing procedures continue to be {mproved both thrqugh the central
coordinatiyn of efforts by the Coordinator of Research aﬁd Assessment and
through tﬁe site 1éadersh1p of principals. Principals’ meetings continue to
be used to help train principals and maintain a focus on the effective Qse
of test results for instructional improvement. Without involving school
staffs, a curriculum may only Be words printed on pages. In order for a
curriculum to be taqghf, it must be wrestled with. Teamwork is an essential
ingredient of success and teamwork, too, takes time. A real success is the
current level of teamwork.

RN

Planning is another key ingredient of success. An extensive effort to

revalidate district goals with school staffs, students, parents, and the -
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community was recéntly developed. Without a long-range p1ap and a timeline,
it is too easy to drift away from directions. The plan was developed with
input from-many teachers and'principals. It will be presented to all school
‘staffs, parents-and the public. An Instructional. Improvement Council con-
sisting of administrators, teachers, classified employees, parents, stu-
dents, and community members will monitor the pilan.

A final success hés to do with morale. Teachers and principals are
probably working harder than ever before. They are tackling serious issues
in a serious way. The teamwork, sense of purpose, and sense ;f accomplish-
ment has had a positive efféct on moraie. The.dangér always remains that
dedicéted'professiona1s will work too hard, too fast, and too long and burn
thé%se]&es out. The purpose of the five-year plan is to maintain the vision

and intensity but pace the efforts in a simple and satisfying way}

Lessbn§ Learned | {\
N
Many. lessons have been learned in Vallejo. -Experience has taught that
the most important endeavors require a great deal of time and commitment.
Our experienhe has»shown that there are some possible pitfalls, some ques-
~ions that are frequently asked, and some successes to share.

Possible Pitfalls

y .
There are pitfalls to avoid. Our experience would lead us to caution

other districts not to attempt a comprehensive improvement effort unless

they are willing to allocate the necessary time:and human and finanical

resources,
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The greatest cost is staff time. In Vallejo, the Administrator for
Instructional Services, the Curriculum Deve]opmenf Director and the
Professional Deve]opment Director have allocated a substantial amount of
gﬂeir tihe to the efforts described here. Release time has also been a sub-
stantial expense both fdr curriculum devé1opment and training activities.
The time period in which Vallejo's efforts were initiated was one in which
state and federal grants:were more readily available. The district's com-
mitment was essentia] but some aggressive grant writing efforts a]so{égzided

some financial resources that probably allowed the efforts tc develop mere
fully in a shorter pe;iod of time.than would have been possible with ro

exferna] sources of funds. A real pitfall would be to undertake a serious
change effort without examining the costs. |

Questions Others Ask

'We are often asked” about ‘the balance between leadership and involve-
ment. What we have found is that leadership and structure is appreciated as
long as clear and reievant opportunit?és for involvement are built into the
process. The superintendént and his staff are very much in charge in -erms
of establishing direction§, but school-site staffs have the flexibility to
tailor district directions and programs to their needs. Both the cﬁrricu]um
deve]opmeht and staff development efforts have built in a wide variety of
ways to be involved as well as varying degrees of involvement. Some teaéh-
ers and principals are involved only in school-site efforts while 6thers~sit
on the Instructional Improvément Council. Some teachers and principals

choose ma%n]y to receive and apply training in their own job situation. while

7
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others stretch themselves to receive and apply training and then train
others. There are many avenues for individuals and groups to participate in
the instructional improvement efforts.

Factors Contributing to Success

The 1mportance of district level 1eadersh{p is constantly revalidated.
The superintendent sets clear pr1or1t1es, evaluates. pr1nc1pals on the1r
ability to carry out those priorities, and directs his staff members to use
their resources to assist- the school sites in their efforts to address the
priorities. The superintendent's vision is .an important prerequisite.

A second factor contributiﬁg to our success has been the willingness to
take the time needed to accomplish change. A curriculum management system
takes a long time to develop énd even longer to implement. Involvement

takes time, but it is time worth spending.

Jod
1
‘\I
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THE SAN JUAN EXPERIENCE: CREATING AN EFFECTIVE
EVALUATION/PLANNING MODEL
: by Larry Crabbe

Introduction

The areas of program evaluation and planning are relatively new to edu-
cation. Much of the attention given to them in recent years has come as a
result of legislated réquirements attached to such specially funded programs

~as California‘s Early Childhood Education (ECE) and School Improvement
Programs (SIP) as well as the indomitable ESEA Title I Program (now ECIA,
Chapter I). ® ”

Ten years ago, the San Juan Ugffied School District created the posi-
t{on of Evaluation Specialist specifically to carry out these mandated eval-
uation and planning responsibilities. Thfs was the beginning of an excitihg
experiment which has produced dramatic changes (improvements, we hope!) in
the ways in which our schools’ manage their educational affairs.

Our evaluation/planning model is one which takes place "where the

action is," at the school-site level. It also involves those with high
stakes in its outcome, namely, the schqu's staff, students and parents.
Significantly,'our model is cne which begins with a broad data base. Most
importantly, it goes on serving throughout the ;phoo] year, long after the
formal process of planning has‘been conc]uded.. ‘Qi | o
In the early seventies, our modé] was used in fewer than a dozen dis-
trict elementary schoels. As the number of programs expanded,'so did the

appiication of our model. It is now in €ffect in over 40 of our district's '

. elemertary, intermediate and secondary schools. We are proud that all of
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our evaluation and planning support activities, and, in fact, many addi -
tional &ctivites, have been provided to all these schools with no addition
in staff (a teacher and myself) from the days when less fhan a dozen were
involved. In fact, our entire Research and Evaluation Department has,
throughout its ‘history, remained exceedingly small with a specialist staff
of four and a budget representing a fraction of one percent of the dis-
trict's overall budget.

The most important outcome from the evaluation/planning process has
been instructional programs which are tailored to the "actual needs.of the
studénts. These programs are “owned" by teachers and, therefore, are sup-
porféd by those charged with their implementation. The most important by-
products at the school-site level have been a strong sense of school-commu-
nity relationship, as well as feelings of openness and self-confidence.

In the succeeding pages 1 will describe our mohfl I will indicaye its
philosophical basis, its major components and its chronological evolution.
It will be helpful, I think, to "set the stage" by discussing the historic
and current contexts in which our. evaluation/planning model has spent its

youth.

Historic and Current Context

when James Marshall discovered gold at Sutter's Mill in 1848,
<

Sacramento, Ca]ifornia consisted only of Sutter's small fortress. That was

all. The infamous gold rush that fo]]owed 1nstant1y transformed Sacramento
2N,

into a thriving city of considerable size. Many of the other towns; to%wh1ch

that great rush gave birth slowly faded with the demise of the rush. How-
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ever,'Sacramento, because of its strategic location at the juncture of the
two largest rivers of the great central valley, continued to prosper and
grow. This trend has continued, nearly uninterrupted, to the présént day.

As Sacramentb grew, smé]] communities began to dot the surrounding
countryside. As the years passed, they formed their own school districts to
attend to the educational needs of their children. Six such school dis-
tricts, twenty-two years ago, combined to form the San Juan Unified School
District. With the passage of time, these individual communities and their
district offices merged to form the north-eastern suburban area of
Sacramento. ' ' .

‘San Juan is now the seventh largest school district in Cq?ifornia. It
serves over 44,000 kindergarten through twelfth grade students and sprEads
its influence over an area of approximately 795 square mi}é;; The district
as a whole has been described as "middle" to "upper.-midd]:e."l class. Socio-
economically, San Juan exceeds 80 to 85 percent of California's unified
school district§: Sacramento, the capital city of California, owes much of
its economic exfétence to federal, state and local government as well as to
the military ana aerospace. These "industries" utilize the services of many
professional and parabrofessiona] employees. After wprk, many;gfthg§e
people come home to the vast "bedroom" dbmmunity served by the school
district.

As might be expécted, the district's students have strong academic
orientations. Student performance, according to the staté's testing pro-
gram, is in the 73rd to 87th percenti]g range. Three out of every four
graduates ;ttend college. There has been a graduai increase ir racial and

socioeconomic variety. The current racial composition is 1.9 percent
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American Indian, 2.5 percent Asian, 1.9 pértent Black, 4.6 percent Hispanic
and 89.1 percent Caucasian. The percentage of students receiving public
assistance (AFDC) varies widely from school to school, from a low of less
than one percent to a high in excess of 40. percent.

In retent years, the district has faced several significant chal-
lenges. Our most enduring problem has been financial. Because of our
suburban character, the distridt‘s tax base and, hence, resulting revenues
have been and continue to be low. The community's support of public edu-
cation has resulted in a relatively high tax effort. -But despite this, ;he
district's exp;nditures still average $30 to $150 less per pupil than the
median district in the state. This sikuation is now complicated by the
state of the economy and the discontinuation of funds for special programs.
Distfict'coéts are esca]a;ing while, at the same time, funds are drying up.

A second recent challenge to the district revolved around its board of
education. Our traditionaly peaceful district has in the past several years
received much statewide attention as a result of, not one but two board
recall elections.

The third cha]]enge'is declining and shifting enrollment. Like many in.
the state, we are experiencing a gradual decline in enrollment. Neré this

not enough, our district vituation is compounded by a shift of students

)

from west to east within our long and narrow district. As a consequence,
schools .in the older western portion of the district have surplus capacity
while those at the opposite, eastern end are bursting their seams. Solu-
tions to such problems, especially in districts of this size and wealth, do

not come easily.
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This, thegiﬂé§ the context in which we labored to develop oui' approach

i
T~

to educational program evaluation and planning.

Qur Philosophy

I mentioned ear]ier that the district responded to early legal evalua-
tion and planning mandates by.creating alposition, Evaluation Specialist,
with those mandated activities as its job description. This decision, pos-
sibly more than any other, may have been responsible for the success that
the district has had in the area. This may have less to do with the indivi-
dval filling the position, me, than it does with the fact that a position |
was created with evaluation and planning as its direct responsibilities. We
all, "quite reascnably, concentrate the majority of our efforts in those
areas upon which our confinued emp]oyment‘most directly depends. We also,
quite reasonably, 1imit the amount of time. we devote to peripheral duties so

as to ensure that our primary responsibilities are not neglected.

Purpose of Evaluation: Planning

Throughout the evolution of our evaluation/planning model, we have held
true to several fundamental beliefs as to the reasons for evaluation and
planning. We believed that the evaluation and planning model would deliver
the greatest "payoff" to the district's schools if these were its primary
goals: |

° to improve the quality of the local educational program;

° to encourage the most effective or efficient use of scarce
financial resources;

° to assist with the attainment of the goals of the school, the

school district and the special program(s) mandating the
evaluation/planning activities. ,

ERIC | 162
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There was another, secondary, goal for evaluation and planning:

<]

to create a written document or "plan" in which to preserve the
most significant findings or conclusions emanating from the
va]uat1on/p1ann1ng process.

If well attended to, this secondary concern can assist schools s1gn1-
ficantly to move toward attainment of our primary goals, even though it
should never, never, exist as a goal or end in itself. A wel} written plan

r "grant" can certain]y have a favorable financial impact on the school or
district. But, anvimpressive1y written grant does not ensure that the
-resulting funds will be used effectively. Ther: is a vast chasm between
true planning and “grantsmanship." Schools are definitely shortchanged to
the extent that the evaluation and planning invelved in the grantwriting
exercise are “"simulated" rather than "real." But if the evaluation/planning
effort is real, a well-developed written plan format can be of immsnge value
in insuring that the fruits of planning are not 1b$t but remain ‘available
'

for use during the implementation phase.

You will notice we talk about the concepts of evaluation and planning

o

as inseparable companions. It is our belief that the value accruing to the
school district re]étes very directly to the closeness of the linkage be-
tween the two. In fact, we believe that the.maJOr reason for evaluation is,
in fact, planning. We believe that evaluation should exist to enlighten
decision makers.

The close relationship between evaluation and planning depends upon an
equally close relationship between evaluator and planner. Within our dis-
trict, this problem is easily solved: they are one and the same'perSOn.: The
Evaluation Specialist is also the Planning Specialist, though not by name.

To some evaluators this may be a scandalous situation. It is, therefore,
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important that you understand our position. In our distriét, most evalua-
tion and planning activities take place at the school site. The Evaluation
Specialist acts primarily as a resource person and facf]itator. Most of the
actual evaluation and planning "conclusions" are reached by thése particfpa—
ting at the locai level. The Evaluation Specialist is the developer and
custodian of the evaluation and planning processes. Those at the local
Tevel are the actual participants. The Evaluation Specialist is also the
manufacturer and provider of dataz Those involved at the school level ar;
the actual consumers. For these reasons, much of the traditional concern
for evaluator ind%Eendénce is unnecessary. While §EP Eva{uation Specialist
could certainly be ;xpected to be biased with regafd to the value of the
processes involved, he does not necessarily have to be biased with regard to
the program which results at any particular schooi site. What this dual
role does do is prevent the impotence which often results when the evaluator
is absent during the critical latter half of the evaluation/planning

process.

OQur Planning/Evaluation Cycle

We have, thus far; discussed our philosophy as to the "why's" of evalu-
ation and planning. .We have thoughts regarding the "how's" of evaluation

and planning. .
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First, any evaluation/planning cycle should parallel the essential

steps of human problem solving which are. . .

RECOGNIZING WHAT RECOGNIZING THE | IMPLEMENTING
— | PROBLEMS EXIST ——5! ALTERNATIVES s| ALTERNATIVES

RECOGNIZING WHY

| RN THEY EXIST | 5! THE ALTERNATIVES

SELECTING FROM

0ui:eva1uapion/p1anning process acts as our “tour guide" leading us

through each stage of problem solving.

Our evaluation/planning process is comprehensive, in the same way a

physical examination is- comprehensive. The medical doctor cannot affort to

overlook a single area of medical significance to his patient. Nor can we,

as educators, afford to over]ookvany of the educational essentials if we .

wish to maximize our students' educational wellbeing.

Our evaluation/planning process is "hroadbased." It involves all ele-

ments of the school community. This includes students (at the proper level

of maturity), parents, staff members as well as administrators.. ‘The value

of the varying perceptions and points of view which exist within the variot s

groups should not be underestimated: Also, being participants in the pro-

cesses of evaluating and‘p1anniﬁg can- develop a deep sense of commitment

toward the resulting program as well as a kind of "bonding" between school
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and community. fﬁié participatcry aspect of evaluation and planning places
the site administrators in a unique and key role.

Our evaluation/pl.nning process is "data-based." \.2 mentioned that wé
believed it was evaluation's prinary responsibility to e?ﬂﬁghten ~lanners or
decision makers. One means of enlightenment is through available inf. ma-
tion regarding sthdent performance, attitudes, etc. We have contacted enad
“neard from" each student throegh the medium of a written instrument. We
would seldom, if evér,'have the time to do this in any mor2 literal way.
So, surveys and the like serve us by gathering those‘student, pafent and
staff pefceptions which we acclaimed earlier. The more such informatiom we
have, the befter our decisions are likely-to be. Our educational program

and our students are the ul.imate beneficiaries.

The Evolution of Qur Model

One has to reflect back over ten or firteen years to re:ognize the .ra-
matic changes which -have occurred in the way we aperate our schools in the
area of evaluation and planning.

Initial Resistance

At thé beginniné, my fee]ing was one of 1one]iness,v1ike being out on a
1imb all by yqﬁrself. The attitude in oﬁr schools regarding "outsiders" -
not only local visitors, but a}so staff members and ;dmini§trators from
other schocls -- was often pleasant but guarded. The feeling toward cen-
tral administratofs was often one of privacy, protection or suspiciousness.
When we began getting down to business, the atmosphere frequently became

even less pleasant. And the differences:were not limited to attitudes.
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The aversion tb what might be described as program management activi-
ties seemed widespread: "Principals are teachers' teachers, not managers!"
Since formalized planning was much less frequent than it is today, programs
were based on enduring, but perhaps obsolete, assumptions rather than on any
assessment of participant needs. Programs were incomp1eté1;’p1anned, with .
significant areas regardlng objectives and curriculum omitted. There was
only a limited. sense of accountability for program funds regarding such pro—
grams as ESEA Title I. Staff commitment to such programs was limited by a
general feeling that these programs had been "laid on." Lastly,~hut very
significantly, there was limited parental support for such' programs fre-
quently accompanied by criticism and suspicibn.

I mentioned that staffs felt a limited sense of commitment and also
that programs were "laid on." Such was exactly the case, and so specified
by state regulations. At that time, districts throughout the state cen-
trally developed a.sing1e Title I plan and then shipped it But to the pro-
ject schools for implementation. The program contained objectives which
served as the basis for a single central program evaluation. These objec-
tives were not considered by the schools to be their objectives.

It wéé this condition that provided the impetus fo: change to the
site-level approach we see in-use today.

Trn years ago, whén our Eveluation Spegia]ist position wés’estab1ished,
the district had six e]ementary s~hcols in its Title I program. School per-
sonnel continually as.ed that they be allowed to create the’r own program
pians suitec to the uniguenesses of their individual school sites. Serious -

'

doubt was often expressed by federal or state administrators with regard to

Nl
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the ébi]ity of Tocal schoo] sites to accomplish such a task. However, fn.
1971, the legislature passed legislation creating the Early Childhood Educa-
tion (ECE) program and, with it, a framework for evaluation and planning at
the school level. The California State Department of Education developed
the evaluation/planning model as well as the planning format. The creation
of the ECE program prompted us to develop a participatory evaluation/plan-
ning model based on a broadbased needs assessment process. Our efforts were
shaped by the state's process and by its forms.

Before &iscussing what we did, I think it would be worthwhile td dis-
cuss the atmosphere within the “central office" toward our efforts. Early

\¢

' , | . ' . s .
on, central administrative awareness, understanding and appreciation of our

* efforts wére limited as was their support. There were several high1y placed

strategic exceptions, namely, the Director of Research and Evaluation and
his superior, the Assistant Superintendent for Special Services. They have
a]wéys philosophically supported the importance of educational evaluation.

We also had a critical ally in the ECE/Title I Director. He had based

/

‘his doctoral dissertation on community needs assessment. Many times, he and

I shared the fee]ings of isolation which were so much a part of those early
days. At one point, he asked me if I realized that it was just he and I
trying to convince a skeppjca]rdis;rj;tdpfmphéMyg]yg”pfmgategorica] pro-
grams, planning, evaluation and the like. I will never forget the
“friendly" weekend mountain reireat for project principals which evolved
into a kind of marathon Director/Evaluator "roast" lasting two days.
We.knew that for our éfforts to be'successfu1 we wodeqEle to win the

central and field administration over to our point of view. We attempted to
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accomplish this by deed. We knon that evaluation and planning:activities do
create a burden for teachers and principals. Our eva1uation/p1anning acti-
ﬁities had to solve more problems than they created. The values of opr pro-
cesses had to be made visable to students and management.A We successfully
used our model several times to facilitate the resolution of school-commu-
nity conflicts in schools outside the small group of project schools. We
can now report that our reiationship with both central and field administra-
tors is an exceedingly positive one. it is sat{sfying to see, and espe-

cially to feel, the contrast.

