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Forevord

Dr. Ri:hlrd C., Wallace, Jr. becawme the Superintendent of the
Pittaburgh Public Schools in the PFall of 1980, Since his first day in
office, ataff of the Learning Research and Development Centsr have had
the pleasure of working closely with thia very {innovative
auperintendent. In recognition of thia cloae tie, Dr. Wallace became
an LRDC . iter Asaociate last year. We are pleaaed to have this
opportunity to share with othera through this publication aeriea his
current thoughts on the critical role of the .superintendent,

\
\

-
Abotract

Thia paper points out the critical role of educational leadership in
meeting the challenges of public education. It presents a description
of the role of an educational leader and provides examplea of data
driven educational leadership in one of the nation”a major cities.
Three innovative programs are discussed: Monitoring Achievement in
Pittsburgh (MAP), Pittaburgh”s Research-baaed Instructional Supervisory

Model (PRISM), and the School Improvement Project (SIP).
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I, Opportunity for Fducational Leadership

The recent report of the National Commission on Excellence in
Educaticn has provided the stimulus for a much neaeded reaxamination of
our public educational aystema. This 1983 report has helped to make
education a focus of considerable discussion, Whether or not one views
the report as an accurate presentation of the status quo 1in Amarican
schools, it does provide an opportunity to focus the attention of both

the profession and the public on much needed educational reforus.

There are now more . éhat twenty studies either in progress or
recently completed whichk concentrate on American -.econdary schools. The
(ollege Board Project Equality repori (1983) prcvides a constructive
fremework for auperintendenta and others to begin to view educational
out:omes for college bound utude}ts. Boyer (1983) paints a rather
dismal picture of American secondary education; however, it also
provides a "blueprint” for action planning. Goodlad (1984) recites a

litany of problems about public schools.

These publications can be viewed as an opportunity for
superintendents to provide leadership to bring about a careful
assessment of their district”s statua. In this way, the auperintendent
can focus public attention on developing and implementing plans to
improve the quality of education in the schoola. They must seize this
opportunlé& to provide forceful and constructive educational leadership.
Now more than ever, the nat{on”s schools need aggreasive and effective

leadership.,
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This article represents the '"reality based" experience of the
author as an administrator and chief executive officer in several
diverse school districts. The description of the school superintendent
presented herein differs significantly from the conventional view of

that role. It calls for a new focus and s significant change in how ‘a

‘superintendent allocates time and delegates responsibility. Given the

problems currently. facing American schools, perhaps the time has come to
evaluate the primary function of the superintendent of schools and

reexamine programs that train school administrators and superintendents.

The Role of the Superintendent

The current perspective of the role of superintendent 1is heavily
oriented toward sanagement functions. The four B°s of adwinistration --
busses, budgets, buildings and bonds -- have tended to occupy much of
the attention of wost superintendents of schools. Personnel
ldninint;ltién functions 1including staffing and. evaluation also
constitute a major responsibility of the superintendent’s role. Over
the past ten years, many superintendents of schools have had to occupy
themselves with planning for retrenchment because of the drop in the
birth rate. With a focus on school closings, reductions in force and
related matters, it 1is easy for the superintendent of aschools to lose
sight of the major reaponlibiiity of the position -- the education of

youth.
4

From a research perspective, Pitner”s recent study (1982) indicates
superintendents currently consume wost of their time in.communications
of one type or another. Most of that time is spent in a reactive wode:

responding to requests for action, sttending to logistical matters, and

6




Page 5

participating in ceremonial activities, While Pitner finds the dominant
characteristics of a superintendent’s activities to be communication

.oriented, she did find differences among the activities of male and
female superintendents, Male superintendents tend to focus their
activities on maintaining or improving organizational structure,
planning or overseeing the construction of new buildings, and passing
tax levies. On the other hand, female nuperintend;ntg tend to concern
themselves more with specific educational ideas and curriculus issues.
Nonetheless, in Pitner’s view most of the superintendent s time is spent

on noninstructional or noneducational 1asues.

Given the energing focus on the need to improve the quality of
education in American schools, s new opportunity presents itself for the
superintendent to assert the role of educational leader. The remainder
of this paper will explore the role of tﬂe superintendent as educational

leader and will present examples of leadership idess that can be applied

in an urban district.

The Educational Leadership Role

A rich body of 1iterature exists related to leadership
effectiveness. The processes and the effects of leadership have been
researched from a variety of perspectives. Those perspactives depend
upon views of the role of leader, definitions of the criterion of
leadership effectiveness, and tendencies c¢f the 1investigator with
respect to data collection and analysis. Yukl (1982) briefly describes

the results of various approaches to leadership studies as follows:
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The "trsit spprosch” emphssizes the personsl dqualities of
lesders snd seeks to identify the traits snd skills thst
contribute to lesdership success. The ‘"powsr-influence
spprosch” sttempts to explsin lesder effectiveness in terms of
the source snd amount of lesder power snd sanner in which 1t
is exercised. The "behavior spprosch” sssks to identify the
pattern of behsviors snd sctivities thst sre chsrsctéristic of
effect lesders. Situationsl theories cut scross the other
three spproschés snd emphasize how sspacts of the leadership
situstion determine whst trsits, forms of influence, or
patterns of Dbahsvior are essentisl for lesdership
effectivaness.
Although s full body of litersture exists relstive to leadership
per se, studies of the leadership impsct of superintendents sre slmost
non-existent (Pitner, 1982). Virtually no resesrch litersture exists on

the impsct of the role of the superintendent ss educstional leader.