Needs Assessment Survey

Let's return now to our needs assessment process. Our earliest ver-

~sions of the staff, parent and student survey instruments came to be w1de1y

known as the Educat1onaJ Program Assessment (EP&) process. Since its crea-
tion,'the.ongoing work on the EPA instruments has involved large numbers .of
parents, staff, administrators and secondary students. This nas given us a
unique 0pportun1ty to test out a theory regarding the beneficial effects of
involvement on school and community feelings of ownership and support vor
such processes. _ :

We be11eve that broad school and community involvement has contributed
to responsive instruments. These, in-turn, have led to high response rates,
averaging about 70 percent and rising to an‘pnbelievable high of 100 percent
response from one School and its community. .

There were, I believe, several additional key elements in our suc-

cess. First, our surveys were very unusual in that they, unlike many others

igg
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o

conducted in the educational setting, were done "by" the school and "for"
the school. It' was one of those rare instances-whére information actually
cohpTeted the 160p back to'its'point of origin. Schoo1‘peob1e were used to
seeing a survey when filling i£ out and never again. This time the result-
ing data was returned to tﬁem forltheir use, a very signijféant.Aifference.
While school-site involvement in instrument de<e1opment énd completion
of the ihformatioﬁﬂ1oop were necessary, ;héy were not sufficient to ensure
the positive effect we wanted from our efforts. We carefu11y considercd the
content, the format and"thew1éhgth of the instfuments themselves as well as.
to the manner in which the resulting data were presented for use at the
school Tevel.
The questions in our survey instruments addressed not only those areas
\ of particular interest to the spbnsoring‘specia1 program(s), but a1sp those
areas of general concern to the-entire educational progrém. In this way,
much of what a school wanﬁed to know from its community cgu]d be obtained
- from a single survey. Survey questions asked about parent;' perceptions of
the effectiveness of the current progfam in various areas of the curriédlum
as well as the need for improvement in their child's pefformance. Questions
were iimited to those which respondents could reasonably and inte]]igeﬁtly
answer. For example, pareﬁts were asked about tﬁe performance attitqdes,
—ete—of-their .own-children-and--not.- those of other students in:the'school or -
neighborhood. |
As 1 mentioneﬁ, we Qére concerned aboUt the Qay in wiiich the data was
delivered back to the school. Here, we ran into a ailemma. Popular 2t that

time was a belief that broad participation in any activity, including survey
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tailying, was beneficial. This is precisely how we formatted our surveys
during the first year. This was, in part, to test 6ur belief in participa-
tion but mainly it was practical. There was no other way of doing it at the
time. A1l went well, but it became apparent"to me that the cost, in terms
of tine, accuracy and effort, exceeded the actual benefits. 1 came to be-
1i;ve that the greatest benefit accrues from easy access to the resulting
information, not from the process used to analyze it.

The second set of arrangaments made for survey broce;sing was even more
interesting. We used the computer facilities of a university in a neighbor-
ing community, having keypunched the surveys within the distriét. The'data
decks, along with the control cards for the statjstical'softﬁare being used
had to be physically transported to the university computer center. This I

r

411y *id on my way home frum work.. The next morning, I retrieved the
zcks and printouts on my viy to work where a team of clerical workers tran-
.-ribed their contents ontn a specially deve]opeﬁ graphic tormat. In spite
= its compexity, this arrangemsnt was a definite improvement over hand
tallying. ’

But finally, « moved into a third phase for survay proceséing. My

commuting back =rad ts-th between the district qnd the university for one
year provided ti fisicict with =kz incentive to develop cur own <omduter

program for Lse within the district. ~We then-could tabulate -the results of . ..

each survey i both graphic and tabular form.

Standardized .ests
While survey responses do provide a large amount of.information for

]
evalustion and planning, they do not provide it all. The primary source of
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our evidence about student"achie?ement_is the standardized test, in our case
the Iowa Test of Basic Skills (ITBS). Me needed to maximize-the value and
validity of the test information while minihizing its cost in time and ef-
fort. Title I regulations had mandated fall and spring testing which seemed
an enormous amount of testing with it§ predictable negative effect upon the
students and staff. Calculating academic gains betwéen fall and'spring, as
_ was tiae rractice, brought witﬁ it all sorts of complications and excluded
the wignificant effgcts of the summer'périod.~ Ironically, due to this
sgring testing requirement, the most useful information for locél eya]uation
=ad p]anning typically became available to schools at or after the end of
the school year. For these reasons, the districts in the Sacramenté area
requeéted, and were granted, a waiver so that they could implement an annual
(spring-to-spring) testing schedule. The gains from such testing cumulate
over a number of years.aﬁd yield a more accurate reflection of student
learning. Perhaps the greatest benefit was that the information for evalua-
tion and planning was now available at the ou*zet of the next gchoo] year.
While we had overcome a major problem in the area of standardized test-
ing, another related major problem went unattended until very recently.
This had to do with the form in which standardized test results were pro-
vited to schools. This was not a problem unique to the San Juan Unified
School District but can be found coast to coast. District offices, a; do
‘the scoring services offered by test publishers, ordinari]y return results
as computer printouts, usually perceived by teachers as unattractive and
technical. However, this is only half of the prcblem. The other héif has

to do with the staggering number of such printouts which must be - consulted
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in order to draw the kinds of conclusions that are critical to evaluation
ana planning. |

For example, a test with four subtesf areas will require 24 printouts
to summarize a single year's results (grades 1-65. The typical Title I
school will also want separate results for participating students, requiring
another 24 printouts. Much of the va]pe from standardized test resuTts
comes from the ex;mination of results over a number of years. Looking at a
four-year period for these two gfoups requires 192 pages of printouts. For
a separate report of gains for each of these groups én additional 120 pages
is negzéd. That is a gréﬁd'tota] of 312 pages, more than enough to intimi-
date the most wambitious administrator. -

This problem led to thé development of our Academic Performance Profile
(APP). Each Academic Performance Profile cqnfained graphic and statistic
results for a particular subtest area. 0n this single profile'are the re-
sults for "all the grades" for "all the years." A set of eight profiles
contains the information formerly contained in 212 pages.

Another of our conquests is a major advance in the evaluation/planning
process,, and deq]s with the actual act of budgeting. Formerly, it was Tleft
until after b]ahning was complete. But, our recent modi fication to the
planning format has created a proper place for budgeting with in the evalu-
ation/planning process. Each activity in the program description i; now
linked to the funds and the funding source which makes it possib]e.' An
easy-to-read "audit trail" has thus been created. ’

An evolutionary process has, thus, brought us to a point where we.have

a needs assessment process, and an efficient and effective means by which to

present standardized test results.
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A Description of Qur Model

Any discussion of our current evaluation/planning model should focus on
four major areas: our human evaluation/planning activities at the school
site, our program plan forms, the information gathering and organizing

processes and our district level evaluation/planning activities. |

Evaluation and Planning af Schools *

| As we mentioned earlier, the evaluation/planning model is systematic
pnpé]em solving, i.e., idehtifying exisfing problems, isolating the
mental reasons for those prob]ems, discovering and evaluating alternative
solutions, adopting the most promising so]utiohs, and gding abouf our busi-
ness. Our evaluation/planning process takes people through six steps which
gets thém t; probfem solve at the schoo]-cbmmunity level.

Evaluation and plahning activities at the scheol take place under the

patronage of the School site Counéi], a body whose compoéition and influence
has érown out of the California School Improvement Program (SIP) legisla-

tion. This committee, with the site administrator, represents each of the

‘major constituencies within schoo]-tommunity (i.e., parents, staff, admini-

strators, and secondary students).

The ‘school's curriculum is typically (although not always) separated

$° .
_into academic components such as reading, language, mathematics, etc. The

School Site Council usually creates “component committees" of parents, staff
mambers and students (in secondéry schools) to do evaluation and planning
for each academic area. The final school program plan will have sections

addressing each compoﬁent written by the separate committees.
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At the outset, each component commitee tries to define their area of
the curriculum comprehensively, to ensure that all sub-areas are addressed
in the evaluation/planning process.

The committees of educational planners, like physicians, begin by
determining the status of their students' educational "health" in each
significant area.

When a physician's examination and tests are comp]eté{ his or her job
has only just begun. The same is true for the component co&miftees. The
members of the component committees examine their newly gathered informa;
tion to identify the strengths and weaknesses of their students. With this
step complete, the component committees turn their attention to the existing
programs. In those areas where student performance has Feen found to be
unsatisfactory, an éffort js made to identify probab1§ program céuses, that °
is, program gaps or weaknesses which, if eliminated, woﬁ]d result in
improved studeént performance.

Once a doctor has comp]eted his review of the exi%ting treatment plan,
he is fhen ready to progress to the presciption phase, in which a new, or
perhaps a modified, treatment plan is developed. Not unlike the physician,

educators have the responsibility of remaining aware of the variety of “Stra-

tegies and materials which are potentially available .to meet the needs of

" their "clients". School people join with-others who have special- skilis in

the curricular areas and are available for consultation. After such con-
sultation, members can modify, extend and improve their school's existing
program. When they nhave finished deliberating, they use the Program Plan

form to document their new program description.
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Were schools not constrained by budget and time limitations, it would

‘be simple to adopt all of the modifications and additions proposed by the

.various component committees. However, dollars and time are definitely

1

limited. Therefore, there must be a forum to make these inevitable time and
financial budgeting decisions.. We return to the School Site Council who
does a component-by-component review of the proposed program after an anti-
cipated projected cost has been attached to each proposed expenditure.
Through negotiation and compromise, the activities of iowest priority, along
with their related costs, will be reduced or eliminated to the point where
the amount which the school proposes to spend wilT™exactly equal- the amount
which it expects to réceive. _

There is something of great importance which occurs at this critical
juncture in the evaluation/plarning process. Up to this point all activi-
ties have occurred in the individual component committees. In order for
ownership and cdmmitment to be strangthened there must be this meeting’of
the members of the total pianning group. The ultimate result, sometimes
after many emotional hours, is a program which is widely owned and
supported. ﬁa |

When the doctor has completed his or her diagnostic activities and
prescribed a course of treatment, h2 i3 often in a position to offer an
opinion regarding the probable effects of the treatment plan on the future
health of the patient. This is called a "prognosis.” Our schools accomplish
this step when they identify their program otiectives and determine a means
of measurément for each. It is our belief that the greatest value of
objectives does noE"cgmgmfrgm identifying them but rather from the data

gathering activities which they stimulate. It is alsov our belief that
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objectives become much less fanciful when they are not prematurely

formulated.

Program Plan Forms

We have already mentioned that our program plan format was designed so
that there is a very clos re]atidnship betweer its layout and the various .,
steps of the eva]gétion/p]anning process. The columns are sequentially
organized from left to right to parallel the steps of the evaluation/
planning procesé. The format assists the experienced planner/evaluator in
documenting his/her findings. It functions as a guide for the 1e;s }
experienced by presenting the steps in their proper order.

This format has undergone a number of major revisions. The State's
first attempt at a form for use was a complicated two-page affair with need-
less redundangy: The Staté‘s willingness to allow districts to exﬁeriment.

with the form itself has led to major improvements.

information Gathering and Organization

We have cescribed the survey instrument on which we gather the views of
each of the three major segments of the schdo] community -- parents, staff,
and secondary student;.‘ The survey ié composed of a mjnimuh sét of standard
questions common tb all schoo]s plus a second set of optional school-
deQeloped cuestions unique to each sch061. Our assistance is provided to
requesting’schoo1s in developing questions. The district summarizes.these
school-develoned questions alang with the standard questions used at every
sité. ' l

Each stéff member and<secondary student completes an EPA surVey form,

while the parent surv.’ is completed one-per-household. The responding

parent is directed to randomly select one child as the 5urv5y's focus.

.y
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One set of "standard" survey qﬁestions request that the parent or
secondary studenf assess the effectiveness of th; school in teaching the
student what he/she needs to know in each of fourteen curricular areas
(eighteen at the secondary‘]eve1). This set of questions tries to establish
the status quo in terms of the extent to which the student's academic needs
are being met. There is another side to the coin: how much or how little
need’is there for change in the status §uo? That is, how muCh need is there
for improvement in the student's performance in each' of those same aréaS?

A second "standard“.set of questions brings student and parental values into
play. The tact that a particular student's needs are not being met‘effec- '
tively in a particu1ar"aréa of the curriculum does not necessarily mean that
program improvement is desired either by the parent or tﬁe étudent. The two
séts of questions must, 1A our view, be used together to preoduce a compiete
picture. ﬁ
| Sﬂrveying takes place in the ;;ring of‘eacﬁ.year. Qur office-schedules
“eva1uafion/p1anning release time. We are aware of wher each sité;s survey- -
ing must begin in order that the tabulated results are available during
their scheduled release time. The §tandard‘surm>y forms are printed and
shipped:from the central office. Any desired "optional" schdo] questiens
are added at the schoo]isrior tb their distribution. The surveys are re-
turned to the central office for processing. _

Earlier we described the exhaustive:efforts that have gone into the

preséntation of survey and other results. Gurfentiy, the data from EPA sur-
’ €

vey instruments are keypunched directly onto tape which i§ ther formulated:

into tabular and histogram formats. The survey uses four-pu.nt “forced

et
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choice" questions in order to enable the creation of a simple visual index
of, for example, "effectiveness." Almost instantly, the ;trongest and
weakest areas can be identified by consu]ting the histograms provided.

While the student and parent survey instruments focus almost entirely
upon student performance, the staff survey asks for comment on the strengths
and weaknesses of key educa‘ sccivities. This has been most exten-
sively, developed in the seco - scnool version of the EPA staff survey
where clusters of questigns address topics such as the effectiveness of the
instructional processes, the effectiveness of the curriculum content and
organization, the effectiveness of the class and school environments in
which learning takes place, the effectiveness of staff development, the
effectiveness of guidance and health seEvices.= Responses%to each of these
duestions are summarized aﬁd présentéd on a school-wide departmental basis.
We are developing similar questions for the elementary staff survey instru-
ment. The same computer program is used to summarize these items as well as
the other sections of the staff survey. It should be emphasized that this
computer program was written so as to be useful in summarizing a wide vari-
ety of local evaluation instruments.

While the surveys which make up the EPA are a valuable source of evalu-
ation and p]anning inforhation, they by no means provi?e all of the neces-
sary data.' Academic performance in our district is assessed by the Iowa
Test of Basic Skills (ITBS). One major product of the recent past was the
development oi an economical anq concise method of stqring and presenting
the results of the ITBS. The method:dgve]oped was the Academic Perfcrmance
Profile (APP). The APP conveys a large amount of information relatiny to

/ _
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the academic performance of students asséssed by the ITBS. Admittedly, it
has a compliczted appearance at first glance. However, once understood, it
is of great value in enabling tﬁe.reader to master a lot of information in a
minimum amount of time. {

€an Juan Unified School District annually assesses the academic perfbr-
mance of its e]ementéry and intermediate students during the month of
January. Our profile format relies on grade equivalent scoreé, although the
format can .asily be modified for use with percentile scores.

Each profile corresponds to a s®~gle ITBS subtest. All1 ITBS grade
equivalent information pertaining to the particular subtest is contained in
that profile regardless of the grade or year. The pasic information con-
tained in the Profile is displayed in two ways: 1} in statigtica1 fashion
in tables situated down the right side of the Profile; and 2).in visual nr
graphic'fashion in the graphs down the center of the Profile.

A key table located at the upper éight corner of the Profile contains
gradé placement scores for each grad~ and year. These scores can be exa-
mined by grade level (horizontally) or by studehf group (diaQona]]y). These
two types of analyses -are shown via the top two graphs in the center of the
form. Across the bottom of the form, a single graph and teble present
year-to-year group gains for the various Qrades in an unusual manner. The
gains are stacked, one atop the other, to pfoduce an aggregate indicator of

the “total productivity" of the school.

Within our district, the availability of the ITBS data in this fasQion

has greatly expanded its use. A similar profile has also been developed to

display the standardized test data for Title I participants only. This
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profile, in contrast, charts the beginning and ending grade'placement scores
as well as the related grade placement gains for all students identified as
Title I participants.

. District Level Evaluation and Planning

_Each of our evaluative instruments as well as their summary displays
is designed to satisfy district and program evaluation and planning needs.
Responsive to the informational needs of the board of education, district
and program administrators, such summaries a]so“serve-as va{uable frames of
reference for those at the local sites. In many instances, these district-'
level summaries are placed on transparencies direct]y_]aid over the school's
summary for easy comparison.
| In all of these activities, our motive has been to create the greatest
benefit with the least burden. ~School staff members must be fnvo]ved in
, pro§}am evaluation and planning. They aiso have a fundamental responsibi-
lity to be in classrooms, educating students. Therefore, their time out of

the classroom must be weT]—uti]ized; We must see that the benefits to stu-

dents outweigh the cost of administratowwénd teacher time.

A Look To The Future

While we are proud of'ourZaccomplishments t. date, there are always
H B . \. {
areas in need -of attention and improvement. We .o not allow ourselves the

luxury of feeling totally adequate. We know tha. we have a long way to go.

o

There are many areas where it still "just doesn't feel right." In some

©

instances we know why; in others, we do not.

18;
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In this age of tenuous financing throughout the educational system,
perhaps a greater proportion of the potential value from evaluation and
planning activities could be had if something could be done to consolidate
special program funding. But this is not the major problem. While the size
of the check is of importance, a great deal of difficulty is caused by the
late date at which districts and, therefore, schools find out what their
actual funding is going to be for the coming year. Making the most effi-
cient use of our limited financial resources is one of the most basic goals \
of evaluation and planning. Its attainmént is not made any easier when-we |
find out what our budget fs only after our planning efforts have been
" concluded. /This complication in our life has existed for a long time, .
probably as long as the special program funds have existed. It should be-
mentioned, because it is one of the factors limiting our success in
evaluation and planning. |

While we are speaking of budgetsAand budgeting, there is another situa-
tion worth mentioning. There is a definite need fo~ inservice training in °
the area of accounting and bookkeeping for staff members and adminjstrators
alike. Special program funds and accountability for those funds, not to
mention the budgeting act itself, have been a source of frustration to thuse
inexperiencec in such mafters. We have only sératched the surface of auto-
mated expenditure accounting in the management of sbecia] program funds.

The typical district accounting system is not equipped to handle thé de-
tailed budgeting required ﬁy special programs. Participatory decision
making requires up-to-date figures regarding expenditures, unencumbered

resérves and the like. ‘The application of modern microcomputer and word-

processing technology holds great promise. s

A&
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Meeting all of the widely varying demands for information at the
school, program, and district level is a great challenge. Automation is, I
believe, the ultimate answer. Few people fully appreciate the magnitude of
fully automating a district's data needs. Computer programming is a slow
and arduouc process in the beginning, especially when there is intense com-
pefition for computer services. Shrinking funds cﬁmp]icate matters fur-
ther. We have to look into the fhture for such advances as-an accessible
qistrict-1eve1,data base. WHen this is a reality, evaluation and planning
will r?a1ize more of their potential. Theoretically, there are no limits to
the factors that could. be ‘encoded in a data system. Entering a reasonable
number of."independent variables" could enable us to select one or a combi-
ﬁation of these variables and examine their 1ongitudiné1 effects.

' Qur goal must continue to b2 to maximize the benefits while minimizing
the burdens of any activity outside the classroom, including evaluation and

-

planning. While our district has been very successful in recent years in
reducing the burden, there is sfi] room for improvement. We must continue
to emphasize Eggg_fjgg_p1anning as ppposed to “"simulated" planning or plan
writing. We intend to focus our attention on increasing the depth at which
we examine our instructional program, concentrating on effective instructive

W

strategies. We have come a lTong way. We still have a long way to go.



- 179 -

CINCINNATI'S EXPERIENCE: SUPPORTING COMMUNITY EFFORTS
TO IMPROVE INSTRUCTION: A FQCUS FOR EVALUATION
" by Joseph Felix

Introduction
Improv' -  :astruction despite declining resources is a key challenge
facing publi~ : .:ation today, especially in urban districts. School
finance has .ovei. ke crucial issue, debated by educators, politicians,
parents, ta-,. . ;. aud zltnost everyone else. The financial difficulties

that have forced many schools to reviSe their curricular offerings, limit
3ffer-schoof activities, and even closa their doo}s at times are not
expected to disappear in the neqr future. In Fact, with a contiﬁuing
enroliment decline and an aging‘popu1ation with fewer direct ties to
schools, the picture inay even become gloomier, - ’ )

Fer many school districts acrcss the country, budgétary austerity has
become a way of iife. 'Qalifornia's Proposition 13 ig probabfy the most
pub]icizéd instance of tixpayer re:slt that hes cut inte schools' budgets.
But the -roblem is natfoﬁwideﬁ esp2cially among large-city school systems.

Ohio's requirement tiat each irnc-=2ase of school taxes be approved by
the votérs has made the problen particularly acute for our large cities.

p : ,

" Columbus, fur exam;‘e, has had to make dramatic cutbacks in its researéh and’
evaluation area, as wel® - in oiher departments that had besen built to
notable sirength. Cleveland has been un the brink of bankruﬁtcy.

In Cincinnati, too, the financié] problems loon great. A $12 million
deficit has been pro;::ted fo. the 1983 fiscal year. Confroﬁted with sucp

fiscal shortage, it is very difficult to maintain formal efforts to improve

:%eaching ané ! -rping. ‘
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Some years ago I co-authored an articlie for Theory into Practice on

Research and Development (R&) in Cincinnati. I gave the article the
alliterative title, "Developing Developers: The Race to Improve Education.”

It began:

Read that title again. Do ycu hear hoofbrats?

The race is on .« » . For big-city iiveries . . .the odds
against bringing "ome a winner are astronomical. Under-
nourished by vaters' decree, our horses move forward at a
nace that would humiliate the tortcise. A seemingly end-
less parade of jockeys mount and dismount with unprece-
dented frequency.

Cincinnati's chances of winning the race are probably not
much better than those of anv other major city. But
we‘ve sceated up an entry fee from oui benevolent Uncle

Sam, hired a few stable boys and girls to unstabalize
.things, and mounted a drive for change . . M(1)

Wh-a R&D was given its start‘through/federa1 funding, there was much
rpcertainty_about how long it would last. “Soft money" was seen as an
_arourd foundation for so important an erdzavor. We made ef%otﬁs ta gét'h&D
services moved S0 the "mere solid grcund” of Jocal tax money. Now the hard
g-ound is even softer than the.soft ground. No Qonder our horses stumble
occasiona11yf '

| GEatefu]]y, I have seen a étroné R&D effort survive in Cincinnati
despitc severe budgetar; limitations. Credit‘for this surviva1“must go
tr. our Superin =i.dent, James N. Jacobs, who has national renowrn as-a leader

in public sc' ..ol research and evaluation. Jacobs had won the confidence of

the board and much of the staff and community for the ccst-effectiveness of

N

1. Jacabs, James N.; & Felix, Joseph L. ~"Developing Developers: The Race
to Improve Education." Theory Into Practice, April, 1972, 11, 225-231.
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evaluation and program development. We continue to believe that a étrong
evaluation unit can lead a school system to making the best possible use of
its limited resources.

.Recently, we have developed in Cincinnati a major thrust that holds
considerable promise for further strengthenihg our instructional program.
‘The bqard and administration héve been making a concerted effort to increase
community involvement in both the decisionfmaking and support processes. I
want to describe this move to bring the community closer to the schools and
the measures we have taken to make community involvement the focal point of
our evaluation effort.

Despite our budgefary problems, the Cincinnati school system is at an
historic juncture. Even as local, state, and federal funding decreases, the
interest of the community in contributing its time and energy for the sup-
port of schools cbntinuesvto rise. The business commur’ty has rallied over-
the past five years to furnish us with substantial free consultation and
support services. A number of local businesses have established partner- .
ships with individual schools and are contributing both time and money to
the improvement of these schools. Volunteer service throughout the district.
is increasing in the face of a contrary national trend of decreased volun-
tary contribution of time.

In addition, cooperative efforts have begun with"local universities,
“the City of Cincinnati, and other political and educational groups. THEse
endeavors hold considerabie promise fcr filling the gaps caused by limited

£

financial resources.
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What has brought about the schbo] district's success in garnering com-
r.oaity support? Thelcontributing factors are numerous, but an esséntia]
ingredient has been the school district's willingness to allow participation
in the'decision process. Our attitude creates, in turn, a very positive
attitude among the participants. :

Of course, organizations such as the PTA have long contributed tine énd
resources to helping us attain school goals. Their willingness and interest
in investing in the goals set by the board‘and administrapjon might‘have
dwindled in Cincinnati as elsewhere. But by inviting parents and,othei
community members to participate in planning, our school system s gaining
commitment to the educational program. We know that the community's wi]i- "
ingness to contribute volunteer resources and to approve tax support is
increasing. A new organization called Cincinnatians Active To Support .
Educétion rallied behind a ta; referehdum three years ago and gained its
approva].. Community councils are beginning to take an active ‘ihterest in
education, and this=often occurs in heighbofhoods where other forms of
pirent and community participation are minimal. |

In 1980, the district started a new program of community 1nvo1veﬁent._
This program is a comprehensive, decen?ra]ized educational planning process
carried out by teams represenfétive of each school's total community. Be-
causé of thebdistrict s financial crisis, the initiai focus was on budgetary
planning. The program was thus designated Loca] School Budget1ng (LSB).

More recent]y, the Board of Educat1on passed an action motion ca111ng for
the estab]ishment of local schoo] advisory committees in ail schools. The

P2

budgeting teams are seen as the prototypes of these advisory committees.
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As with any new programmatic effort, initiating LSB has not been prob-
lzr~free. Community participation in decision making is threatening to some
administrators. Reaching consensus on needs and goals is arduous when dif-
%erent segments of the commurity have varying priorities. Many quéstions of
prerogative and process have . to be resolved a; the LSB program has moved
forward. Still, we see the program . as a significantly successful means of
improving the educat1on we are provﬂd1ng for the students of our d1str1ct.

We ‘have chosen to make the 1oca] school planning effort the focus of
ouf evaluation services. We definezbvaTuation in the Cfncinnati schools in
the broad sense of providing informaticn foh decision making. For tﬁe past
ten years, the structure and functions of the Evaluation Branch have
shifted towards servﬁna'the local school ﬁnit in preference to serving
central administrators. In the hope that managers in other districts might
benefit from our experience, I would 1ike to describe how Cincionati's
eva]uat1on unit has attempted to respond to the needs of schoo]—communlty
participants in the educational planning process.

To help the reader understand the settingvin which we function, let's
look first at the‘demography of our school district and the history of its
evaluation unit. Then we'll discuss Local School Budgeting and the branch
functions that suppart‘it. Finally, we'll talk about the specific role .of

the Local School Evaluator.

The Cincinnati School District and Qur Evaluation Past
<

<

The Cincinnati school district covers an area of 90 square miles with a

population of 410,000. The school district's boundaries overlap a number of
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politically separate areas. In addition, there are within the circumference
of the district several communities that have their own government and
school district.

The enrollment of the Cincinnati Public Schbo]s presentlyiﬁqggls ap-
proximately 51,000. Of these, 57 percent are Black, 42 percent are Cauca-
sian, and one percent are of other races. The socio-economic level of the
district is reflected i the fact that 56 perceht of the enrol]ed‘students
qualify for free or reduced—priée”1uﬁches. , ' A

There are 86 schools in the aiétrict: 57 elementary, 13 middle or
junior high schools, 9 senior highs and 7 special schools for h;ndicapped
students. To achieverracia1 balance, the schcol system operates a voluntary
integration program featuring a wide variety of alternative curricula and an
open enrollment policy. |

In 1952-é3 the district had a general fund operating budget of $138
million. This was supplemented with about $8 million of federal grant sup--
port and $3 million of spécial state funding.

The foundations of research and evaluaiion in Cincinnati, as in most
other schdoT systems, arelin the testing and survey movements of the 1920's
and 1930's. Prior to this time, inquiry aﬁd,innovation rested‘a]mosf
entirely in the hands of the creative teacher and administrator. In 1929,
the Division of Resrarch and Statistics was organized in Cincinnati Public 4.
Schools. Nine years later, a séparatevdﬂvision in thé Department of
Instruction was set up to administer the group testing program. These two
divisions provided the first semblance of systematic structure,ané scien-

tific orientation for R&E in Cincinnati.
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With the passage of the Elementary and Secondary Education Act, there
came a new emphasis on program evaluation. The mandate that the federally
funded projects developed under Title I be systematically evaluated led to
the creation of the Division of Program Development in 1965.

Since that time, research and eva]uatioﬁ activities have been conducted
by personnel in a variety of organizationa]'structures. For several years,
the district had a Depaftment of Research and Development headed by our cur-
rent Superintendent, then an assistant superintendent. -Jacobs was named
Interim Superintendent of the Cincinnati Public Schools in July, 1976.
Regular appointment as Superintendent of Schools followed in February,

1977.

As the district;s financial condition worsened, some cutbacks in RéD
-- as everywhere else -- were essential. With much pain, Jacobs disbanded
the department he had organized. Branches that had been parf of the depart-
ment ware'aséigned to other departments. Functions were kept intact.

Throughout the recent organizational changes, the Evaluation Branch has
remained resporisible for most R&E activities. Changes in the organizational
struﬁture have made it easier to coordinate some functions such as test
administration and interpretation. But these same changes have also adde&
difficulty and challenge to the task of integrating evalution with program
planning. |

The Evaluation Branch includes four sections: Program Evaluation,

Testing, School Information, and Communications. These four sections coop-

erate to serve district and school needs. Increasingly, however, a higher

priority has been given to meeting the needs of the local school units in

50
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the district. Iﬁ‘dis:ussing this process, I'11 try to sth how the four
sections of the branch relate to one anotﬁer and to the local school b1an—
ning effort. .

Early evaluations of Title [ projects were organized to meet state and
federal requirements. To:receive continued funding, the school district had
to complete state evaluation forms and submit written reports of results.
Local interést in the findings thus submitted was limited, and eva]uation
outcomes did little to impact program development or administration.

After severa1 years, questions began td be asked natioéa]]y ébout the
effectiveness of the Title i investment. Thi§ brought the local district
increased pressure for improvement in these programs. Gradually, it becaﬁe
common to design evaluations so they served school district decision-making,
as well as state and national reporting needs. Still,.the'perennia1 con-
flict between scientific results and political expedience continued to limit
the benefit derived fram the eva]uétiOn effort.

Somewhere around the beginning of-the 1970's, our emphasis begah to

change. Individual schools in our district were seeking autonomy in plan-

. ning and implementing theif instructional programs. The school district ob-

tained a grant under Title III ESEA to create a “School-Community Evaluation

and Development System." This system set up within one senior high school

area a working partnership between school a:id community to develop and eval-

uate instructional programs. From this project there emerged a model for
Tocal school program development and evaluation which,. although never offi-
cially adoptad by the Board, has strongly infiuenced schoq] district evalua-

tion services. (2)

7. Jacobs, .ames N. "A Model for Program Development and Evaluation."
Theory Into Practice, February, 1974, 13, 15-21.
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# Local School Budgeting (LSB)

LSB has been in Cincinnati for just uver two years. Already we beljeve
it has altered the-traditional modes of educational planning. Although evi-
dence is still scanty, our current data suggesf improved studentiachievémenf-
in those schools where the pfogram is working well. We also believe that
these same schools are typically directing their educational resource; more
pointedly at their goals. If the evaiuvation effort can meet its challenge
of adequately supporting this movement, the program holds great promise for
getting more mileage from the educational dollar.

To initiate the'program, a Local School Budgeting‘Steering Committee
was chbgen by the commuhity. This committee selected seven schools to par-
ticipate in the tirst year. Three other schools wer: added to the program
through a foundation grant, Additional schools are‘being included each year
so that every school will be participating by 1985.

Créative approaches to resource allocation is the basic challenge
confronting LSB teams. The project -has been designated as a "budgeting"
projett-fo‘focus on this need. More accurately, it is & «:zentralized
‘process of edu:ational p]anniﬁé'that attempts to involve the tota] school -
cémmunity of each local schacl.

There aré numerous examples of creative use of resources devised by the
budgeting teams. Several schools have elected to organize volunteers to

: )
supply some of the school's maintenance needs, tnereby decreasing the jani-

v

torial budget and providing more funds for instruction., Schools have formed







- 188 -

parpnérships wit@ local businesses and industry. 'They have organized pools
of qualified volunteers to serve as substitute tegchers so that modey for-
~merly speht for substitptes' salaries could be dedicated to bther purposes.
One of the most common steps taken by school budget’teéms has been the
application of energy-saving measures. Savinés realized through such econo-
mies are returped,fb the school for instructional use. Other schools have
capita]i}ed on the school district's current practice of providing pai.*.for
volunteers: to redecorate classrooms and corridors when budgetary limifat.Qns
preciude having salaried personnel perform this service. |
“More related to evaluation activities are,;be teams® efforts to-
_strengthen the instructianal process. Each team has an opportunity to“
“locate personnel, material or traininé resources for this- purpose. When a
1oca1—site“budgéting team attempts to stretch its resources to meet-the
needs of students in the school, it is dea]iﬁg with much more than do]lgrs.
The team needs té have somelway to choose betwgen alternative means of méeg-
ing needs; evaiuation of possible programs is important. Techniques for {
program planning in times of austerity are also important to make fhe best

1]

“use of limited resources. The team also needs to know of ways of soliciting
funds from external sources, building yo]unteer support, and-capitalizing on
community and parent resources. Training and comsultation on these and
-other topiég are available to all team members.

To better serve the needs of students, the program locates detisions

at the individual school. This decentralized process takes advantageiof the

day—to;day contact between teachers and students and uses that interchange

183



- 189 -

r
”

£o add valuable knowlgdge to decision making. Non-certificated staff mem-
bers and members of the community also apply their experience and knowledge ‘
when assessing the strengths_and needs‘bf theifv1oca1 schools.

The rationale fér LSB recognizes that parents are also primé teachers.
They have specific concerns pertaining to their chj1d}en‘s/educatibﬁ. “They
are also uniquely aware of their children's need;.’ Since the public at

Targe supplies the resources for education, they also have a legitimate

- KRN - . '

interest in what is being done with those resources. -

Team membéfs are selected by their‘respective groups: parents elect
pérents, commuhity council members and staff choose their represgziatives.
The principal, as.the accounfab]e'educational leader of the school, serves
as a member of the‘team, but also acts as the“dec;sion maker on many local
issues. | |

Team members bring ideas to éhe committee and réf]ect the position pf
thé group they are representin?.  This approach brings non-team memb?rs )
closer to the decision-making process. It enables a parepf\to cdntact a
.person on the committee and have his/her.opinioﬁ expres%ed.

The undér]ying conceptual model for gvaluating services_thro&ghout the

system is Stufflebeam's Confext,‘lnput, Process, Product (CIPP) Model. (3)
This model sets forth four stages for eva1dation as a means of "delineating,
obtaining and providing information for decision making." The first stage

is context evaluation, which invo]ves—needs'aésessment and goal develop-

R . , . . .
ment. Input evaluation, the second stage, includes the review of various

3. Stufflebeam, D. L., et al. Educational Evaluation and Decisioﬁ Making.
Ithaca, I11inois: Peacock Publishers, Inc., 1971.
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a?ternq&éyes that might accomplish the goals th?t have been selected. In
the third stage, brocess evaluation, the implementation of the selected pro-
-gram is monitored to insure that plans are carried'out according to sche-
dule. F1na11y, product eva]uat1on looks at the outcomes of the educational
program to determ1ne whether objectives and goals havg in fact been at-

tained.

The LSB planning model has been designed to fit the CI¥? approach to

“@valuation. It also includes four stages: determining need. and goals,

resource allocation, implementation, and review.

*’ Key support for the local teams is provided by the Evaluation Branch;
the Communications section coordinates, this support. This soordination in-
cludes training and consultation. In addition, a parent-community coorqi-
nator helps principals and teams build 1oca1'interest. Communications
specialists garner media support and publish information to facilitate the

&»
work of the teams.

. Other sections of the branch- provide support services more trad1t1on-
ally considered evaluation functwons. These services are reflected in the
discussion of the four stages of the planning model.

Needs and Goals. Assessing needs and setting‘goé]s are continuing

processes. Forma]]y, however, local needs assessment beg1ns in Januaty of
each year. A goal development model which we evolved from a former federal
project {s recommended to each local team. The* School Informatioﬁ Sectioé

provides\krucia] service in this'stage of §1anning. A data bank called the
School Infarmation System includes .everal hundred var%ab]éS on each school

4

unit. A number of these -- e.g., dropout rates by cause, socioeconomic




-variables, etc. -~ are very helpful in determining high-priority local

- -9l -

v

needs. Also in the déta.bhnk are the results of annual surveys. Each year
surveys of adm?nistrators, teachers¢ parents, aﬁ%'students are conducted

'thfoughout the school system. Results of thgse‘surveys are useful

3

barometers of attitudes and opinions. g A

Resource Allocation. Once goals have been set, the team next addresses

the allocation of resources. Monies af1ocated to.the local level are consi-

h)

dered first; the team determines the best use of these-dollars in attaining
the goa{g that have been set. Resoqurce a]]ocafion gdes beyond the.aJai1ab]e
dollars, however, as teams then addres; other ways to met their goals.
Plans for obtaining external funds, using community resources, buﬁ1ding vol-
unteer resources, and teaching péren{s to work with their chiidrén toward
school goals are all part of this stage. |

In addﬁtion t; training, grantsmansh%prassistance, and community rela-
tions help, the Evaluation Branch provides support in prioritizing and eval-
uating possible pfogram strategies. A fed@%a]]y funded Cost Effectiveness )
project has generated.a model by which teams” may study alternative program

possibilities. A 1ibrary'research capability within the School Informafion

Section furnishes guidance from the professional 1i;erature.

1

The resource allocation stage of the model is seen as the focal point

for evaluation support. From the team's gvaluation in this stage.f]ow re-

commendations and decisions that determine the 1oca1np?ogrém.

';Together with the implementation (next stage), these functions consti-

tute the power cycle that lies at the heart of LSB success: Evaluation,

\

Recommendation, Decision, Implementation. The LSB philosophy recognizes

N,
"~
¢
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power resides in shared participation in these functions. It minimizes
nportance cf-questions like "Who makes the final decision?”
“‘he final local school budget for the coming year is developed by the

budge. team, then presented to the public at open hearings at' each school.