This srticle focuses on the educstionsl snd instructionsl
lesdershiy of the superintendent, particulsrly ss it relates to.the
improvement of public educstion in todsy’s schools. it is the position
of the suthor thnt)thc superintendent must exert vigorous lesdership to
improve instructionsl effectiveness snd promote stsndsrds of cxcfllcncc
in the schools. In this regard, it 4s criticslly important that the
superintendent exemplify instructionsl ieadership in his own behsvior

for principsls teschers snd other professionsls to emulste.

Throughout this article, educstionsl lesdership is defined ss the
process of sctively influencing others to estsblish sna uue mutually
agreed upon methods to schieve desired educstional outcomes. The
superintendent who is the instructionsl lesder of the district is one
who: (a) uses svsilable resources to snslyze needs; (b) develops,
{mplewents and evslustes plsns to schieve educstionsl gosls; (c)
employs s process of reciprocal leadership in which he or she influences

others (and 1s siamilsrly influenced) to estsblish effective

8
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instructidnal methods to achieve ghe mutua)ly desired educational
improvement goals; (d) promotes a consistent framework of effective
teaching and learning, and provides clear expectations for teachers and
administrators; (e) fosters instructional effectiveness through
observation and follow—'p conferences with principals, central office
adnlnintr;torn and teachers; (f) recognizes, encourages and supports
the emergence and development of instructional leadership in stsff; and
(g) monitors the instructional program through observation and data

enalysis to insure that students learn effectively.

The State gg the School Districe

The first step in providing educational or instructional leadership
is to gain an understanding of the present state of the districc, It is
imperative that the superintendent analyze all felevant data at his/her
disposal that might provide insights about the current functioning of
schools in the district. These data can provide the foundation for the

development of priorities for the district.

One must begin with an analysia of the strengths and weaknesses 1in
learning achievemant of students, This can be achieved by thorough
analysis of standardized test results. Objective level analyses by
grades and by 1individual schools are a good place to start., Other
salient information that related to the effectivene?s of teacher-pupil
interaction 1in the district should be analyzed to gain a careful
assessment as a méans of developing a fiia foundation for planning.
This {includes such 1indicators as failure and drop out rates, school
climate and standards. An analysis of these data in relation to student

attendance, teacher absenteeism and the like can be impo:stant in helping

Ric 9
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to shspe an’ sccarste image of the stste of the school district.
Identificntion of the strengths snd weaknesses of the district ss well
88 the observstlon of trends in the dats that describe the district’s

current ctstus sre importsnt in developing the foundstion for effective

plenning.

)
It 1s slso importsnt for the superintendent to gsther dsts on the

opinions of the genersl public, parents of public school students snd
community leaders to gsin their perceptions of.the needs of the school
district., Involvement of these vnfioun publics is necesssry to obtsin
the required morsl snd finsncisl support for the schools, ‘In thin‘ wey,
the needs of the district sre |nneincd through surveys of vsricus
stskeholder groups ss well ss through snslysis of more direct indicstors

of the stste of the system.

District Gosls
' \
After clsrifying the existing stste of affsirs snd the desired

ststes of performsnce in the school diltriét, it is importsnt that the
superintendert work with the bosrd of educstion &nd leadership personnel
within the district snd the community to identify priorities for sction.
It 1s not possible t& undertske comprehensive 1nprovcleﬁt for s districe
all at once. No school district hss the resources to accomplish sll
thst must be done at one time. Therefore, the bosrd, superintendent,
stsff snd public wust identify those priority aress thst sre to be
addressed first. It is necessary to hsve the bosrd formilly adopt snd
endorse the gosls ss a basis for action‘plsnning by the district’s

personnel .

10
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Having established the briorltlen. the board and the. superintendent
must then work together to devise specific action plans to address the
priority ;rels. ‘Various task forces should .be established, working
under the overall direction of the supe&tntendent. to plan how the
educational improvements are to be brought about. At this point, it 1s
important that the auperintendent involve l?ldernh1p1both at the central
office and the school level. Teachers must be involved in the
development of both short-term and long-range plans that addrsss each of
the priority areas. The involvement of - teachers lﬁd principals 1is
crlflcal since Ehcy will have the responsibility Eo carry out the
improvement atrltegien. ‘Since achievement uofo\educltlonal goals 1is
important for the community at Tlllrge. comauni.y members lun“t‘ also be