Anrer public feedback has been taken into cons1derat1on, the final budget is

qit2n to the centra] adm1n1strat1on for approval. If the budget is.unac-

ceptable, the adm1n1strat1on d1scusses the problems with the budget team and

together they resolve the issues. Finally, the Cincinnati Board of Educa-
p -

. tion adopts the annual district budget ref]ect{ng the'dhdiyidba] school

4 \

needs. . . ) Y

v

Implementation and Review. The two remaining stages of the planning

.model are implementation and review. The é¢a1uation support for these

stages follows the traditional modes of process and product evaluation. The

-q

Program Evaluation section, using cata from the Testing'and.Schoo1 Informa- -

tion sections, furnishes this support. A

Imp]ementat1on and review data are made available by several add1t1ona1
eva]uatlon-related activities. The standard1zed testing program provides
sUrvey achievement information in reading and mathemat1cs, grades one
through eight. The Program-Evaluation section has dev1sed several creat1ve
ways to tie this information more direct]y to instruction.

Other activities supportlng implementation and ;;;1ew are a program of
criterion-referenced instructiona] management called the Cincinnati
Instructional Management System, an embryonic system of competency-based

instruction, and a school improvement project using techniques developed by
L4 .

SRI, Incorporated. The Evaluation Branch works with other divisions of the

o197
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school system, chiefly the Planning and- Development Branch, in helping local
schools use information from these actiyities.’

Training provided for team members covers three main topical areas:
Educationa]'P]annino, Group Process, and Budget and Finance. The nine
training moduTes offered in Eduoationa1'P1anning reflect the broad scope of
the loc¢al school budgeting process:

Needs Assessment
Setting Local School Goals
- Prioritizing and Evaluating Possible Programs
- Making the Best Use of Limited Resources
- Solicitipg External Funds
- . Building Volunteer Support
- Strengthzning the Program through Community Resources
- Capitalizing on Parent Interest
- Evaluating Program Qutcomes

A1thou§h those titles might suggest that we are trying to make expert
program planners out of.all LSB members; such is not our intent. Indeed, in
some communities, we are satisfied ic a quorum of a team membership attends
most meetings. On the other hand, we do have some communities in which the
teams have bui]t“on the training content with an enthusiastic and dedicated
effort to ta11or the program to the needs of their students.

What cha(acterlzes the settings in which LSB works best? We have found
that the singlé most important component of a successful LSB effort is the
who]ehearted commitment of the local school administrator. The principé] is
most 1mportant because he/she a]one\ian weld the staff, commun1ty, and
schoo] clientele into a cooperative unit. The process sim:ly does not work
in settings where pr1nc1pa1s g1ve only condescend1ng endorsement to collabo-
rative planning.’

A second obviously important ingredient o LSB successs is community

interest. _Our underlying assumption has been that none of our local school

138
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communities is without an adequate deg}ee of interest in educatioé to permit
the process to work. In a féw inétances we have yet to validate this -
assumption., We havé reason to believe, however, that distrust on part of
some segments of the community is'abmajor reason‘for non-participation.
Also, many residents of the poorer sections of the community seem to doubt
their own ability to contribute to such a process.

A question we have often been asked dis, "What does a process like LSB
cLst? That's hard to answer. In one sense, it costs everything because the
scope of the p]aﬁning effort eventually entails every element of the dis-

strict's bidget. fﬁ another sense, it costsfﬁothing. The entire process has
been effected by realigning resources and setting new priorities. We have
spent no more money on LSB than we would have spent without it; femember,'
our poverty was a key motivator'fof taking th%s route in the first p1acé,
Wé believe that the effort to better direct our educational resources tolthe

neads of students at the local school level can only increase our cost-

\;;;\Loca1'5choo1 Evaluator

The agent serving the evaluation needs of the schools is called the

effectiveness.

5
Loca] School Evaluator (LSE). This is a centrallyrbased staff member

ass1gned responsibility for helping the local school evaluate its educa-
v t1ona1 progran LSE s have been functioning in C1nc1nnat1 for ten years.
The pos1t1on of 'LSE was. first operat1ona11zed within Title I. Approxi-

mately half the resources formerly invested in the centralized eva]uation of

v
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Title I were diverted to serve local school needs through this position.
Lack of available funds has limited the implementation of this function in
dgther school settings. Qith the advent of LSB, however, the service has
been extended.

\\Egch LSE is assigned a group of schools whose respective evaluation
needs he/she must serve. Early in the_school year, the LSE makes contact.
with the assigned schools and outlines avai]aB]e se;vices. The functioning
of the LSE for the year is determined in 1argé measure by the ﬁpecific ser-
vices requested by the local school.

In cases where response to the initial contact is slow, the.LSE wif]
atﬁempt to stimulate further interest by offering assistance in addressing
specific Tocal school problems. These offers ffequent]y take the form of
letting one school know of a service that has proven valuable in another
location. The history of local school evalyation in Cincinnati indicates
that the services of the LSE are valuad as a means of improving instruc-
tion. .
Ahn, Barta, and Rockwood have described the LSE function.as an evalua-
tion track of services §upporting the'instructiona1 track. Needs assessment
supports the selection of content and goals; diagﬁo;;s of entry behavior
supports the specifications of objectives. Asseésment of implementation

supports the selection and implementation of strategy, group, time, space

and resources; and assessment of end results supports the instruction pro-
B ' g

cess itself. (5)

5. Ahn, Unhai R., Barta, Maryann B., & Rockwood, Staqy/f., "Localizing
Evaluation for Public Schools: Concept and Practice.” “Presented at Annual
Meeting of the Américan Educational Research Association, San Francisco, CA

*
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~ To give the reader é better understanding of how the LSE assists the
local school's p1annin§ effort, let me describe six specific services selec-
ted as representative of LSE functioning. Three of these serve the'procesé
and product of evaluation functions and three the context and input evalua-
tion functions. .

The examples w%]l reflect how the LSE interacts with school staff, in
additioﬁ to the LSB teams. Staff interaction is an important part of the
LSE function; its significance may be obscured by the emphasis of our
earlier discussion. |

’

Alternative Data. Special procedures for evaluating Cincinnati's al-

ternative programs call for aﬁ eYa1uation team to study each program on a
c&c]ic basis. The LSE is reguired to furnish the evaluation team with rele-
vant data. In the course of the tzam visit,qfhe major focus is on process
. and product evaluation. The visit begins with a discussion of data that the
LSE has assemb1e&; and the interpretation of this information by the evalu-
ator is crucial to setting the tone for the visit.
Data forms have been devised for su&mariziﬁg the data on fhe 51terna—.
tive programs in accordance with the set of é]ternative questions prescriﬁéd
for team responses. Of primary interest here are thogé questions that gen-
crate comments and ratings to be shared only at the local school level.
These quéstions concern curriculum, administi-ation staffing needs, space
utilization and concérnsrof persons involved.
For example, the_LSE provides data to answer the qdest;oh; "Does the

status of reading achievement scores suggest®a change in overall program

emphasis?" Another questiop related to curriculum is, "Do item data reflect |
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certain skills that need increased emphasisuor modified approach?" Related

to student concerns, the evaluator compiles data to answer the question, "Do
students;-survey results suggest specific concerns that-the program-or staff
should address?” In.the cour;; of the visit, team members also seek an

answer to the question, "Does casual student questioning reflect other

matters of important concern to students?"

’

CIMS Reports. Another service of the LSE related to process and pro-
duct evaluation is assisting staff in interpreting and applying reports from

the Cincinnati Instructional Management System (CIMS). This is a computer-

r

ized system of.monitoring student progress in a?hieving fundamental reading
and arithmetic skills. The teacher using CIMS inventories can more easily
keep track of each student's progress in skill mastery. The evaluator ‘can
éssist the tea&ﬁer ih underdtanding the cémputer-generated reports, recog-

nizing common needs of students and planning strategies to serve these

N -
- +

needs.

One CIMS report, for example, indicatés-students' mastery levels on

. each of a variety of reading skills. Thesedincludé ski]l; in phonetic ana-

lysis, structural analysis, vocabulary, literal comprehension and interpre-

tive cémprehension. If several students.reading at approximately the same

Tevel show a weakness in distinguishing hard and seft g sounds, the teacher

can arrange practice in that skill for these students. It is this kind of
' 4

focus that the evaluator helps to make possible in working with CIMS.

Chapter I School Profile. Because of the availability of resources for

Chapter 1 evaluation, each Chapter I school has a larger amount of data than

. other schools in the system. .Over the last several §ears; LSE's have worked

/

e
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to help school stqffs use this information for instructional improvement.
One important part of this approach has been the Chapter,I school profile.

Essentially, this profile helps the staff of an~individual school eval-
uate certain pf;cess and product outcomes in the light of comparison with
other Chapter I schools. This has beeﬁ a recommended approach among these
inner-city schdo] un%ts, which formerly suffered from comparison with
schools in more affluent communities.

The school profile includes informatipn on student achjevement as mea-
syred by.étandardized tests. Informa&ion on student attendance; teacher,

parent, and student attitudes; data on parent involvement -- all of these

4

are included in profiling the Chapter I school.aéainst the background of

[y

other schcols in the program.

-

I[tem ReESrt. One of the most frequently requested services of the LSE

is training in the use of standardized test item analysis. The LSE helps

teachers use -the results of specific items to diagnose student and group

‘v

needs for instruction or remgdiatién..
Several apprpaches have been devised to make this process easier for
teachgrs. Among tnese are the pupil item report worksheet and the group
report worksheet. 'The pupil worksheet aI]ows'tﬁe teacher to list names of
students whoﬁe item rgsu]ts suggest a need for more practicé-time, fur;her
diagnosis or other reinforcement. “The group worksheet perm%ts the compari-
son of class unit or school unit item data with s%mi]ar data'f?r {he'schodl
system. | _

Survey Information. Our earlier discussion of goal setting mentioned -

the work of the LSE in he]pingilocal-te@m§ use information collected through
Y, . . \\ Q

Q | : . ) 42():; i
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the annual surveys. THe surveys of administrators, teachers, parents, and
students provide a Targe volume of attitudinal information which the LSE can
help the local team understand and app1y;

The student sufvey, for example contains a number of items related to
self-concept. By compaFing the resu]té of these items from cne year to the
next ahdfwithhresults from other schools, the team can gain useful insight
into specific needs for program emphasis.

School Information Svstem. The survey results on each school are"

. ) ) )
stored in the district's School Information System. This data bank includes

several hundred variables on each school unit. A number of these, e.g.,

drop-cut rates by cause, socioseconomic variables, etc., are very useful in

context and input evaluation.

Each year the school receives @ comprehensive report of its data as
# . v

contained in the School Information System. The shear volume of this report
makes it important that someone be available on a consulting basis to help

staff and team interpret and apply the information.

A Look Ahead

What we have seen happen in our attempt to support community efforts to

-

improve instruction has been encouraging. We see considerable basis for
hope in this approach. As the educatignal dollar continues to'become more
scarce, the commun{ties to whom .the schools belong ére joining in the
concurrent missions of providing adequate resources and putting what we have

to the best possible use.
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Advisory commlttees afe ‘not new, of course. Many. districts have used

~ e

them, some under requ1rement of state law, and they have had vary1ng degrees

¢

of success in rea1izing educational benefit from the wo;b of these groups.

We see our emphasis and procedure as sopewhat different from those of most

Y ’ : »

other districts. And the support evaluation provides to these teams is a
. , L

key element in this difference:
kN
Perhaps more than in any other district, communication of ‘evaluative
V o ’
data to local c11ente1e is given top pr1or1ty in Cincinnati. This emphasis

has led to*® 1ong -range p1ann1ng in wh1ch research, test1ng, -and evaluation
functions are the means of obtaining information to be communicated to those
=interested in the sthools.‘ |
The five-year plan for thé school system includes a major seption on
communications. Four goals are set down for this part of the plan: 1) im-

r

prove the school system's ab111ty to hear the voice of the public it serves,

—

2) obtain better information to serve the need of staff clients and commu-

“n1ty; 3)¥1mprove the qua11ty of information process1ng and report1ng, and
4) assist staff, clients, and community in interpreting. and using informa-
tion for Qeci§ion making.

Our attempt 60 support eommunity)improvement of instruction has not
been free of probiems, Stirring up'apathetic commueities, gaining commit-
ment “of suff1c1ent time, internal coordination ~-- these and other difficul-
p1es have kept us aware that we are st;il in a ‘real world where panaceas

 seldom exist. We deal with these prob]ems as they appear, using the re-
sources described 1in thﬂs exposition.- The success we have had 1ead% us to

believe that some of what we are doing may be helpful to managers in other

districts. 205
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A superintendent who shares Cincinnati's pressing financial dilemma may
be able to apply our strategies for gaining additional communify.support.

S

Another manager confronted with non-productivé advisory committees could
perhaps use some of Cincinnati's techniques for involving them more {nte-
grally in educationé] planning. . . .

Whatever thg application, I hope my attempt to describe the LSB pro-
cess, giving the answers to many of the qu?stions we are asked about it,
will be of some utility. I hope that the reader can bgneﬁét from what we
have learned about the key role of the local school administrator in apply-
ing such a process. I hopesthat our e}per{ences in tfust;bui1ding, working
toward consensus,.aﬁd applying eva]uafiVe findings to program choices will
be helpful. -

I hope, too, that the reader can profit from some of the mistakes we
have made. It is important to avoid the pitfall of trying to”accomplish too
much change too rapidly. Especially with a pfocess such as'this, it is cru-
cial to allow timé enough for the participants fo work ;hrough many “details -
of operation. Invo]v{ng all part{éé.affected is @ constant cha]]enge;.‘And,
most -importantly, the selfish interests and protected domains of individuals
mu;t never be allowed to interfere with what ié really best for the students

. we serve. Lo
. \ N
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CHAPTER 5

School District-Analyses
in which the impediments to developing such
systems are discussed along with the conditions
propelling districts in this direction . . .

207
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CHAPTER 5

SCHOOL DISTRICT ANALYSES

Introduction

In this chapter we take a broad conceptual view of why school districts

do not naturally link their testing and evaluation with their instructional

programs, even though this may seem a logical or important {?hkage to deve-

lop. We include this section for several reasons: one, we believe that you
cannot improve or change soﬁething uniess you understand it; two, we want to
dispe]:some common misconcéptipns about how school districts operate and

chénge; thrge, we want to stress the importance of school aistricts develop-

-

ing their own approach to Tinking testing, evaluation and instruction rather
than adopting reaay-made programs.’ !

First; let us consider the steps commonly taken by school districts
that are.found with low or declining test scores. Again, we will refer back

to the scenario in doing so. .

Why Districts Have Trouble Dealing With Test Scores K4

In devgloping this section, we will start off by referring back to the
scenario in Chapter 1. While the scenario focuses on the decline of test
scores, it also contains seQera1 elements that are typically found in school
districts and that complicate attempts to reach a solution to this test
score dilemma. For example, coﬁsider the following:

1. Lack of consensus over ﬁhe problem's éau;g. A district's

declining test scores can be caused by one \or several fac-

. P
tors: poor instruction, inadequate time on w™struction,’

N\
20R
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limited match betweeh whéf is tauéht’and what ihe test‘
measures, statistical Qariationé such as standard error,
lack of pupil kﬁow]edge of how to take tests, shifting
pupil popu]étion. Each of these variable causes suggests a

different solution or strategy.

These deé]ining test scores are not the oniy problem the
district faces< The electrical power faiiure in high

school demands immediate attention. The district is expe-

_ .
riencing declining enrollments which will Tikely force the '

district to initiate the difficult task of closing schools
and possibly.laying off staff. Both of these processes,
closing schools and laying 6ff staff, are 5enera11y po]itif
cally and organizationally difficult problems that will
1ikely consume mﬁch time and efforf. 0f course, districts
often face other prob]ems; e.g., desegregation prders, drug
problems, contract negofﬁ§tions, that'élso chip away at the
amount 6f time and energy fhat tesfing problems can

receive.

The district does not have the luxury, or f-eedom, to pre-

| sent the problem to the public in its own terms. In this —

case, the newspapers presented the stofy and likely influ-
énced considerably the way the the public interpreted the

results. Newspaper reporters generally are not educators

33

— _.j,
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-and sometimes, but by no means always, their intérpretatidn
of‘edqcational events can be 1imited or reductionist in

. Character, e.g.,-the teachers must not be teaching the
basic skills. While lack of teacher attention to bdéic
skills may not really be the problem, the district must,
nonetheless, deal with the public's perception that this is

indeed the prob]em;

™,
*,

<

T ’ . - i *
4.7 SERool management cannot take unilateral steps to solve the

problem. In this scenario, the sch601 board, or a repre-
sentative public body, and the teachers' union, which re-
presénts.the school teachers& will likely have a major say
in whatever is decided. The board, for example, if ft is
concerned about re-efe;tion, méy insist that‘the district's
so]ufion to the problem be in response to the public's per-
ception of the problem. Thus, they may insist on'hore

‘

classroom time on basic skills. The teachers' union, on
the other hand, may insist that teachers-be paid for any
out-of-school inservice training sessions. If the district
is facing budgetary prob]ems, this may efféctiveiy remove

ihseFvice training as a viable strategy for solving the

problem.

5. Lack of consensus on the solution to the problem. 1 one
can not define the cause of the immediate4prob1em it

follows that it will be imposgjb1e to select an dppropriate

.

~ -,

solution to the problem. But even if one can reasonably

define the problem, there is limited consensus about.what —
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to do about it. For examp]e, if the problem is defined as
Jnadequate time on 1nstruct1on in basic skills, does that
mean that all pupi]s shou]d increasé their time in basig.

skills instruction or just a few? The instrdctiona] time

in schools #s finite; if instruction in basic skills is

i /,‘

increased, what other: subJects w111 "1ose" 1nstruct1ona1
time? MHow will that dllemma be reso1ved?
Given all these characterlst1cs of schoo] districts, is there noth1ng

hat can be done? Must school distRicts'continually be buffeted back and

o 1

orth on the basis of test scores? Must they forever be placed in a dilemma
/ ,
here they cannot def1ne the problem, have limited choice over so]ut1ons,

nd have no realistic way of determining whether or not selected solutions

re achieving the intended results?

il

Some distritts;.in response tomdeclining test scores, take specific

.teps, such as: teaching the pupils how better to take tests, or increasing

:he required'classﬁoom time on certain subjects such as'feading or math, or
ihitiating yef another series of iqservice training workshops for tea;hers,
{e would argue, thesg isolated steps Eénerally-do not'make much of a dif-
‘erence. These stepﬁ do not usua]]j’improve testﬁséofes very much and the
lilemmas, and sometimes risks, remain. In the mean time, teachers begin to
lose their fee11ng of efficacy, the public lessens its support for the
schools and the,pupﬁ]s are judged as not receiving an adequate education.

We think not. While the problem is complex, it musf be solved if dis-"
tricts are go1ngifo make progress in providing a good educational program,

#hile at the same time improving public conf1dence and sat1sfy1ng staff con-

cerns. But it is not easy. School districts, faced with such a problem as

12
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q ‘ r
that described.in the first chapter's scenario, are confronted with a
formidable problem. As the superintendent and board members and staff

» members in our scenario meet to consider the problem, they must address

¥

.

several questions.

How can“we des;ribe the problem? Where do we start? Who should be\
iﬁvolved? How will we know if we are making.progress or have solved the
problem? ’The rem;i?der of this ;hapter deals with some basic assumptiéns

that we feel should be kept in mind -when this or ahy school district
approaches this problem.
o ) '—‘ ‘ !