involved in the development of.pllnn to address priority educational

outcomes,

As the plans are being developed to address the educational
priorities, an evaluation plan must also be develo:ed to gauge the
effectiveness of the improvement program. It lo_lnportant that & clear
notion of success criteria be established prior to the lnplanéantlon of
any plan. The superintendent, working with his own" . staff or
consultants, must plan for two types of evaluation: outcome evaluation
and process evaluation. Process evaluation refers to the data gnther?d
and decision making that are required to "monitor and tailor" programs
(Cooley, ..83). This is done while they are in operation so that they
can be adjusted to produce the maximum results. This kind of evaluation

is most important since "the best laid plans” often need to be modified

in order to produce the desired results. Outcdme evgluatlon is denléncd'

to provide data that could verify the ultimate results of the adopted

changes, The {ucrease of student academic achievement or the lowering
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of the dropout rate are examples of outcome indicatore. It has been the

experience of the author that it‘typicnliy takes three to five ysars to

Y

. b4 o
obtain meaningful resulte ,fral -afforte " to improve the quality of

n

achooling. Outcome data are critical in euetaining bosrd eupport for an

innovation.

Iwplicatione for Clarifying Role i St

L]

Thorough' educational binnning provides the framework for
inetructional lfflcéivuncnn. Thic in turn forme the baeie of the role
ahift from the luporintcndﬁnt of achoole 60_'thc superintendent of
education. The cgpcrintcﬁdcnt‘ of education wust conetantly have an
inetructional focue in #ind and rllnt, all other managerial aspecte of
the role to that inetructional focus, Pereonnel evaluation, etaffing,
budget development and public relatione will be conducted from the pdint
of view of promoting the .inetructional effectivenses of the district.
By providing an inetructional focue for teachere, adminietratore and
etudant, the ;;pcrintcndcnt can generate the perception that the
learning of atudente ie the wmoet important pro&uct of the echool

"

district,

¢

Given the nature of fiscal conetrainte, educational -improvement

will have to be achieved by "creative use" of exieting etaff. With eome

exceptions, most school districte acroess the country will expsrience
enrollment doclinainnd therefore lchool'cloq}nsl and pasreonnel lnyoffl,

There will be rclntivelyilittll‘"nlw blood" coming ‘intoc many achool

districte. In order to bring ‘about a higher level of instructional ",

effectiveness, the superintendent muet focus on the dlécloplcnt of

exist ing staff 1f the goal of educational im)rovesient ie to be achieved.

12




Page 11

One of the major problems facing superintendents will be developing
an {instiuctional focus among school principals. Most choollprinciplln
\1ike superintendents) were not trained to be instructional leaders.
Their training tends to reflect the management aspacts of the role.
Therefore, principals wmust learn to accept the new instructional
leadership value and must 21s0 acquire the knowledye and skills in order
to fully operarionalize the role. This will not occur quickly because
it requires a significant shift in values and 1is 1likely to meet

considerable resi..unce from those administrators who have baen

comfortable playing the role of school wmanager. Therefore, the \

development and implementation of a long-range plan of .tléf development
for principals 1is critical. It 1s d{wportant that principals ard
supervisors know how to observe teaching to 1identify elements of
effective performance and provide feedhack to teachers to enhance the
effectiveness of the instructional process. Vigorous staff development
programs will generally be necesiary to achieve a consistency in

approach among administrative staff.

Teachers will need to acquire new insights regarding effective
instruction 1f esignificant progress 1is to be made in student
achievement. Any educational improvement efforts must be perceived by
them to be both manageable and effective. The best way to insure this
is to involve teachers heavily in the development of those {impiovement
plans and staff development programs. Then they will perceive them to
be relevant to their needs and the needs of the district. For similar

reasons principals must be involved in planning for their new role.

13
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The superinteudent must be awars of the dynamics of the educational
change process and how it will affect teachers and principals 14 lchool
settings. Tne introduction of planned changes in educational prograns
will produce considerable anxiety among all participants. Every person
involved in the change process will undergo intense personal concerns as
they encounter new programs. Such concerns produca enormous anxiety
which will ba msnifested as resistance behavior unless they are

.

recognized and appropriately treated.

Finally, the superintendent”s role must also be characterized by an
evalustion and planning focus. The superintendent must continually be
alert to the data communicated regarding the effectiveness of various
programmatic efforts. Effectiveness data will range from very “gofe"
data (teacher talk in the faculty rooe) to "hard" data (student
achievement test scores). It dis data both formal and inforsal, both
direct and indirect. All of these evaluative data help to develop a
broad picture of the effectivene*s of various improvement strategies,
The superintendent must use these data as well as other information to
constantly refocus, refine and extend the planning and implementation
effort. Planning never ends! Once plans have been developed,

implemented, evaluated, and Jjudged to be successful, it will then be

time to reassess ncedw and develop new plans.
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11. A Superintendent of Education

This section provides an account of how the author went about the
process of providing educational imprnvement leadership for a large

urban district, Snecific actions taken will be described.

Aspessing the Needs 2£ the District

In September 1980, the author assumed the Superintendency of the
Pictsburgh Public Schools. At that time, a need was perceived to focus
the attention of the Board of Education on the district”s wmost serious
problems. This was judgsd to be important if the author was to have an
opportunity to provide effective educational leadership for the district
and {f the Board, the staff and the general public were to develop a

sense of movement toward the resolution of the district’s problems.

The author inittiated the design of a Needs Assessment Survey that
was conducted by Dr. William Cooley and his staff at the Learning
Research and Develppnent Center, University of Pittsburgh. The survey
was developed and pilot tested in October 1980; the full scale
community survey was completed by the end of November. The data wers
analyzed in December 1980 and presented to the Pittsburgh Board of
Education in January 1981, It is important to understand that the Needs
Assessment Survey took two forms: (a) a survey to identify the
perceptions of the improvable conditions in the district from a wide
array of persons both within the broad community and within various
district employee groups, and (b) an analysis of'.exinting data that

might shed additional light on problems identified through the survey.

15
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The broad-bseed dietrict and community eurvey, termed the "Dynamic
Survey," ssapled the perceptions of sll levels of employses in the
district, including but not limited to clerks, cuetodisns, teachere,
sdministrstore snd board wembers. Businees and community leaders,
psrents of children in the public schoole snd privste schoole, se well
88 the public at lsrge wers also eurveyad. The "Ststic Survey" dealt
with the snslysis of data avsilable from the records of' the Board of
Public  Education. These dats 1included such indicators ss pupii
sttendsnce recorde, student schisvement, teacher sbesenteeism, and the
like. The purpoes of the 'Static Survey" was to see what, if sy,
relationshipe exieted among the dsta that might be useful in the Bosrd“e

priority setting and the dietrict’s educational improvement planning,

Board Priorities

In Jsnuary 1981, the Bosrd of Education mat in s day long eession
to review the dsta from both surveye. Following the data presentation,
the Bosrd deliberated and resched conseneus on two major priority arease:
school improvesent and coet effective mansgement, In the area of echool
improvement, the Board further identified six echool improvemant
priority areas: (s) 1improving student schievement. (b) improving the
effectivenese of personnel evaluation, (c) mansging enrollment decline,
(d) 1improving the sbility of the district to attrsct snd hold studente,
(e) improving the quslity of school discipline, ard (f) 1mproving the

performance of low achieving schools,

16
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In Pebruary 1981, the Pittsburgh Board of Education, in its formal
legislative session, voted these priorities as the primary agenda of the
school district. The Board alsq charged the administration to develop
and submit plans to addrass each of the areas listed in the priority
statements by July 1, 1981. Those plans were delivered as requested and
the Board took the suamer to review them. In September 1931, the Board

formally approved the district’s priority plans as submitted.

Three of the major initiatives undertaken to address the Board”s
priorities will be presented and discussed here: . (a) Monitoring
Achievement 1in Pittsburgh (MAP), (b) Pictesburgh®s Research-based

Instructional Supervisory Model (PRISM), and (c) the School Improveme:t
Project (SIP).

MAP:  The Achievement Priority

The MAP program is the district’s effort to improve student
achievement 1in basic skills. MAP instructional testing programs strees
focused instruction on a limited number of objectives with periodic
feedback to students, teachers, parents and administrators. The pystem

. provides a class profile for teachers (analysis of errors and individual
profiles for studgntu and parents. The diagnostic class profile is used
for instructional planning and the individual profile for reporting the
progress of students. MAP programs are now implemented in mathematics,
writing, ieading, and critical thinking. MAP science {is currently {in

pilot testing.

17
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The development of MAP Mathsmatics began in November 1980. This

program was initiated becauss the author had a sense that student
achievement would be identified as the top priority of the Board. It
was judged to be ;pportlnt to begin a project that could be readily
dsveloped and implemented and also produce an immediate success. The
district needed to focus on positive learning outcomes after a decade of
dealing with a difficult desegregation problem that divertsd attention
from educational programs. Mathematics was chosen because it is a
relatively easy area to work with in achievement monitoring; it is easy
to gain consensus on objectives and to develop test ltll!.. The author
also had prior experience in developing such an instructional monitoring
aystem. MAP Writing and Reading development were initiated in the
summer of 198). MAP Critical Thinking began in January 1982 with the
aupport of a pilot test by the Board of Education; full scale
development of MAP Critical Thinking began in September 1982, and this

program is now in its first year of full scale implementation.

Assumptions. MAP is based on four major assumptions (Wallace,
1982): (a) classroom teachers represent an untapped -resource for
improvement in our schools, (b) tests of any kind must be viewed as
imperfect wmeasures of student learning, (c) teachers must focus on
fnstruction and be encouraged and support in that regard, and (d) the

principal must be recognized as the instructional leader in the school.