J
b

e

Some Assumpiions

As the administratjon, board members, and staff'members iQ our scénario
schoql district sit down to begin to ponder their dilemma, we would recom-
mend that they keep in mind some assumpfions that should form the basis for
their discussions. We will list the assumptions here.and then subsequently
discuss each in more detail immediately thereafter.

Assumption 1. The problem cannot be solved unless it is first

analyzqd and understood. . ’ .
Aésumptidn 2. The problem is a school district systems prbb]em
and not the fault of any one individual, groups of individuals

or single process. ' :

Assumption 3. A strategy for linking together the district's
testing and evaluation and instructional program can be an
effective strategy for solving the challenge posed by- declining
test scores. : '

Assumption 4. A systeh for linking testing and evaluation and
jnstruction must-be situation-specific and accommodate various
external and internal factors.

-Assumption 5. Developing and implementing a subsystem for

1inking together the district's testing, evaluation and in- .

structional programs (t/e/i linking subsystem) can be thought
\ of as an educational innovation.
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Assumptién 1. The prob]em cannot be solved unless it is first analyzed

and understood.

This seems 1iké a self-evident statemené;_yét'we have observed ahd
studied district after district that has adopted a particular stratégy or
taken certain steps without having Faken this_first problem-identification
sfep. In order to 'satisfy public demands for action d;stricts often choose
a single strategy such as mandafiné that inétructiona] time on’sé]ectéd sub-
jeﬁts be implemented, or changing the district's reading or math or social
studies program, or requifing teachers to attend mandatory inService pro;
grams, or changing the norm-referehced tests the district fé using. This
list of ‘selected isoiated activities could go on and on.  The district's
basis for these seemingly isolated strztegies might include such factors as
an influential book salesman or a local ﬁniversity consultant or some unex-
ayined belief system of a prominent school board member or administrator.

In making these statements we don't mean to be hyper-critica] of séﬁoo]
districts who act in this manner. As we pointed out earlier, and as was
i]]ustrated in the scenario, schools districts have mahy problems pressing
on them for solution. Often there simply isn't time to give this problem
the sustained attention it needs, especially if the district is unsure of,
or lacks the féchnica] capacity to idenfify and deal with this problem.

Yet, the problem wi]} not go away and its potential ramifications can be
serious indeed. L

Let's look again at the scenario district for ways in which the

district might begin looking at the_prob]em. The most immediate question
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is, "What is the problem?" * or perhaps more acturate]y, “What are the prob-
Tems?" Many districts often assume that the lowering test sgores automati--

cally mean that the students have learned, less .or that the quality of in-

struction has declined. Of course, it may not be an in%tructignal or learn-

ing problem at all. It may be that there is<a whole retationship between
what the test measures and what is taugﬁt in the classrooms. Either the

T e
instruction should change ¢or a different test might be selected. Or dis-

tricts make comparisons between test scores from one year to years past. If

‘there is a decline, they assume that the schools are not performing as well

-,

as in years past. But is the school population thé same? .For ‘example,

- there may have been a sfbnificant influx of new students whose previous edu-

cational background is substantially different from the district students

who ‘were tested earlier. What the test results might indicate is that the’

‘district test does not measure what new, or relatively new students learned

elsewhere. Or, a district might conclude that the instructional program
simply doesn't give adequate time to certain subjects. But often times,

districts have nb basis for knowing how much time is presently being spent

in classrooms on various subjects.' Or a district might'conc1Ude that a p;;L

sent instructional program isn‘t effective, but they'have little knowledge
about whether or not ‘the program has been implemented by the teachers.as it

-~

was designed. .

In a sense, what starts out to be an essent%al]y straightfowafd problem
quickly dissolves when varioué a]terﬁative problem statéments are con-
sidered. In a sénse, the "testing problem" becomes an'evaluatipn probTem.

The situation cr¥es out for a thorough systematic assessment. The
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dilemma will Aot likely be deé]t with effectively until such an analytical

process is begun. Please note, we are not suggesting that such an analysis

» is a single, massive effort to analyze the prob]em.'ﬁRather we are suggest-

ing an analytical frame of mind that will result in long-term, continuing
inquiry into the problem, and the results of Various strategical implementa-

tions to solve the prqB]em.

Assumption 2. The problem is a school district systems dilemma, and

not the fault of any one individual, groups of individuals, or single

School districts, even small ones, are complex organiiations. It is
difficu]t, often, to conceptualize the problem because we limit 6ur thinking
to the district organizafion itself, with its school board; school sites,
and administrative and teaching staffs. Often, we focus our attention on
some subsystem, such ‘as the tentral administration or school sites when con-
ceptua11z1ng the prob1em.‘jﬁyt of course, school districts do not ex1st in
isolation from their env1ronments. Nor do the various subsystems exist
independent]y_of each other.

But how does one conceptualize such & complex entity? We find the open
systems model of organizations to be useful -in this regard.

School Districts As Open Systems. Open systems is a widely-used and

relatively simple conceptual model. It is used in many fields, such as
biology, to illustrate the functioning of an organism‘in its environment.
One of its majdr features is that it accounts for the external environment's
influence on the unit, or organization being studied. By using the open

systems model, one is forced to consider the dynamic‘interaction between an

organization and its environment.
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Viewed graphically, a school district as an open system can be depicted

as follows:
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ReTevant EXternalbénvironment. This includes those agencies, indiv%-
duals, groups of in&ividua]s and other organizations that can inf]uen;e an
organization's functioning. In the Chapter 1 scenario, this was represented
in several Ways: parents calling the schools, the newspaper artic]e, commu-
nity persons. Of course, the 11st of externa] env1ronmenta1 influences is
much larger, and 1nc1udes such groups and individuals as: the federa] and,
state courts; federa] state, and 1oca1 government5° taxpayer assoc1at1ons-
radio and te]Qyision; local community and business leaders; post-secondary
schools to which the district's population matriculate and Tocal private
schools. From tfme to time, thesecérOUns'and individuals can exert consi-
derable pressure on the school district to confrom to its or their wishes.
Many factors influence the dist{ict‘s response including the external
groups, po]itica] power, legal mandates, and the saliency or popularity of
the issue. Nhat is npre, the district's reaponse to these demands, and,
some have argued the district's internal organ1zat10na1 structure, must
respond to the makn-up and comp]ex1ty of the external environment if the

organ1zat1on is going to deal effect1ve1y with its problems.

Permeable Boundary. °‘All organ1zat1ons have a boundary around them that

separatas the organization from its'external environment. It is, nowever,
almost impossible to determine exactly where that boundary is. In the case
of the schools, for example, the governing body of the district (tnat is,
school gards) are agents of the state. Does it include the parents who in
many jnZ;ancag,have final authority -over the child's edqcation, but limited

\
authority in other instances? This jssue is essentially unresolvable,
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depending as it does on the problem or action being considered and how one
This boundary is permeable, that is, virtually no organization is com-

pletely independent of ité\externa1 environment. External influences can

penetrate the boundary and effect its operations and decisions. But the

permeability of the boundary*varies considerably from organization to orga-

. nization. In the case of pub]%c school districts, the boundary is quite

easily bridged. JIhat is, many of the school's actions on such vital matters
as budget allocations, whether or not to close schools, the school's test
scores, are easily accessible to the external environment. What is more,

1)

ecision externa i uch as feder ur a isiature
decisions by ext 1 agencies such as federal courts or state legisiatures

and local business, for example, that may decide to open a new factory,
often bridge the sch601 district's permeable boundary and require that the
organization vary its processes or decisions.

In our scenario, this boundary penetration is c]ear]} illustrated by'
the way in which the test score data were obta%ned by the press and subse-
quently by the effect the newspaper article had on the external environment
and its subsequently penetrating the organization to causé itvto consider
the appropriate action to be takgn. This boundary permeability has both
advantages and disadvantages. On the plus side, it forcés an organization
to be respnnsive to items and issues that the external environmént considers
important. Organizatiohs cannot igno}e the external environment and hope to
remain current with the needs of the constituents they serve. On the nega-
tive side, the organization can ;é easily buffeted by changing public atti-

tudes that may be based on incomplete information or on faulty analyses, or
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on developments elsewhere that may be inappropriate to the school district's
situation.. The result of this is that school districts find it difficult to

conduct long-term planning; a plan ihat is developed and implemented based

A
on the.pub]i;'s view or wishes at a given time may have to be éltered or
discarded/before the plan is fu]]y implemented because some influential
agency or group in the rE%evagt external environmznt Ras changed its goals
or priorities. ‘ P *

Internal Subsystems. A]] complex organizations, séch as school dis- -

e

tri;ts, are composed of subsystems. This factor is sometimes forgotten when
wezthink and speak of organizational actions and decisions, Then, we say a
school district did this or that, or performs in certain ways. We would be
more accurate to say that various subsystems and individuals have decided
something or are performing ‘n a certain way. Thus, a school district can
have a curriculum that is Eggpted by the school board ione subsystem), arti-.
éu!ated by the curriculum departmé;t (another subsystem}, and implemented by
“the teachers in the s;hoo] sites (another subsystem). And, as will be ela-
borated in a subsaquent section, the articulation and coordination among
these varicus subsystems is often less than perfect. Thus, one can talk
about the djstnict's'curricu1um; but general statemerits about it often
ignore or gloss over the complexity that is inherent in such a general
statement. |
A coﬁpfex crganization then conéists, internally, of a whole seriés of

5ubsy§tems that vary considerably in the degree to which they -are working
toward common goals and the Tlevel of coordinat?oﬁ and cooperation among

them. . /7 \
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Input, Throughput and Output.- This organization of operating subsys-

tems, which exists in a dynamic relationship with its relevant environment,
then, takes in resources (input) in the form of money, materials, personnel,
clients, etc. which it parcels out into organizational subsystems, in the
form of such agencies as school sites, personnel offices, curriculum units,
budget offices, custodial and support staff, etc., to produce ah output,
sﬁch as institutipna] programs, educq}ed pupils, employed citizens (both
graduates and citizens who work in the district), community entertainment
(such as athletes and musical performers), and babysitting (that is, pupils
are engaged and supervised dugiﬁg the school day).

While there are commonalities from district to district on these in-

puts, throughputs and outputs, significant differences exist among districts

that make generalizations hazardous. That is, schools differ considerably

on such important items as: level and source of financial support, mix and
variety of pupils in racial and socioeconomic terms, district organization
of the subsyst;ﬁ, coordination among the subsystem, definition of a success-
ful graduate and organizational goa?s. ' . ,- : -

, Summary. We believe this open systems model 6f school qistricts pro-
vides a comprehensivé way to look at how a school district functions and the
various initial factors that must be considered if the organization is to
deal effectively with the problems and challenges it faces. In the case of
our Chapter 1 scenario, one begins to see the interp}ay\;mong the various
‘parts of an open system. The district is seen as a comp]éx of'iﬁterna]

subsystems :hat are being effected dramaticaily by the dynamic interchange

of the organization with its relevant environment across its permeable
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boundary. Thé various subunits are being called together to forge a
response to the challenge -- the declining test scores.

One final comment. It is important to note-that this is an open sys-
tems model, and not a iﬂggﬁi, That is, it provides a way to conceptualize
how complex organizations function in their environment. It provides, we
believe, an effedtive way to view the organization's functioning but it does

not in any way predi ow ansorganization does or should respond to exter-

nal challenges. Organizations indeed respond in many ways to their relevant
environment. The exact relationship between.their response and their ofga-
nizational success is at best specu]ativé. We believe that one way the dis-
trict can respond to the declining test’score challenge is to coﬁsider link-
ing its testing and evaluation ‘program to its instructional program. It is

to this process that we turn next.

Assumption 3.§\A strategy for linking together the district's testing

and evaluation and instructional program can be an effective strategy for

solving the challenge posed by dec]ining test scores.

-

The wordiné.of this assumption is important. Note that we have said

that a t/e/i linkage strategy can be an effective strategy for solving the
- challenge posed by declining test scofes.

We are not suggesting that this t/e/i 1ink$ge is the only way a.dis-
trict can meet this challenge. Some districts might, for example, simply
not give norm-referenced tests and release the results to the public.

Others may decide fhat strategies tﬁat could be considered “huménistic"r
would be more égpropriate. e have no arguments with those who would_select

such approaches. Our advocacy of this t/e/i linkage strategy is based on -

4
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what we perceive as the public's belief in the importance of norm-referenced
tests, or criterion-referenced tests, or competency tests or some combina-
tion of these.- (For a more aetai]ed discussion of tests and what they mea-
sure, see ﬁp. ___« ) For ?22q or bad; testing has become accepted practice
in American schooling. Giveﬁ the pervasiveness of this practice, it makes
seqfe,'we feel, for districts to maximize the potential usefulness of those
tesfs in inférming decisions about the instructional brogram.

Progranm Eva]uition, though a more recent phenomenoh, is a];o a common
practice in many school districtst. Largely in response to fede;al and state
evaluation mandates that accompan%ed external funds for specié1‘programs
(such as ESEA title I, ESEA Title IV-and PL 94-142), school districis have
either devéloped a capacity for in-district program evaluation research or
they have developed a continuing re]étionship with an external evaluation
agency that caﬁ provide systematic evaluations. Many districts now have the
capacity to perform evaluations and, with some modifications, these evalua-
tions can serve to inform 1bca1 school district -instructional decision
makiné.

Also note in our statement of this third assumption that we réfer to
this as an "effective strategy for solving the cha]]énge posed by declining
test scores." This wording intentionally refers to the declining test

scores as a challenge. We do not take the position that the declining test

scores are themselves the problem. Instead we view them as symbols or mani-

festations of the instructional program. Our interest is in the information .

presented by test scores and through evaluation to improve instruction. A

district could have an excellent instructional program and poor test

R22
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scores. Similarly, a school district could improve its }est scores, through
various manipulations of students, teaéhers and statistics, and make no in-
structional improvement. The key concept here is that the teéting aﬁd.eval-
uation activities and capacity can be linked together to inform in;truc-
tiona1‘decision making, and thereby improve instruction.

Our basis for suggesting this t/e/i linking strategy is based on devel-
opments on a national scale and at the local level in many districts in
testing and evaluation. I

In testing we have made considerable progresé in improving‘the quality
of norm-referenced tests and in understanding their strengths and weaknesses
in providing information about instructional programs.\ In short, there is
no neéd for districts to blindly react to norm-referenced test scores as
though they are the ultimate.measure of a scheol district's program. Thé
fact that some dfstricts or communities continue to use norm-referenced test
results in that way suggests that the present sophisticdtion regarding those
tests' strengths and weaknesses is not uniformly known 6r adhered to.
Norm-referenced. tests can provide impertant data but only if the relation-
ship ‘between the norm-referenced tests' content and the school district's

instructional program is known and understood.

A parallel testing movement has developed in tﬁé design and use of

_criterion-referenced tests. These tests can be more specifically related to

a district's instructional program and accordingly they can provide almost
immediate feedback regarding the district's program. But their potential
use for informing insttuction is limited to the degree to which they are

: ~
linked to the instructional program. As with norm-referenced tests, there
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are certain strengths and weaknesses associated with criterion-referenced
tests. But if properly designed and linked to the‘inft;uctional program,
they can provide valuable data.

/ Still a third moxement7is the competency testing movement. While some-
what more limited in scope than the norm-referenced and criterion-referenced
tests, these too can 'provide valuable information about the instructional
program's ability to provide a basic surviva]beducation. Data_collected
from these tests can answer important questions about the school district's
instructional program and the students' progress in achieving bacic survival
skills. No one will argue that this proficjency<testing'program should be
the ultimate goal for the district, but it does provide a base line unon
which the district can build. And, data frdm these tests can provide valu-
able informationAfor district dnstructibnal decision making.

We make no argument for one'teeting system over another. We only re-
mind the readfr that each test has its strengths and weaknesses- accord- -
ingly, each prov1des its own kind of data (see PP ___). And these data can
form an instructional management 1n.ormat1on system but only if they are
adequate]y linked to the d1str1ct s instructional program.

: Program Evaluat]on is- a more recent deve]gpment in education. The:main
emphasis for its deve]dpment came from requirements that accompanied fed-
era]ly, and subsequently state funded programs for systematic evaluation of

such projects. The purpose of these eva]uat1ons was to provide federal and

state officials data upon‘which to make decisions about whether or not to
. . - ! P

continue program funding.

J . ’ . o
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These requirements started & sizable movement in education. A number
of scholars, many of them trained in educational psychoiogy and psychome-
trics, began developing methodologies and procedures for program'evaiua-
tion. . Educaticnal evaluation began to develop as an identifiabie field of
study replete with a Center for the Study of Evaluation, its own division in
the American Educational Research Association, graduate programs in major
Universities, and both research and prattitioner journals.

Paralleling, and indeed a major'stimuiant for this development of edu-
cational evaluation as a field, was the dévelopment of school . districts®
capacities to conduct eduta;ional evaluations. 1In tne beginning of the
movement many school districts handled all the evaluation requirements by
utilizing external consultants or by adding this task on to the duties of
those who handled .the district's testing program. This procedure continues
in many districts, especially smaller districts, today. Many other dis-
tricts began to consolidate all the evaluation funds into a separate unit
which was given a variety,of names which included some mix of terms such as
research, evaluation ‘and testing.

The resu1t of this movement was to provide districts with increasingly
sophisticated capacity to conduct program evaiuations. But recent research
has revealed that much of the work of these units, that is, their:evaiuation
reports, has been directed, uneerstandabiy, to externa]'funding agencies.
The evaluation reports have been designed to answer the external funding
agencies‘ questions; -they have not been developed to meet the local needs.

Also, the evaluation community has come to realize that in many instances

the evaluations were not being utilized as intended by decision-makers.
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There were many reasdns for this, such as a misunderstanding of evaluation's -
role in decision making and the evaluators' adherence to standard research
formats rather than developjng evaluations ghgt were responsive to the deci-
sion makers' needé or pressing questions. In recent years, the evaluation
community has gone through reappraisal of its purposes and methods in an
attempt to increase the utiiity of evaluations for decision makers. éonsi-
derable progress has been made in that regard.
-Thus, presently, many school districts have_deve!oped program evalua-
tion capacities consisting either of groups of éva]uatidn consultants or an
internal.résearch, evaluation and testing uﬂit.: And, this evaluation capa-
city ;an_provide mgiﬁ needed data on the school district's instructionél‘_;;b
program if it is appropriately linked to it. That is, this capacity has
habitually been used to ;atify external funding agencies -- the challenge,

';%q promise of school Listricts now is to forge a linkage between their
evaluation proézdures'énd local schoo]ldistrict.instructiong] decision
needs. | -

In summary, school districts are qnder conéiderable pressure to improve
their instructional proérams. Yet, in many -~ perhaps most -- districﬁs,
instructional decision making is done quite unsystemafically, oftenvin re-
sponse to some set of scores from an apnual administration of some set of
norm-referenced tests. Yet, these tests have limited capacity for making
well-informed instructioné]uprbgram decisions. This is especially true if
the relationship between the nprm-referencedjteét and the Qistrict's in-

structional program is unkown. What is more, most school districts, given

their organizational pattern with teachers functioning quite autohomous]y

Q | ' v . | :2226
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behind classroom doors, have surprisingly little data available about’ what
their 1nstruct1ona1 program really is and how it is 1mp1emented But devel-
Opments in test1ng, such as ref1nements of norm-referenced tests, the des1gn
of criterion-referenced tests and competency tests, can provide districts
with useful tools w1th which to assess the outcome of their 1nstruct1ona1
program. Similarly, advahcesr1n the evaluation field make it possible  for
districts to begin to obtain systematic and .comprehensive analyses, both
formetive an@»summative, of the ongoing districts' instructional program.
Together, this testing and evaluation capacity, if linked with the instruc-
tional program, can provide a district with an instructional managment
information system. The fact that this‘has not occurred in many districts
is probably due to several factors including characteristics'of schopl'dis-
tricts as complex organizations; & tgpic to which we turn next.‘

\
o Assumpt1on 4, A'system for linking testing, evaluation and instruction

must be situation-specific and accommodate various external and internal

variables.