The experience of the past two decades has clearly demonstrated
that If we are to bring about effective change in the wuchools, the
teachers mnuat be involved in the development of that change process and
the change program (Sarason, 1971; Goodlad, 1975; Hall & Loucks,

1978). Reapect for teachers is a key ingrsdient and the first major

18
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assumption in the developwent of any school improvement initiative
(Wallace & Reidy, 1978). The full and 1legitimate involvement of
teachers 1s essential if we are to achieve success in modifying the
schools and increasing student achievement. PFurther, teachers should be
recognized as instructionsl decision makers (Shavelson, 1973; 1976),
Efforts to improve their ability as instructional decision makers who
promote effective student learning ahould be recognized as a top

priority.

fhe second major luiunptlon of MAP asserts that any measure - of
student learning is imperfect. Educators nust recognize that inferences
drawn from the use of wmultiple imperfect measures (as opposed to
exclusive reliance on a single criterion) are likely to increase the
validity of teacher judgments sbout student achievement. Further, the
promotion of the teacher”s role as instructionel decision maker will be
enhanced to the extent that they are encouraged and support in their use
ot wultiple sources of information in ilklng judgments about student
progress. Therefore, student performance on homework and teacher-mad-
tests, Involvement in classroom discussion, as well as performance on
normative achievement tests and criterion referenced tests must all be

viewed as contributing to the instructional decision making process.

The third assumption relstes to focused 1natruc;10n. It 1is our
belief, derived from the research on mastery learning (Bloom, 1971),
that teachers must focus the attention of their students on a limited
number of ohjectives and insure that virtually every atudent acquires
mastery of those learning outcomes. By focusing the attention of
teachers and students alike, we increase the probability of students

achieving the desired outcomes.

19
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Finally, with respsct to the fourth assumption, the research on
effective achools indicates that ths principal is the key figure in
promoting an instructional focus in ths schools (Edmonds, 1979). It 1s
our assumption that principals can make a significant diffsrencs in the
effsctivensss of classroom instruction and studsnt achisvsment 1if they
exsrt an aggrsssivs role 1n 1sading instruction in thsir building

(Leithwood & Montgomery, 1982).

Componsnts. The components of MAP are: (a) an sxplicit statement
of lserning outcomes for each grads and sach subject area, (b) objective
rsfsrsnced tests (in multipls forms) that contain one item per objective
and are administarsd on a rsgular basis during £h¢ courss of ths school
year, (c) computerizsd printouts of individual studsnt”s mastery and
non-mastery for use by the tsacher to plan instruction, (d) commercially
available or teacher-mads instructional watsrials that are keyed to
and/or related to the identified objectives, and (e) specific inservice
training and support to teachers and administrators to assure effective

iwplesentation of the programs.

Throughout t?e process of the devclopleng and pilot testing,
involvement of teachers was a key slement. Groups of tsachers were
brought together to identify the most important learning outcomes in
their various subject wmatter areas at all grade levels. Once they
achieved consensus, the outcomes were submitted to all teachers in the
district for their veview and commentary. Nexﬁ. teacher were involved
in developing items to measure the specified learning outcomes. Through
a similar process, their peers passed judgment on the face validity of
these iteas designed to assess the student mastery of the objectives.

Tests were constructed to test all objectives on all occaaions using one

20
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time per objective, Next, the teachers selected and organized

instructional materials to ensure that teachers teach and that students

learn the objectives. Finally, the computer printouts were developed

and the entire system was pilot teated to insure efficient and effective

system~vide implementation.

The moat effective providera of inservice training for teachers are
the teachers themselves. Those teachers who were involved in the
development of the progras were uaed to train other teachera to
implement 1t. Further, 1in each achool build?ng « liaison te'cher was
designated to serve as a building-based facilitator to help teachers

with various aspects of the instructional testing aystem.

. How !52.32551. At the beginning of the school year, parents and
pupils are provided with a statement of the expected learning outcomea
of MAP along with sample test items so that they know what ia expected
of pupils. Tests are administered every six weeka in vathematics, five .
times per year in grammar and rendipg, and four times per year {in
writing (analysis of 2 writing sample). The tests are scored in the
central office; within five days of each test administration individual
pupil profiles and class profiles are returned to teachers. The
individual profiles provide data to students and parents describing how
well the student is doing with respect to the expected outcomes.
Parents receive copies of their child’s profile so that they are alao
tnformed regarding progress. The class profile provides the teacher
with an analysis of errors. Teachers use these data to group pupils for
fnstruction and to develop plans for inatruction during the interval

between testings. Monitoring of the progress of the students 1{in

3 |
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attaining the learning outcomea 1ia done by both the principal at the
building level and by central office personnel in order to inaure that

student learning ia progresaing aa planned.

Resulta to Date. The reaulta to date have been very encouraging,

For the first time in the 15 yeara that the Board of Education has been
publishing achievement acorea by achools, the gstudenta at all grlde-
levela (e.g., 1-8) acored at or above national norma in the California
Achievemant Teat in the areas of wmathematica, -lln;ulge arta, and
reading. As of June 1984, 741 of the atudents acored at or above grade
level 1in wathematica, 71% in language arts, and 60X in reading
(Pittaburgh Public Schoola, Office of Teating and Evaluation, 1983).
Our goal in math {a to have 75X of the atudents acoring at or above
. grade level by 1985, Similar goala have been established in language

arts and in reading.