. We suspect, and indeed our research confirms, that few districts have
1inked their testing.and eyaluation activities with their*instructional pro-
Qrams.--There are probably a number of reasons for this, such as not reali-
z1ng the potential or the district's capacity to develop such a linkage or
simply the district's hav1ng decided on another strategy for instructional
improvement. We suspect, however, that the charqcter1st1cs of school dis-
tricts in general are such that they make the linkage of these three pro-
cesses, testing, evaluation and 1nstruct1on, difficult to accomp11sh. We

suggest that the following four-character1st1cs of schqo] districts mitigate
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against school districts moving naturally or easily toward developing this

t/e/i linkage: institutionalization, goal differences, permeable bounda-
ries, and loose coupling. |

Institutionalization. This term, derived from the sociology of organi-

zations, suggests that some organizations are valued by the public as insti-
¥

tutions and given special status and recognition. Generally they receive

public funding and a virtual monopoly for their activities. They do not
have to compete, in the typical sense, for survivﬁlland they are under less

pressure than most other organizations to justify their existence. Examples

“of such organizations Qou]d be national parks, public libraries and pub]ic

schools. This special status, of course, confers to tﬁese organi%stioné
certain advantages in that they do not have to contiﬁua]]y fight for survi-
val although, to be sure, the level of their support is subject to political
trends. They are by no means trouble-free.

But this institutionalized characteristic has fts disadvantages as
well. That fs, the organization can survive without looking critically at
the way that it operates and the degree to which it is successful in accom-
plishing‘its goals. K common outcome of this'institﬁtiona]ized character-
istic is that institutionélized organizations often deal in symbois rather
than in reality. Schools and school districts, when asked if they are of
high quality,-will usually respond by referring to such factefs as: the
fact that all the teachers are credentialled, or that an admirably h1gh par-
cent of the teachers havq Masters degree, or that thQ\\1brar1es have so many
volumes, or that the curriculum is clearly described. Seldom are questions

raised as to whether or not credentialled teachers or teachers with highe}
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degrees are more compétent than those without such symbols, nor do they R
really see if pupils are reading and understanding all those books or if the
curriculum is actually being taught in classrooms. In other words, schools,
as institutionalized organizations, tend to deal in symbols -- they pay sur-
prisingly 1ittie,attention to their instructional core. Teachefs, as a
3

What is more, some have argued, it is not in the schools® best in-
terests to actually look very clearly at their instructional core if that
core is weak. And it is widely recognized, that the actual technical core
of teaching is quite weak. For example, educators have few.reaﬂly carefully
researched and developed methods to deal with the cha]jehge afising from'an'~
influx of many non-English speaking pupils. Indeed, there are many dif-
ferent viewpoints both about the advisability and techniques of bilingual
education. In saying this, we do nct suggest that educators are uncaring or

that a little thought and research has not taken place with regard to this_'

_issue. Instead, we suggest that bilingual education, as an example, is a

value-laden issue and a very complex instructional problem. Whatever the
reasons,~the fact is that schools have a very weak technical core. If
schools look very critically at thaé core, and exﬁose %t_to public scrutiny,
the schools may begin to lose their instifutiona1ized status. Some things
are best left unexamined! In Eﬂmmary, this institutionalized characteristic
of the schools 1éssens the schools' incentive to 1inkvtesting, evaluation

and instruction. ’

Goal Differences. The public schools have 1ong-suffered from lack of

agreement over the goals the schools should pursue. Readers with a sense of

\
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educational history can remember the mobement; from humanistic educatioﬁ to
vocational education to basic skills. What is more, the goals of one seg-
ment of society will often differ from those of other social segments.

While there is general agreement on, say, the basic ;kil1s, there is consi-
gerab1e disagreement over priorities and over the importance and the best
strategies for pursuing suéh other schccling functions as racial integration'
or developing critical thinking skills. Thus, schools are constantly subject
to a variety of external pressures to conform io the decision of one group
or another. Given an open system orientation, it is important that they
att;nd to”their clients’ décision; but, as was pointed out earlier, these
constantly shifting priorities make it difficult for districts t0'm6unt p
sustained, long term and carefu]]} researched efforts to implement a given
goal. Thus, school districts tend to sort of muddle through, bouncing back
and‘forth between various changing demands that are p1aced:6n,them. Insti-
tufions in this kind of situation fend to disassert the need for a carefully
designed management information and planning syétem'-- it is simply not

worth the ‘time and limited reserves it consumes.

Permeable Boundaries. This feature has been déscribed'in some detail

1

in an earlier section of this chapter so we will not elaborate further in~
describing it. We. should repeat, however, that this permeability makes it
difficult for school districts to protect themselves from external acfivi-
ties that both change the basic direction of the %nstitution or direct a
good deal of the district;s attention and reserves aﬁay from the central
instructional program. Many schqo] districts, for example, have had to deal

with demands placed on them from the external environment for which they
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have been unprepared and which have demanded a goad deal of their fime.
~Examples are school programs to handle: desegregation, educating handi-
capped pupils, large immigration of Latino or Asian pupils. We do not
question the merits of such programs, only that they are so large. in scope
and complex in execution that they demand an enormous amoupt of time and
resources and they force thé schools to spread their pianning and deve]ép-
ment capacities very thin. Districts so occupied with external demands afe
not likely to have the energy and resources to attend to their central
instructional core, especially if the institutionalized character 6f the
organization reduces the immediate need for them to do so.

Loose Coupling. A currently popular term,'used to describe the

schools, locse coupling refers to the characteristic of some organizations
" to have loose couplings, or connecfions, among the organization's various
parts or subcenters. Assume that ar order is given, by an :rganizatidn's
management, thét a certain procedd?e or change is to be implemented. In a
tightly coupled organization one will expect that the order or change will
be carried out within a reasonable period of time. In a lnosely coup]ed’
organization, the order or Fhange may never be carried out or done so in a
sporadic or idiosyncratic manner.

No organizations aré completely tightly or loosely éoup]ed. In
schools, for example, if the school board orders that the beginning and
ending hours for the district schools. be chénged‘for the next school year,

one can be almost certain that the order will be cafried out. _In that

instance, the organization is tightly .coupled. In the case of the
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instructionai program, however, if the school board orders that teachers
institute a particular instructional approach or vase their instruction on
the regu]ts of certain tests, one cénnot be at all sure that after a reason-
able time the order will be carried out. The school's instructional program
is often loosely coupled from the organizationé] manaéement system.

There are, of -course, reasons for this, the main one being that the
organization's main technical core unit, the classroom, is operated quite
independently by teachers. ~District managers have neither the resources,
inc]inatidn nor agreed upon technical superiority to substitute their judg-
ment for the teachers® over instructioha] matters. What is more, the vari-
ous district subunits, especially in 1ar§e districts, tend to operate in
considerable isoTation; they are themselves loosely coupled from one an-
other. This 1oosé coupling makes it unlikely that the testing, evaluation

and instructional processes can be easily or naturally linked.

Assumption 5. Deve]opihg and implementing a subsystem for linking a

district's -testing and evaluation together with instructional program

(t/e/i) can be thought of as an educational innovation.

As was pointed out in previous §ections, it is not natural for school
districts to 15;& testing, evaluation and instruction together. . There are
many institutional, organizational and historical factors that mitigate
\ against such linkage. If such a lirkage is going fo be forged it will take
SOme'positive, direct and sustained planning and actidn. For some organi-
zations, e.g., a manufacturing plant or an engineering firm, the use of an

information management syStem that consists of the regular monitoring of

critical technical core processes to determine whether they are being
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completed as intended and whether or not they are having the intended effect
may seem to be a standard operating procedure. Presently, in public school

districts, however, such a process can be considered an innovation or

change.

During the past thnty yéars or so a great deal oflreseafch has been
completed on the educational change pfocess. While the resultant research
literature is too extensive to review here, there are a few generalizations
that seem to emerge from that literature that would apply to districts want-
ing to develop a t/e/i linking subsystem. The few generalizations that we
feel Epp]y are: the importance of ownership, the incremental nature of com-
préheﬁsive change, the process of m&gua1 adaptation And the role of incen-

tives.

The Importance of Ownership. As-the\name implies, ownérship simply
means that those who will be‘affected by an inﬁovation have.spme sense that
the innovaticn belongs to them. It coﬁ&eys a feeling fhat those affected
have at least been consulted about the innovation, or better still, that
they have played an important role in determining why, how and when the
innovation will be introduced, implemented and adopted. This ownership can
be developed in 2 number of ways, by hav%ng those vho will be affected, or~\ \
some group representing them: be involved in developing the innovation; be
participants in deliberations and discussions on whether or not to initially
implement the innovation; be involved in judging whether or not the inno-

vation is working as intended; and being involved in final adoption deci-

sions.

o
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Consider the differences between a school district that decides at the
top administrative level to conduct, as an analytical step in building a
t/e/i 1inking-5ubs¥stem, an evaluation study to see if teachers are uni-
formly spending énough time on mathematits and if they are using what the
district considers "éppropriate; teaching metheds. Assume further that the
decision is made quite unilaterally and the teacheks'are simply informed
that this is an important study and that the data will not be used for per-
sonnel purposes. One can pretty well p;edict what will happen. The teach- -
ers will be suspicious of the district's motives, they will resent the
intrusion into their classroom, the study will become the targetgof.teacher
resistance, and this wiil likely minimize the accuracy and therefore the
usefulness of the data gathered.

Suppose instead, that keachers from the beginning were told that the
district wants to work with them in improVing iﬁstruction and that the re-
sponsibility for whatever inadequacies there might be in*the instrucéiona]
pirogram belong to everyone iﬁc]uding teachers, principa}s,'and central
adminictration. Suppose further, that it is proposed that a joint committee
be formed that consists of teachers, principals and relevant central admini-
strators to explore the ‘possibilities of conducting a study to determine
current practice. And%_ii such a study were deémed‘va]uab]e, that the
study's design, implementation and analysis wou}d be'directed, though not
necessarily conducted, by this joint steering committee. Problems would
still exist but one can predict that because the teachers, who are the ones

to be studied, are involved there will likely be less resistance, the study

will be more realistic in its design, execution and analysis, and therefore

3
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more useful to everyone. One risk of this appréach js that the teachers may
decide that the study should not be conducted‘because of reasons they con-
sider important. If such is the case then the study should be either rede-
signed so as toc meet the teachers' concerns or forgotten. It is difficult
to over-estimate the importance of ownership in designing and implementing
1nnovat1ons.

The Incrementa1 Nature of Comprehens1ve Change. For many years, it was

taken as an act of faith to describe the innovqﬁidn process as a linear,

logical process subject to .standard planning methods. Innovators were urged

to state clearly their objectives, determine the resources needed, develop a
detailed plan for\developing'and implementing the innoiéiion, and determine
the appropriate evaluation methods and ways of feeding evaluation back so
that the innovation could be properly adau;ted.

while this standard planning procedure makes sense logically and 1t
looks good on graduate examination papers, it bears little re]ationship to
what actually goes on when comprehensive innovations are introduced into
complex orga;?kations. There are likely many reasons for this, e.g., mény
complex interaéfions are difficult to anticipate, not enough is known about
the situation, or the innovation is not sufficiently developed so as to lend
jtself to such precise planning. We sucgest, however, that perhaps the
paramount reason is that educational innovations are being introduced into a
human system that simply does not respond to such planning. In§tead of
being logical, linear and predictable, most innovations, when looked at in
retrospect, afe 1mp1ementéd on a non-rational, non-linear and incremental

basis. And the patterns of implementation vary almost as much as the
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variety of innovations themselves. vThis isn't to suggest that planning is
to be completely avoided. Indeed, one should proceed with an innovatioh
with a plan in mind. However, one shculd avoid being too wedded to a parti-
cular strategy and one should be prepared, indeed expect, that the original
plan will likely be changed considerably .from time to time before the inno-
vation is fully imp]ementeé. |

Mutual Adaptation. Related to therincrementa1 planning concept de-

scribed above, is the concept of mutual adaptation. Simply stated, this
suggesfs that thé chances of'an*inﬁovatfon being implemented improve consi-
derably if allowances are made for the innovation and the setting to mutu-
ally adapt to each other. That is, the innovation of, for example, a new
reading program, will 1ike1y undergo some adaptation as it is implemented in’
various sites.. It is unrealistic to believe that it can or should be imple-
m;nted in exactly the same way in different settings. Similarly, it is. '
1ikely that the school settings will have to adjust thgmse]ves, though in
different ways, in order to accomodate the innovation inta their settings.
These adjustments may be in the form of changing personnel or schedules or

administrative procedures. It is not likely that any significant innovation |

can be introduced without some organizational adjustment.

£

The Role of Incentives. For every innovation there are those indivi-
duals and groups who eipect to benefit from the innovation and those who
will either receive 'no benefit or will be disadvantaged by the innovation.

I

For Ehose advantaged, there are saidgio be incentives. For those disadvan-

taged, the innovation carries disincentives. It is not unlikely for those
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who are d1sadvantaged to offer res1stance to the innovation. Nor-is it
unreasonable for them to be 1ess than enthusiastic about an 1nnovat1on,
especially if they perceive the innovation as using themrto benefit someone
else.

The implication of this is that one should make every effort to design
and implement innovations in such\i\way that everydne benefits, and that the
benefits are clearly spelled out to those who are participating. In our own
work over the years Qe have come to view this as a cardinal rule of success-
ful innovation. People will more likely cooperate with those .innovations
that help them solve a peoblem that they have. Few people can resist inno-
vations that se1ve real, pressing problems. Few people will assist innovat-

jons that promise no personal payoff. |

. In summary, those considering the development and implementation of a
' t/e/1 linking subsystem should consider this as being so atypical of most
school district functioning as to regard 1t as . an 1nnovat1on. As'5uch the
innovation should be planned and implemented in such a way that those who
will be\affected by it will feel ownership for the plan, the plan will be
sufficient1y flexible and sequenced that it can be changed to meet changing
local conditions and circumstances, ne innovation will easily allow for
mutual adaptation and the innovation will be so.designed and expiained that
511 who will be invo]vedlin the plan will seerie it ways-to solve Eea1>and

pressing problems.
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- ' CHAPTER 6

1

School District Possibilities

in which district prsonnel, who are enroute to
their own instructional renewal, examine their
own situations in term$ of impediments as well
as facilitating conditions . . . '

to be submitted 12/01/82
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CHAPTER 6

'School District Possibilities

in which district personnel, who are enroute to
their own instructional renewal, exemine their’

own situations in terms of 1mped1ments as well

as facilitating cond1t10ns . . e

A
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Chapter 6

A . .
School District Possibilities

Sections
1. Improving instruction through the management of testing and
evaluation activities: an action planning perspective

a) Introduct1on
-~ b) Definition of action planning
¢) Attitudes on which district action p1ann1ng rest.
d) Conditions impeding or facilitating action planning

2. Alternative action plans: discussion and outlines

a) Test-Focused T

b) Curr1cu1um/Instructlon-Focused/
¢) School Planning-Focused

d) D1str1ctﬁﬁpnagementrFocused

3. Tips and Techniques:

a) Tests: Criterion- referenced Norm- referenced
b) Evaluation .
¢) Curriculum and instruction
d) School planning and assessment
J e) Management

b

4, - Initiatihg action planning: Discussion and Worksheets
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Section 1 b . >~

Imprcving Instruction Through the Management of Testing

and Evaluation Activities: An Action Planning Perspective
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Introduction

Earlier chapters in this book deal with varioﬁs aspects of the testing/
evaluation/instruction 1inkage.

Chapter 2 describes a district in a crisis 3i£uation erupting from the
public's reaction to publication of test scores. ‘A number of issues-are
explored -- for example, the accuracy of the press' interpretation of the

scores, the extent to which the”scdres serve as legitimate surrogates for

* student learning and as outcomes of the district's instructional effective-

ness. More importantly, the scenario implies that the specific crisis is an

instance ‘of a more chronic problem -- one which is generic to many districts
-- that i;,-theplack of a central district level organizational structure
which routine]y‘and effectively feeds back the evaluative data periddica]]y
coliected to asses; studen§ achievement into tﬁe instructional system which
impacts student achievement.

In Chapter 3, single factor so]dtion strategies, of ten proposed bydfhe
public and even by some educators, as responses to the immediate problem are
presented, discussed and rejected. We reject them because we believe that
taken individually, each points towards a dead-end d1rect1on. That is, ea;h
of them may be an 1mportant element in an integrated data-based 1nstruc-
tional management system. Singly, however, they are energy consuming diver-
sions not making much of a contribution to educational environmgnts which
enhance sthdent learning.

In Chapter 4, six districts who recognized the interaction between

assessment and action, between testing and instruction, tell how they devel-

" oped their own data-based management systems. One district's system looks
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very different from another district'g/ﬁystem; In 211 cases, however, im- .
proved student learning was the aim of. the system. . Tre teacher was recog-

nized as the key to the delivery of effective instruction. The role of the

.schoo1 as the setting within which teachers work was asknowledged. District

responsibility for suppor¥}gg the principal and the teacher with relevant
information and with'data-informed policies was asserted.

In_Chépter 5, the generic difficulties experienced by school dist§ic;sl
when they developed data-based instru&tiona] ménagement‘systehs are des-

cribed. Many school districts these days exist in turbﬁ1ent social, politi-

cal and economic environments. Their budgets may decrease while their stu-

~

dent needs increase. Their'popu1ation nﬁy shift within the district causing'

some schools to close, others to gc onbdoub]e session. The .first language
of many students may not be English. Student stress may be acted out in
terms of drug use, vandalism, absenteeism, violence. Such turmoil and_the
rapidity with which non-educational problems seem‘to accumulate may engender
cynicism‘or desﬁair on the part of school of%icia]s that they can educate
students at all. Ffor thése'educators, district management is focused on
instrhctiona] survival rather than instructional improvement.

In our view, school districts' need to respond to rapidly changing envi-
ronmental conditions is fuel for the déve]opment of a central office system
for collecting, analyzing, and using test or other evaluative data to en-

hance student progress and factors that seemingly contribute to or impede

“that progress.’

In this'Chapter, then, we' discuss specific ways in which districts who
are interested in such a point of view can engage in action planning to

create such a management system for themselves.
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A

Definition of Action Planning

As we use it here, action.p1anning.is not the nre-ordinate spécification
of goals and objectives accompanied by a blueprint of activities and by a
time/task line, although it might well have some of these characteristics.
Action planning is not the arm-chair product of a single administrator's
conception of a data-based instrnctional management system, although key(
individué]s might well have decisive influence. On the other hand; neither
is action planning a form of "muddling through® or ‘making it up as we go

along" although at particular times and for particular individuais, it may

‘well feel that way .