The evidence gathered from a variety of students of implementation -
effects present a generally positive conaenasus about the erfecta of MAP
(Sproull & Hofweister, 1983; Salmon-Cox, 1983b, 1983c, 1983d;
LeMahieu, 1983a, 1984). Studies cqrried out in the district link the
MAP Mathematica program to observed increasea in the mathematica
performance of students (Salmon-Cox, 1983c; LeMahieu, 1583b). From

multiple perspectives, it appeara that the attention of parents, the
public, teachers, administrators, and wmoat importantly, the studenta
themselves has been captured. 1In doing so, a .politive instructional
thrust for the district has been generated. However, the serious

academic deficiencies of urban youth have only begun to be addressed.
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PRISM I: The Evaluation Priority

Personnel evaluation waa eatablished aa the diatrict®a aecond
higheat educational prior;;y. In doing ao, tﬁl Board of Education
reflected ita own views as well aa thoae of community membera aud achool
diatrict employeea. Eaaentially, the survey data revealed that
-raapondenta belisved that too wmany teachers and adminiatratora ware

perforuing their duties effectively, & condition which needed to be

corrected .,

The auperintendent perceived that two alternativea were available
to reapond to thia priority. The firat alternative would have been to
use the exiating evaluation ayatema and embark on a "witch hunt" to
identify ineffective personnel and then aeek to demote or diacharge
them. The aecond alternative would be to seek Lo incresse the quality
of superviaion and evaluation and aet out to improve the performance of
all personnel in the diatrict. Thia approach would require that the
performance expectations for all personnel be carefully detailed and
that peraona be obaerved and provided with atructured feedback to
improve performance. The firat :lternative ia clearly punitive in
nature and was likely to produce a negative reaponae among teachera and
administratora, It would probably have created an atmoaphere of
negativism that would hsve proved detrimental to the more positive
ifmprovement thrust of the Board. The aecond alternative 1ia
improvement -oriented and 1s deaigned to make good teachera and
administrators better, while at the same time identifying thoae who need
signific.nt improvement. While the latter approach would atill 1induce
some anxiety among teachers and adwiniatrators, it could be approached

with a constructive spirit and provide an opportunity to iaprove

D
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performance. The 1stter approsch plsces professionals in s helping
relstionship with respect to each other to bring about a positive
iwprovement in the stste of educationsl affeirs.

4

3

This more constructive approsch wss nafﬁcted to 1nprovc. personnel
evsluation procedures and tﬁc general level of professional performance
in the district. The plan became known as PFRISM (Pittsburgh
Research-bssed Instructional Supervisory Model). At present, there are
three varisnts of PRISM in operation .ndwn fourth in the planning stsge.

"PRISM I 1s concerned with providing a consistent framework for thl
description, observation, improvement snd evsluation of instruction at
all 1levels 1in the district. PRISM II 1s directed toward improving the
instructional leadership behsvior of principsls, supervisors and central
office administrators. PRISM III is the district”s effort to improve
the quality of necondl;y education, while PRISE; IV 1s designed ¢o
improve the effectiveness of instruction, supervisory leadership and
personnel evalustion and thus lesd to a higher quslity of student

lesrning in the district.

-

Assumptions. PRISM 1 1is based on the following assumptions: (a)
personnel evaluation will be enhsnced when teachers, sdministrators and
their evslustors are engaged in a dialogue that focuses on clesr
communication of expectstions of job performance in thst role; (b) a
consistent framework of effective teaching bssed on resesrch findings
exists snd csn be tsught, leernsd and applied; (c) teachers,
adeinistrstors, and supervisors can be trained to observe performance,
gsther evidence with respect to that performance and provide structured
feedback that will csuse that performsnce to be improved; and (d) 1if

teachers gsnd adwinistrators sre unable to improve their performance

- - 24
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fu
after careful role clarification, reasonsble observation and feedback,

and specific training, then action must ba taken to terminate their

eaployment .

Components. There are four essential components of PRISM I: (a)
knowledge training, (b) skill development, (c) follow-up coughing,_lnd
(d) peer networks. The knowledge base of the model is derived primarily
fvéi the work of Madeline Hunter, Where appropriate, other research

fxn@!ngn have been introduced to augment the wmodel., Skill training

focuses on the developmunt of the ability to take anecdotal records of '

'obncrv1tionn. these records are as close to verbatim records as
possible. -They are used in planning and carrying out the conference
with the teacher. This aspect of the model is a variant of the Clinical

Supervision model developed by Cogan (1973) and Goldhammer (1969).

As components of the model of effective teaching are presented,
principals are provided with the opportunity to put that knowledge te
use in plannin; and conducting a lesson for their peers. They are
obsarved vand provided with structured feedbick from thair peers as a
weans of furthering the skill development of note taking, conference
planning and conferring. Principals are then asked to plan and teach

lesaons on PRISM to their faculty.