Action planning, as we infer it from the "heroic districts" who have
described their efforts in Chapter 4, requires district leaders with the
vision to so shape action and events that they cumu]afe into new struc-
tures. For example, in Los Alamitos, the unacceptabi}ity of tne criterion-
referenced tests first purchased by the district did not cause the abandon-
ment of the data-based instructional plan, but }ather refocused action on
developing a set of disfrict objectives. In San Juan, the difficulties with
Title I evaluations and program planning led not to abandonment of\éné idea
of p1anning and evalution but- to greater receptivity to the school site
pTanning orientation of the California Eariy.Chi1dhooa Education Program.

In these two districts,:as well as in the others in Chapter 4, individuals
did not know at fhe outset of their endeavors precisely what their data
mangement system would look like. Actions led to plans. These plans, in
tunn, gave rise to anticipated as ne11 as unanticipated ideas and events

which caused adjustments in subsequent actions and plans.
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Action planning, therefore, can be characterizgd as simultaneously reac-
tive and proactive, simultanecusly spontaneous and controlled, combining or
a]tefnating both the do{ng and the refiecting. Act%on planning is a process
which enables a district staff to atcommodatg to the complexities of the
external ehvirbnment§ with which they are in constant interaction. It seems

’

consonant with the loose codp]ing of a school district's internal subsystems

characterizing most school districts today.

_ Attitudes on Which District Action Planning Rest

The professional attitudes which often accompany district action

planning to create data-based instructional management systems. can be

divided into four categories. :
. b

Attitudes towards data. District personnel must believe -- in whole or

in part -- that
° data from tests and from other evaluative devices such as surveys,
observations, demographic statistics, are tools for describing the
current status of students, for analyzing that status and for
deciding how to upgrade it .

data from tests and other evaluative devices can be collected, ana-
iyzed and disseminated so as to be of use to a variety of audiences
-- e.g., teachers, prigcipals, staff developers, curriculum spe¢iali-
sts, administrators -- for a variety of purposes -- e.g., clinical,
programmatic, manag;ria], policy ‘

the management of data from tests and other evaluative devices must
be integrated with the management of classroom instruction, so ‘that
the two processes are comga&ib]e and interact with one another

Attitudes towards instruction. District personnel must belive -- in

Ly .

whole or in part -- that

° jnstruction can affect student learning in ways that can be measured
by tests or other evaluative devices.

teachers can manage the elements of instruction -- e.g., materials,

time on task, teaching strategy -- so as to affect student perfor-
mance on tests
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° }teachers who deliver instruction to students are themselves part of
and responsive to the school and the district context which influ-
ences how and what they teach.

the district central office has an important role -- facilitative or
directive -- in the instructional process as it occurs in their
schools; the district has overall responsibility for the learning of
the students who attend its schools

-

Attitudes towards management. District personnel must believe - in "

whole or in part -- that
® strong central office management -- of internal operations and of

relationships to schools -- can upgrade teaching and therefore effect

student learning - . -

central office management of tests, evaluations, curriculum, staff

development, materials, can be integrated and coordinated through

informal as well as formal mechanisms

. ~D . I .
there is no single “right way" to develop a data-based instructional
management system that can be imported from elsewhere and implanted
within the district '

" Attitudes towards change. District personnel must believe -- in whole

or in part -- that

° the development of a data-based instructional management system may
require changes in behaviors or in attitudes on the part of-adminis-
trators, principals, teachers, students

change in school districts is possible. It requires careful atten-
tion to the factors and forces which have "frozen" the organization
into its present configuratfion as well as understanding.cf the
“unfreezing" and "refreezing" processes essential to organizational
change and renewal .

it is 1ikely that change in school districts will be incremental
rather than radical, gradual rather than sudden, uneven rather than
orderly - , |

change may produce failures as well as successes

change may be threatening to some individuals or groups, energizing
to others : :
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Conditions Impeding or Facilitating Action Planning

"

There are many conditions.within school district organizations which
might impede the action planning needed to create data-based instructional

management systems. We can 1ist these briefly because they have a1reédy

been discussed elsewhera.

-]

rapid changes make it difficult to undertake a coordinated long term
effort to create a data-based instructional management system

boundary permeability requires schocl districts tc attend to or com-
ply with TegisTative and administrative regulations whether or not
" these actually contribute to local educational improvement

-]

weak technical core for education. The fact that there is a very
small number of research validated cause and effect relationships
generalizable to all teaching-learning situations encourages teacher,
principal and administrator reliance on their own working knoweldge
and insistance on their right to do so.

loose administrative coupling. Policy and administrative decisions
taken at the board and central office levels may not filter down
through school and classroom lavers to directly affect students. In
part, this may be due to imperfect communication devices, in part to
differing role-related perspectives about what is important to do, in
part to traditions within the American public education system.

There are, however, many conditicns which faciiitate action planning to
1ink *esting and evaluation with instruction. These can be devided into
conditions external to the district and those internal to it. They will be

nresented here in the form of checklists.
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External Conditions Favorable to Developing a

Data-based Instructicnal Improvement System

3

J

Stable student population with few sudden snifts in size or
distribution

Community support for pubiic education

L~

Community agreement con desired ecucational outcomes for their
children )

Community agreement on instructional methods

Community acceptance of test scores as jndicators of student learning
L

4 Sy >
E'S -

C}mmunity willingness to support district policies

Parent willingness to support instructional change
3

Media encouragement and willingness to learn about test score/school
practices '

Availability of external funds from governments, foundations,
businesses, etc. :

_| " Availability of consuitant assistance from universities, professional

|1

organizations, county organizations, other districts

Availability of research and development reports, journals, etc.
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Internal Conditions Favorable to Developing a

Data-based Instructional Improvement System

Strong “"idea champions” in positions of power or influence

Stable core of supportive staff in central office and in schools

Individuals with technical and computer skills related to
construction, selection, analysis of test or other evaluative data

Individuals with substantive and technical sk111s related to
curr1cu1ar deve]opment

Individuals with management skills related to team building,
consensus development, communications,.etc. :

Teachers interested in instructional improvement willing to make
changes in their own methods, materials, classroom management, etc.

Financial resources within the district to pay for svstem development
and maintenance

Availability of computer services
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Discussion

Each of the four p]ahs p(esented.in outline form here represents a
cong]omeraté'of actions undertaken by districfs in pu}suit of their intehded
ﬁurpose. |

As is evident from the stories presented in Chapter 4, not all d;s-

" tricts start from a clearly défined, explicit purpose. Some districts act
their way into new kinds of thinking, while other districts may think their
way into new kinds of acting. queyer, it is usually possible to ihfer from-
fhe statements of'key individuals, or from an examination of the activities,
whether district intentions are narrowly defined in terms of faising student
test scores or more broadly defined in terms of altering district management
processes:

O0ften, however, district intentions evolve over time. If impetus for
change comes, as we see in our Chapter 2 Scenario, from public outcry around-
test scores, the immedfate response of the district may be test-focused.
Hohever, as individuals in theJcentral office, schools and classrooms think
about strengthening the interaction between what téﬁchers do, what students .
learn, and the demonstration of learning on tests, district actions may move

in new'directiéns. This isﬁfhérggsencévof action planning as we have
defined it.

The four outlined plans are not exhaustive of all possib]g district
foci, but they do seem characteristic of the range: of school district action
strategies.

 The key difference among the plans is in the ﬁfvot point around which

changeé occur. "Possible payoffs" may appear similar among ptans but the

probébi]ity of their being achieved does differlfrbm‘b1an to plan. In Plan
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A, for example, gains in student achievement test scores are highly likely
in the short term whether or not important changes in instruction take
place. By contrast, in Plan B, curriceium-based iﬁstructionai changes may
occur well in advance of any rise in student achievement scores. In Plan C,
school site planning may well have beneficial consequences on school -
climate, teacher_moraie and student learning but these consequences may or.
may not be demonstrated py test score increases. The same'is true, at the
district level, for Pian‘D.

The bare-bones "action sequence” described in each plan are not
prescriptive. They only indicate some of the steps that many districts have
taken in pursuit of their explicit or implied pufposes. Specific ihdw-to'
suggestions which flesh out each of the plans are inciuded'in Section 3's
Tips and Tecﬁniques.

‘Our discussion of "district responsibility," likewise, is suggestive of
methods in use by districts. Each district is unique in terms of its
management style, its past history, its current situation; so each district
must work out its own arrdangements relating to directing, facilitating,
consulting with, informing, supervising, supporting'various«groups.

Finally, the “advanteges" and "difficulties" are summary compilations

of experiences which may be helpful.

RS2



1.

2.

3.

q.

v

- 247 -

Plan A: Test-Focused

Explicit Purpose - to raise test scores for all students or particular subgroup(s)

(e.g., language, SES, grade level, school) in all or a subset of
tested skills (e.g., reading, math, language arts)

Pivot point

Possible

EaZOI fs

Action sequence

District
responsibilities

Advantages

L)

- currently administered test(s) (e.g., a norm-referenced test such
as the CAT, MAT, CTBS, Iowa Test of Basic Skills; a locally devel-
oped or purchased criterion-referenced test battery; State assess-
ment tests; district or State proficiency tests)

- 2.0

2.1

3.5

- 5.0

Improved test ‘scores

Capability for tracking progress of individuals, subgroups, or
total population over time; tracking of teachers, grades,
schools by student scores. :

Provision of information to parents, board, media about stu-
dent achievement as demonstrated by test scores

Improved instruction

Identify test or subtest(s) on which scores are to be wraised
Describe target ‘students whose scores are to be raised
Analyze knowledge or skills assessed by test

Analyze past/current scores of students

Act: provide students with practice in test-taking skills,

.and/or provide students with practice on items similar to

those on the test, and/or provide .students, prior to test,
with instruction and meterials targeted to knowledge and
skills tested : -
Analyze test score results, disseminate and plan for addi-
tional action ‘

District administrators assume responsibility for raising stu-
dent scores. With appropriate input from curriculum and test-
ing specialists, from principals and teachers, they identify
the test and the students. Analysis of the tested knowledge
and skills can be done in the district office or by committees
of teachers. Analysis of past and current scores might be -
handled by a specialist. Development of action strategies
(and the supporting materials or procedures to implement them)
can be handled either centrally, or by school, or by teacher
commi ttee. : . o

Short term targeted practice for students on tested skills is

likely to raise their scores ........ expensively, without™
much system change.
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Difficulties
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- 6.0 Emphasis on raising, test scores my diminish attention to

6.1

non-tested learnings.

Emphasis on raising test scores may encourage cheating;

cause unproductive anxiety over test performance in teachers
and children; cause excessive reliance on single indicator of
student abilities.
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Plan B: Curricu]um/Instruction-Focused4

“a

Explicit Purpose - to improve classroom instruction for. all students or particular
subgroup(s) (e.g., by language, SES, grade level, school), for
all or a subset of specified objectives :

L. Pivot point - current teaching practices and materigls relevant to specified
objectives

2. Possible - 2.0 Improved instruction on particular objectives
payoffs 2.1 Impr?v?d student achievement scores on currently administered
test(s
Upgraded teacher skills
Improved classroom management
Improved classroom climate
Improvec support system for teachers ‘
Improved supervision system for teachers

L]
O WN

Describe target student group(s)

Describe desired student outcomes, e.g., in read1ng, math,

language arts

Select or develop tests, evaluative outcome measures (e. g.,

CRT's, text-tests, teacher tests, surveys, unobtrusive mea-

sures such -as rates of absentee1sm vandalism, etc.)

3.3 Analyze materials/instruction in relation to desired student
outcomes

3.4 Describe base line '

3.5 Act: coordinate texts:tests:teaching, and/or modify teaching

through training/supervision, and/or provide supports to

teachers: aides, pe....sts, materials, etc.

3. Action sequence -

L]
- O

[
2N

3.7 Evaluate using outcome measures and disseminate results
3.8 Take additional action
1. District District administrators assume responsibility for improving
responsibilities instruction. With appropriate input from curriculum, testing,

evalution, staff development specialists, principals and
teachers, they identify curricular objectives, present
instruction (teaching methods/matzrials) as well as the
changes in instruction which are called for. Central office
staff coordinate their cwn operations in areas such as curric-
ulum, testing, supervisiun, staff development in order to.mon-
itor, train, support, and assist teachers.

5. Advantages - 5.0 Attention is focused on improving those classroom instruc-
tional practices including teaching methods, time-on-task,
materials, etc., that are relevant to particular objectives,
particular groups of students. "M

¥ (

-t
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Difficy]ties - 6.0

6.1

6.2.

- 250 -

Test scores for norm-referenced tests may remain low if such
tests are mismatched with district curricular objectives or
text materials.

Instructional focus requires teacher support and willingness
to adopt new methods, materials, etc.

District-level coordination of support and supervisory
relationships with principals and teachers may be difficult.
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2.

3.
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Plan C:  School-Focused

Explicit Purpose - to improve school site instructional planning and assessment

Pivot point
Possibile

payoffs

Action sequence

District v
responsibilities

Advantages

- current school ranagement

2.0
2.1

Improved schgol management
Involvement of principal, teachers, community in teams to
develop school-wide problem identification, problem

- resojution, resource allocation

NN
.
WN

N
L]
o

.
oo

5.1
5.2

School programming adapted to local community needs

Improved student achievement scores on currently administered
tests

Improved ‘student knowledge, skills, attitudes on other
measures

Improved support system for teachers

Improved supervision system for teachers

Describe target schools

Do needs assessments/problem surveys

Identify high priority problems

Analyze existing data about school-level perfonnance on high
priority areas or problems

Describe desired outcomes: student, class-level, school-wide
Select or develop tests or other evaluative outcome measures
Identify and choose among alternative actions

Act

Evaluate using outcome measures

Analyze and disseminate results

.10 Take additional action

District administrators assume responsibility for improving
school site planning and assessment. With appropriate input
from commnity, principals, teachers, parents, district faci-
litates the organization of school site teams, prov1des them
with the needed training, techn1ca1 support, resources to do
their own problem identific:tion, action planning, implementa-
tion and assessment.

School effectiveness may be increased through community sup-
port, regulai* planning and assessment procedures, ownership of
solutions by principal and teachers, etc.

Schools can develop solutions responsive to their own
situation.

Process may lead to increased mora]e, feelings of eff1caqy,
school spirit, etc.
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6. Difficulties - 6.0

£.3
6.4

-~ 252 -~

Student test score increases may or may not be a high priority
school goal; test scores may or may not be afrected -- short
term or lcng term -~ by school site plans.

Leadersnip, composition, productivity of school planning
aroups mey vary greatly. ‘

Support, technical assistance, resources available to scihools
way be costly compared to observable benefits.

Gzins may be long term rather than short term.

sustaining time-intensive efforts may be difficuit.
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Plan D: District Management-Focused

Explicit Purpose - to coordinate all district operations towards the enhancement of
student learning

1. Pivot point - current district operations (e.g., te§ting, evaluation, curriculum,
. instruction, materials and media, supe-vision, staff development

2. Possibile -

Improved district management
Payoffs

Improved accountability system for principals, teachers
Coordination of test1ng, evaluation, curriculum, instruction,
texts, etc.

Upgraded teaching skills

Upgraded principals management skills

Improved public image

Improved district efficiency

Improved student achievement scores on existing tests

NN
N = O

NN
\l_U\U’l-Pw

3. Action sequence - 3.0 Identify and publicize district philosophy in terms of student
learning, teaching processes, management characteristics

3.1 Examine current situation in one or more areas by analyzing

existing data, collecting additional information from needs

assessments, prob]em surveys, 1nstruct1ona1 analyses, test

scores, etc.

Deve]op outcorme measures, other indicators of progress

Develop action plan for policy, administrative, school and

classroom levels

Act

Monitor progress using outcore measures and indicators, and

reassess

z - 3.6 Take additional action

ww w W
(a0~} w N

4., District District administrators assume responsibility for coordinating
responsibilities internal operations as well as school relationships in such -a
-way that student learning is enhanced. District takes leader-
ship in identifying the needs, problems, associated with improv
ing student learning; in directing or facilitating coordinated
action planning to meet them; in-assessing progress.

5. Advantages - 5.0 Examination and redirection of district management will lead to
— . . N . - -
more effective central office leadership, supervision, informa-
tion collection and analysis, etc.

6. Difficulties - 6.0 Test scores may not be affected in the short term by more
efficient district management. .

[N
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Section 3

Tips and Techniques: Criterion-referenced and Norm-referenced Tests

.

&,
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o
S




’ _ - 255 -

Criterion-referenced Tests

How To Decide If You Should Consider a.Criterion-referenced Testing Program

(If most of your answers are unboxed, you probably don't want a CRT
system. If most of your answers are in the boxes, you shouid
assume that a CRT system may be useful for your district.)

1. Do the tests that you now give -- either district-wide or by
teacher choice -- provide the teacher with information that NO YES
helps him/her tailor instruction to student needs?

2. Do the tests that you now give -- either district-wide or by
teacher choice -- provide the teacher with information that NO YES
helps him/her communicate with parents, aides, other
teachers, about student needs?

3. Do the tests that you now give -- either district-wide or by
teacher choice -~ provide the principal, teacher or parent NO YES
with information that helps him/her understand individual
student progress across grade levels?

4. Do the tests that you now give -- either district-wide or by :
teacher choice -- provide the principal with-information NO YES
about the learning of students by cTass, or by grade level,
or by some other relevant subgroup? .

5. Do you have, or want to develop, a minimum or standard set

of objectives that all, or identified subsets of, students - NO YES |
will achieve? ‘

6. - Do you have, or want to.develop, a cross-referenced system

that makes tests, texts, teaching time consistent with a set NO YES

of district-wide objectives?

7. Do you have, or want to develop, a set of remediation
techniques -- e.g., materials, programs, teaching methods,

-- for students who are non-masters of particular objectives NO YES

or groups of objectives?

8. Do you have, or want to deve]ob, positive teacher attitudes
and teacher skill in "teach-test-reteach" and "diagnostic/ NO YES

prescriptive" teaching strategies?
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Criterion-referenced Tests

How To Develop a Criterion-referenced Testing System

1. Recognize that the development of such a system takes time -- many
districts have spent wore than five years in develiping a system.

2. Recognize that there are tradeoffs for any major decision, and that a
districc's hest judgment combined with knowledge of the benefits and
costs is the best available method for making the decision.

3. Allocite roles and responsibilities for ‘developing the system.

4. Keep all re]evant_g%oups ~-- Board, unions, press, teachei's, parents,
etc., informed as appropriate. . , o

5. Decide on a start-up development strategy, either 1) one subject (e.a.,
math, reading, language arts) for all grades; 2) major subjects for one
grade. '

6. Compile a district curriculum scope and sequence by subject matter and
grade level, stated in terms of student outcomes, by any of the
following methods:

a. use available subject matter scope and sequenc: done by text
publisher;

b. borrow another district's scope and sequence ar adopt or modify;

c. infer from teachers what is alrsady being done by subjéc$ by grade,
write it down and refine it in terms of student outcomes;

d. hire outside consultants to create sequence;

e. train teacher committees to write student outcomes by grade and
subject area.

7. Identify importani end-of-semester learning objectives, and deve]opiitem
clusters for each objective. : '

8. Identify important en-route objectives and develop item clusters for
each objective.

i
i

9. Have teachers/subject matter specialists view items or revise.
10. Try out items with students and revise.

11. Package items into test booklets.
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13.

14,

15.

- 257 - ;

Develop administration procedures,.e.g., timing and conditions of
testing, and orientation for teachers. -
Develop scoring, and feedback procedures, e.g., turnaround time, format
for reviewing student, subgroup, class, grade achievement.

Develop remediation policies for non-mastery students at group, class,
grade, school, district level, as appropriate.

-~

Develop procedure to 1dentfﬁy and handle objectives and tasks that need
revision. i
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£

Lriterion-referenced Tests

Q

How To Purchase a Criterion-referenced Test System

1.

2.

Y
"~
D

11.

Locate the objectives that the test items have been written to measure.

Determine whechar tie tested objectives master district objectives; if
not, is the district willing to change instruction to match test's
objectives?

Determine whether written items match stated objectives, i.e., can you
infer objectives ;pgm items?

Determine whetherLdbjectives and the related test items are clustered in
the sequence in which your district teaches the objectives.

Examine the items. (Is the level of vocabulary, sentence stfuctufe,
format, appropriate.to the grade level and students you want tested?)

Determine whether test administration instructions are clear.

Determine whether the scoring of student answers to items is quick,
easy, ‘easy for teachers to interpret.

Determine whether there are alternate items available for pré/post or
retest purposes.

Ask teachers to examine specimen sets of items. (What prob]ems\hb\ghgyr ,
see? Can the problems be resolved?) -

Find out about the services provided by the test company -- training,
scoring, interpretation, development of - new items, tailoring of tests to
your needs, etc. -- and their costs. ' .

Weigh costs of purchasing tests against costs of developing tests.
(Think about dollars for salaries and time, available perscnnel, level
of commitment, tradeoffs with other activities, length of time til
payoff, etc.) ) .
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Criterion-referenced Tests
[ 4

How To Construct Your Own Criterion-referenced Tests

1. Spec1fy the objéctives the district wants tested. (These may be end-
) of -semester and/or en-route objectives.)

2. Describe the specifications for the items related to each objective --
that is, their content, the vocabulary, the types of distractors {for
multiple cho1ce formats) the criteria used in grad1ng {for essay or
short answer forrats), etc.

3. Develop item formats and sample items that describe a) instructions to
students; b) stimula limits; and c} responsge. Timits.

4. HWrite several items for each objective.

5. Review items for accuracy of content and instructional ambiguities as.
well as their conformity to spec1f1cat1ons.

6. Mix up the Jtems and ask teachers to match items to objectives, or to
infer objective from item. Eliminate 1tems that seem irrelevant. to
objective. ‘

7. Ask students to answer all items pertaining to one objective. Review
and revise items that seem to cause trouble, paying particular attention
to those items missed by students‘who answered most items correct]y.

8. Remember that you want a group of items, all of which measure the same
objective, that students who have mastered the objective will answer
correctly, and that.students who have not yet mastered the objective
will answer incorrectly. Ideally, you would 1like some multiple-choice

q jtems so that student errors will provide you with clues what about the
non-mastery student has misunderstood or missed.

»

How To Determine Test Length

o~

1. Recognize that test 1ength is a tradeoff between getting an accurate
measure of stucents' knowledge and skills (the more items, the more
reliable the test), and other uses for the time spent dn testing. '

2. Three or four items per objective seems to be pract1ca1 and feasible for
most situations. More items should be used when important decisions are-
to be based on student test performance.

3

How To Determine Passing Scores

-~

1. Recognize that passing scores are arbitrary and that mistakes can be
made.
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Set what appear to be reasonable cut-off points, e.g., 3 out of 4 items;
80 percent correct. Examine whether those students who "¢learly pass"
and those who "clearly fail" would fall into the same categories if mea-
sured with some other criterion such as teacher judgment, classroom or
homework performance, etc. Readjust cut-off point or revise items that
do not seem to discriminate between "clear passes” and “"clear failures."

Set up revieW‘procedufes for those students who fall between those who
"clearly pass" and those who “clearly fail."

Consider what remedies will be made available to non-passing students.

!
7
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) Criterion-referenced Tests

How To Support an On-going Criterion-referenced Testing System

1.

Recognizé'that the tests themselves, keyed to a consensus set of
objectives, are only one part of improving instruction through
management of testing and evalution.

Key curricular objertives cnd the cr1terzon referenced tests to
materials/media.

Key curricular cbjectives and the criterion-referenced tests to
instructional time and methods.

Develop procedures to find and handle difficulties with items, formats,
test administration, feedback to intere_ted audiences.

Sensitize groups to ways in which test data analyses can inform policy
making and administration in areas such as staff development, budgeting,
school planning, communication to public and media.

Remain aware of pbssibie undesirable side effects, among them

a. teaching tr2 test items

b. narrowing ingtruccion tu what is tested

c. negle tiag higi'achieving students

d. devotiry undus time to teiting

e. fragm. »tiia inLruction into measu'abie pieces,

Build in pr#vaz”. review of curriculz: objectives and tests.

s

A
(&)
~I
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Norm-referenced Tests

How To Decide i¥ tou Should Consider a_Norm-referenced Testing Program

—

If most of ,sur answers are unboxed, you probably. don't want

an NRT

program. ii most of your answers are in the boxes, you should

assume that an NRT system may be useful for your district.)

Do the tesis that you now give -- either district-wide or by

‘teacher ¢»sice -- provide the teacher with information that

helps him/ner tailor instruction to student needs?

Do the teits that you now give -- either district-wide or by
teacher ¢noice -~ provide the teacher with information that
helps kim/ner commi-‘cate with parents, aides, other
teackers, chout student needs?

Do the tests ‘iiwx you now give -- either dist(isx-wide or by
teacher choiis ~- grovide the principal, -teacher or parent

with informaticn that helps him/her understand individual
student prograss across grade levels? '

Do the igs3ts that you now give -- either district-wide or by
teacner choice -- provide the principal with information
«bous the learning of students by class, or by grade level,
¢: Ly some other relevant subgroup?

Do you have, or want to develop, a minimum or standard set
of objectives that all, or identified subsets of, students
will achieve?

Do you have, or want to develop, a cross-referenced system
that makes tests, texts, teaching time consistent with a set
of district-wide objectives?

Do you have, or want to develop, a set of remediation
techniques -- e.g., materials, programs, teaching methods,
-- for students who are non-masters of particular objectives
or groups of objectives? ' .

Do you have, or want to develop, positive teacher attitudes
and teacher skill in "teach-test-reteach" and “"diagnostic/
prescriptive” teaching strategies? ’ '
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11.

12.
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Do you need a test that will compare district students' per-
formance with others of similar background on particular
skill areas?

Is a norm-referenced test required by law or regu]at1on to
evaluate federal or state programs?

Do the Board, the public, the media, parents, colleges,
important others, insist on comparat1ve data on a
nationally-known test?

- Can you locate a norm-referenced test which meets the mini-

mum requirements of validity for your district's student
population, curricular objectives?

i

269

NO

NO

NO

YES

YES

YES

YES




- 264 -

Norm-referenced Tests

How To Purchase a Norm-referenced Test System

1. Choose a test that is matched as closely as possible to district .
curriculum objectives. To determine this:

a. classify the test items from the test form according to district
curricular objectives; ‘

b. tally the number of district objectives for which there are one,
several, or many test items included the test; \

c. tally the number of test items connected to those district
objectives taught to students prior to testing.

2.~ Determine from the manual if the test is normed with students similar to
those in your district at the time of year you plan to give the test.
(If not, consider how this would affect your interpretion of the scores,
if you use this test.) : :
3. Review the test for negative factors such as
a. test bias in content, vocabulary, pictures, etc.
b. confusing test administration requirements
c. confusing test format/instructiors to students
d. higher than usual per-pupil costs (20 cents per pupil is low,
80 cents at-the high end)

4. Find out what services and score analyses are available from publishers.

5. Involve a variety of individuals in test selection procedures, e.g.,
curriculum and test specialists, administrators, teachers, parents, etc.
."

6. Review as many relevant tests as possible. Get names from Buro's Mental
Measurements Yearbook, published by Gryphon Press, Highland Park, New
Jersey. '




Norm-referenced Tests

How To Interpret Norm-referenced Test Scores

1.

A student's percentile score 1nc1udes the percentage of the norm group
whose raw scores fall below the student's raw score. For; example,
performing at the 60th percentile means that a student's raw score was
higher than 60 percent of the students in the norm group. Test pub-
lishers should provide percentile scores for grades or schools as-they
cannot be obtained by averaying individual percentiles.

A student's standard score indicates how far above or below the rorm
g~oup mean of raw scores that student's raw score fell.

. ]'
A student's stanine score also indicates how far a student's raw score
deviates from the norm group mean of raw scores. The raw scores are
divided into nine intervals containing a fixed percent ge of the raw
scores. For example, 4 percent of the raw scores fa11 in stanine 1 and
in 9; 7 percent of the raw scores fall in stanine 2 and in 8; 12 percent
in stanine 3 and in 7; 17 percent in stanine 4 and in;6; 20 percent
in stanine 5. IF a student has a stanine of 9, he/she has done better
than 96 percent of normed students.

:
A student's grade or age equivalent score tells wﬂeré his/her raw score
falls with respect to the average performance of students at various

grades or age levels. There are many methodo]og1ca1 problems with these
scores and many experts recommend they not be used.,

v [
Consult with test publishers to determine most useful analyses for dis-
trict purposes, e.g., by individual, class, grade, -school; by student
characteristics of instructional relevance, such as language, SES,
length of time in school, etc.; by subtests.
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Norm-referenced Tests

How To Use Norm-referenced Test Scores

1.

To group or place students. Examine scores on particular content or
subject areas and group students with similar skill profiles or group
heterogeneously according to some instructional philosophy.

To diagnose student needs. Examine subtest results to determine findi-
vidual pattern of achievement/deficiency. Look for surprises, that is,
students who do better or worse than expected on all or some subtests.

To evaluate instructioné] programs. Compare actual performance of

students with expected performance. Examine reasons for correspondence .. .

discrepancy, e.g., is it in the test? the instructional program? or
the match between test and instructional program?

Or, compare students' gains from year to year to get gross estimates of
actual performance versus expected performanceﬁgver time. Examine
reasons for correspondence or for discrepancy. -
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Tips and Techniques: Evaluations
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“ Evaluations (List of topics)

.

develop non-test eya]uations of student achievement: o
develop non-test evaluations of instructioné] programs )
regularize collection of non-test eva]uative.data
disseminate findings from non-test eva1ua§ive data

insert evaluative data into policy and administrative decision
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Tips and Techniques: Curriculum and Instruction

. 275
ERIC /
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Curriculum and Instruction (List of topics)

How to decide if you need a unifom set of curricular objectives

How to develop curricular objectives by subjact areas, by gradé
levels .

How to identify milestone objectives for which test items could be
developed

How to index curricular objectives to text and other materials

How to assess instructionai time/amount of practic. students receive

on curricular objectives _ 5 :



Tips

and Techaiques:
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School Site Planning and

AN

_77

Assessment
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School Site Planning and Assessment: (List of topics)

How to decide on the desirability of school site planning and
assessment ' .

How to initiate school site planning and assessment

How to form, facilitate, train and support school site teams

How to determine data needs of and data presentations to,§éhool site
teams

How Lo assess whether school site teams are cost effective

~—

- ~ 278
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Tips and Techniques: District Management
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District Manacement: (List of topics)
How to identify :..ds for coordination among district operations such
as tes.ing, evalus +m, curricuium, instruction, staff development

How to select and i.{ 2ment appropriate coordinating mechanisms emong
district operations

. N v
How to collect, analyze «: <sseminate data useful in policy )
decisions

How - Gollect, analyze a~. . .<%:inate data useful in school
impy svament

How te ~.tiect, analyze a.. ‘'.zeminate data useful in classroon

decisio. ¥ ing

How to neoiide school-level supposts, supervision and training so
that principalz and teachers use test and evaluetive data to improve
instruction

e
o
O
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Section 4

Initiating Action Planning: Discussion and Worksheets

Y
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Discussion

The six worksheets here are intended as guides or agendas for groups of
people assemb]ed‘by district administrators for the purpose ;f initiating
planning to improve instruction through the management 6f testing and evalu-
ation activities. E

It is anticipated that many of the conditions facilitating action
planning are present in the district before this process is begun. For
example: |

1) an external environment which is supportive of

instructional improvement, and the use of test scores
and other evaluative data to report on student progress

2) idea champions and supporters within the district

who have the motivation, skills and power to move the
district in this direction

3) resources and time to consider alternative action plans

and to manage the implementation of decisions resulting
from that Consideration ‘

Worksheet #1 examines current practices. Its intended’outcome is based
on understanding of constraints -- those that-are fixed and those that are-
alterable. ’

. Worksheet #2 explores satisfaction and dissatisfaction of varjous indi-
vidua]g and groups with current practice.: Its intended outcome is identifi-
éation of agreed-upon troub]esomg areas or prob]em;. |

Worksheet #3 surfaces recent attembts or thoughts aiout change as w§11
as thé supporting or opposing parties. Its intended outcome is arréying the
reasons why changes have or have not come about.

Worksheet #4 elicits ideas and suggestions for action planning and iden-

tifies where support or resistance is likely to come from. Its intended

outcome is an informal identification of priorities.

ERIG .
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Worksheet “5 is a force field analysis for high priority areas. Its~

intended outcome is o detailed description of factors influencing action
planning.
Worksheet #6 is a further listing of factors infiuencing action

planning. Its intended outcome is the formation of an action plan.

283
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1. WHAT IS THE DISTRICT NOW DOING IN THE AREAS OF TESTING, EVALUATION, CURRICULUM, INSTRUCTION?

. What tests is the district now using? For each of the tests, think about: 1) who/what influenced the selection of
that test; 2) who is now interested in having the test given; 3) who now sees the test scores; 4) what use, if

any, do various groups of people (e.g., parents, t ars, principals, central office, press) make of the scores;
5) what would happen if the test were not given? :

|

. What evaluations does the district now do? For each evaluation activity, think about: 1) why is the evaluation
done? 2) Who is interested in having the evaluation done? 3) What use, if any, do various groups of people
(e.g., parents, teachers, principa]sL central office, press) make of the findings? 4) What would happen if the
evaluations were not done? 1

- 8L¢ -

. What curriculum does the district now have? What are its characteristics (e.g., to what extent does it guide
teachers' choice of content, skills; to what extent is it consistent with texts, tests; to what extent is it
differentiated for subgroups of students)? What ould happen if the test were not given?

. What instructional policies does the district now have? To what extent are they implemented in the ¢lassroan?
Who/Mhat influenced the development of the policies? Who oversees thir implementation? What would happen if the

instructional policies were changed?

What is now being done that must remain in place? s .

ANALYSIS What changes could be made? ,

What factors must be considered when making changes? .
- - . s
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2. HOW SATISFIED ARE VARIOUS GROUPS WITH WHAT THE DISTRICT IS M1/ DOING IN TESTING, EVALUATION, CURRICULWM, INSTRUCTION?

TESTS
la. Mnat are areas of satisfaction Who holds lb. What are areas of dissatisfaction Who holds
with current tests? these views? with current tests? these views?
k]
EVALUATION
2a. k’(\at are areas of sag'sfactjo.'} . Who holds . What are areas of dissatisfaction Who holds
with current evaluation activities? these views? with current evaluation activities? | these views?
CURICULLA 1
N
3a. Vhat are areas of satisfaction Who holds D. hat are areas of dissatisfaction Who holds >
with current curriculum activities? these views? vith current curriculum activities? these views? '
' )
INSTRUCTION
4a. What are areas of satisfaction with Who holds . &, What are areas of dissatisfaction Who holds
current instructional activity? these views? with current instructional activity? | these views?

s |

What are areas of consensus and developient among various groups?
What are major areas of satisfaction? Major areas of dissatisfaction?

287







3. WHAT CHANGES HAVE BEEN RECENTLY CONSIDERED (R MADE IN TESTING, EVN.H\TION», CURRICULLM, INSTRUCTION?

1. in the area qf testing (e.g., eliminating, replacing, adding tests; changing dates; changing analysis; changing dissemination.
of results, etc.] - - t \

changes considered who suppported/why? - “who opposed/vhy? what happened?

.2. in the area of evaluation: (e.g., eliminating, modifying, adding evaluations; changing questions, desigi, instruments,
analys1s .dissemination of resu]ts etc.)

chang.: considered who suppported/wfw” who opposed/vhy? "~ what happened? |

3

3 in the area of curriculum: (e.g., eliminating, revising; redoing)

changes considered who suppported/why? | who opposed/why? . vhat happened?

4.in the area of instruction: .

changes considered | who suppported/why? " who opposed/why? ‘ what h?ppened?

A

~

What changes have been made and what were the reasons they were made?
Who were internal and extermal "idea champions"? Supporters? 289
How did they influee the changes? ‘ ' ¢

, ANALYSIS
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' 4,

IN THE AREAS OF TESTING, EVALUATIO&, CURRICULUM, INSTRUCTION
WHAT WOULD VARIOUS GROUPS LIKE TO HAPPEN? )

/

. -‘%5’ kmg . .

The community/press
would like

-

The school Board
would like

Centrg Office staff
wo(gd 1ike

e.qg.

Principals would like

Teachers would like

Students would like

_ Parents would like

- 18¢ -

—t

Long-term/Short-term?

ANALYSIS

What are areas 6f consehsus and disagreement among various groups?
Can desires be categorized: Easy/Difficult; Inexpensive/Expgnsive;
What high priority areas for action planning can be identified?

”t
-
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5. FOR EACH HIGH PRICRITY AREA LIST FACTORS FACILITATING/OPPOSING CHANGE AD THEIR STRENGTHS

Strength - Factors facilitating Change - . Factors Opposing Change , Strength
High Med. Low. : ; , CHANGE = Hich Med. Low
L) : . - <
— < \,

—_— —— — — ( _— v (_'
v - 4 ~
-— — - — — ]/
e . W | .
——— — - L —— —
\ .
A r— S— a—— S ———— Dpapae ———

/

F

- Can the factors facilitating change be increased; factors cpposing change
ANALYSIS |! decreased? : . : s .
_/hmong all the priority areas which seems the most feasible plan to begin?

Q v o B : ' - T : .. n 293 .
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l 6.. FOR THIS HIGH PRICRITY AREA, SHOULD THE DISTRICT BEGIN ACTION PLANNING?

1. State the explicit purpose for district action

Who shares them? L

Wno opposes them? - . : - \
2. State the auxiliary payoffs cesired by the district = = . , | L

Who wants them? . L ' .

_Wno opposes them?
3. Yhat are cost est_ina{:es for action? ) -

4. What needed resources, e.g., skilled personnel, -
materials, equipment, etc., are available? . N

5. Wnat is a réasonab]é timeline for action?

'

6. “ What should the roles and responsibilities
of the Board be, if any?

7. What should the roles and responsibilities -
of district adninistrators be, if any?

8. What should the roles and responsibilities 3
of principals be, if any? _ -

R

9. What should the roles and responsiblities -
of teachers be, if any?

10. What problems can be anticipated?

—

11 How will outcames of the actions be assessed?

~

role d=finition to move on this priorﬂy?

e " 4

: ANALYSIS - Is there sufficient clari of /pose, Su rt, resources
294 ‘ H fy of .purpose, Suppo 095
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