Follow-up coaching is probably the most critical component of the
model. 4t least cnce every four to six weeks, each principal is visited
by a "coﬁch." The visit is designed to provide opportunity to jointly
'carry out an oObservation and conference, review aspects of the model

‘that need clarification, analyze the monthly log of the principal and

plan for future developments related to an individual prinéipal‘n needs.

A}
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Entablinﬁing networks of peers was one of the major’ development

efforts for PRISM I during the 1983-84 achool year, The ongoing\

! i//iiquinitton of the knowledge and  skills required for * effective
leadership 1in the schools requires that ﬁrincipaln wmeet pcriddicnlly in
support grouﬁn. The support groups have been designed to allow for peer

interaction. It 41s assumed that each principal has some knowledge or

skills that can be shared with others and ‘thcraby contflbutc‘ to the

. .

comsmon good,

I3

Duvclog!!nt., The superintendent convened a task force of teachers,

administrators and central office personnel in March 1981, That task

force was charged to deyglop a plan which would address the Board’s

' ﬂpriorit! of personnel evaluation, ‘ The task force spent four months
reviewing a variety of approaches’ to parsonne]l development and
evaluation, It recommended thst cthe district adopt and inplC!?nt a
sodified version of an instructional loﬁol developed by Madeline Hunter
(1978). It recommended that a clinical iupcrvinipn process ba the

vehicle to address effective peffor-ancc by teachers.

\

"the model was adopted from a similar program - developed for the
Norfolk, Virginia Public Schools by Dr. Theordore Forte. Porte had
modified the Hunter ,ltcrilln to meet the needs of the his. dintrigt.l He,
was retained as a consultant by th; Pittsburgh School District to train
a tesm of four staff development lnnogilten appointed by the Board to
address this priority area. The four staff development associates were
selected from the ranks of the district’s principals and central office
personnel, the staff development team was trained 1;1t1ally by Forte

and .subsequently by other educators well experienced with the Hunter

model; they were assigned to train all adninistrators and teachers in
1)

ERIC <6

i

’
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the district in the PRISM model.”

<

How 1t works. Beginning (n September 1981, all administratora in

the diastrict were required to attend 30 houras of training on the PRISM
model. All central office administratora, including the Superiatendent

and Asaist Superintendenta, were trained. By the cnd of the 1981-82

‘nchool year, all principsls snd asupervisora had received 1initial

training snd were uaing PRISM with selected ataff ¢o become more
lkillfﬁl in using the model. In the aummer of 1982, the principals
t;ught a apecial two-week asummer seasion for atudenta. This summer
achool provided them with sn opportunity to teach atudenta themselvea
while uaing the inatructional model. Aw they tasught, they were observed
by ' thair peers and received f;cdback from tiem regerding the
effectiveneas of inatruction. Thia provided z mechanism ihrough vhich
both inatructional and supervisory ‘ ;killo could be ' refined

simultaneously. R

During the 1982-83 school year, sll principals were expected to
conduct a minimum of ‘ihree observations along with follo§~up conferencea
each week., Trsy are required to keep .r;cordn of the obaervationa.
These 1nciuded the subject snd grade level obServed, the focus and tle

style of the conference (in terms of the specific improvement atrategy).

The data describing these observations were carefully monitored by, the

staff development team, Additionally, each of the staff develnopment
team membecvs were assigned a specific number of principals for 'hOI'hQ
or she was responsible. These staff development ssaocistea function:ud
as coach for the principals, and were required to co-observe and
co~conference with them to insure that-the 'principlls had awsinilated

and operationalized tha instructional wmodel effectively. This sawe

<7
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procesa is being used in the 1984~-85 school year.

PRISM reflects the first seguent of the responses to the Board”s
priority regarding effective parsonnel evalustion. 1t has established
the criteria for effective instruction. PRISM I has provided principals
with apecific classroom observational skills including anecdotal nots
tsking, analysis of notes to obtain specific data for the ' teacher
conference, conference planning and conducting conferances to promote
instructional improvement. All of this was done with a method whereby
~ach  administrator vas required to go through a
plan/teach/observe/confer cycle at each stage of training in order that
he/she would internalize the model through actual »ractice. The program
was focused on improving performance in instructional observation and

conferencing skills as well as increasing knowledge.

Results to date. In the 1984-85, PRISM I is in its third full year

of operation. During the fiftt year, principals and supervisors ware
trained in the fundamental of the PRISM model and given guided practice
in 1its application. uring the first year, emphasis was placed on
developing the knowledge of effective instiuctional skills as well as
improving instructional observation analysis and " conferring skills.
Principals were asked to work with a few selected teachers and to
concentrate on | observation and conferencing directed toward the
reinforcement of effective teaching techniques. This was done in order
to provide a ponitive e-perience for both teschers and principals. Over
time, principsls were provided further knowledge training and extended

Eheir skills to all types of conferences with teachers.
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A survey conducted by Salmon-Cox (1983a) provided formative

evaluation data to the Staff Development Team. The results indicated an
unanticipated high level of enthueiasm for the program. The data
indicated th‘t the principals are taking the program sericwly. Many
constructive auggestions were offered by the principals to {mprove the
efficiency of the program. The data indicate that the principale are
taking the program seriously. Many constructive suggestions were
offered by the principals to improve the efficiency of the prograa. One
of the most salient findings of the survey compared responses of
principals in 1980 and 1983 with respect to criteria for teacher
evaluation. As part of the needs assessment survey, the principals
responded to the following quastion: "A eerious problem I face is a
lack of good criteria by which to evaluate teacher 4instructional
effectiveness.” 1In 1980, 87.5% of the elementary principals, 50% of the
middle school principals, and 71.4X of eecondary principals agreed th;t
this was a problem. In 1983, only 13.3X of the elementary principals,
6.7% of the middle school principals, and 251 of the eecondary

principsls responded that .his was a problenm.

PRISM II: Leadership Training

PRISM Il is the District”s Program to iaprove the instructional
leadership skills of principals, supervisors and central office
personnel. PRISM II has Leen developed because most principals have not
been trained as instructional leaders. Degree and certificate programe
for administrators have tended to focus primarily on the managerial
aspects nf schooling. As a result, many administrators are not prepared
to cope with the current emphasis on instructional leadership. Not only

has their training failed to prepare them to assume this role, most
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achool boarda and achool districta have not expected principala 0 be
inatructional leaders. Principala often were eelected for their
poaitiona becauas they are good at public relatione or good at
diacipline. More often than not, auperviaora of inatruction at the
elemantary, ;iddlc and ascondary level are somewhat better prepared to
offer "content centered" inatructional leaderahip. However, they often
lack the etatus and the power to exercise poteat leaderahip. Thus, with
the nev emphasia on educational improvement the nation finda ita achoole

under the direction of principala who are not well prepared to asaume

thia new inatructional leaderahip rols.

Assumptions. PRISM II ia baaed on the following aseumptiona: (a)
inatructional leaderahip can be defined, implemented and evaluated; (b)
all principale can become inatructional leadera; (c) moat principala
vill need aubatantial training order to develop the knowledge-baae ad
the ekilla to provide inatructional leaderahip; “and (d) the procesa of
developing inetructionsl leaderahip can be facilitated by eatabliahing

pesr networka of adminiatratore.

Componenta. PRISM 11 overlape aignificantly with PRISM 1. At thia
time, the Diatrict 1ia atill working to define the concept of
1nctruction|} leaderahip and develop a fr.mework of the knowledge and
skill components necesaary to develop a long-range plan. The trlining_
workshope and the coaching of PRISM . eerve aa the foundation for FPRISM
I1. The knowledge of the componenta of effective inatruction and akill
in observing and improving inatruction are cornerstonea for
inatructional leaderahip. Beyond PRISM I, however, principala and other
adniniatrators must have a knowledge base with regard to curricular

wodels and {inatry:tional techniques, Principala need to know enough
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about organizational development and the educational change process in
order to furnish an envirovwent for teachers that is likely to produce a

focus on inetruction.

The Pittsburgh School Dietrict hss provided eummer workshops for
principals covering euch topics as the role of quastioning techniques in
ieproving instruction. Workshop time has been devoted also to the

development of school-based plans for the inatruction of faculty membare

in the components of MISM I,

Currently, a committee of principals, supervieors and central etaff
ie working with the etaff development team to: (a) implement a
curriculum and communication component of instructional leadership, (b)
create & eystem of networks to provide support for principsle, and (c)
establieh s resource bank of professionals who can aesist in the

leadership training procees.

Plans are now being developed in collaboration with school
sdministrators in Allegheny County (in Southwaetern Pemnnsylvania) to
implement a Principals” Academy that will serve the entire region. Th;
academy will serve some of the instructional leaderehip needs of

Pittsburgh city adminis ratore.

Unfortunately, instructional leadership remsins a somewhat lluniyc
concept. It 1s relatively easy to senee inetructional leadership when
one sees it; one also knows when it is not present in s achool. While
there §s s considereble body of literature w.th reapact to leadership
per se and a vast body of literature with respect to curriculum and
fustruction, the r~! s of principal and superintendent as instructional

leadera remain basically unreseserched ani in need of more complete
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definition, development and documentation.

Reaults to date. The data gathered with reapect to the

implementation of PRISM II indicate thut about one third of the
principals in the diatrict have embraced and implemented the concepta
implicit 4in the model. Approximately another third of the principals
are atill atruggling go implement many aspecte of the model. The final
third of the adminiatratora are trying very hard to avoid the concept,
hoping that the expectationa will somehow "go avay." Adminiatratora have
been evaluated over the paat three yeara on the extent to which they
have cooperated with the ataff reaponaible for the PRISM I and the MAP
programa. Evaluation itema have boqp developed to rate principala on
the effective implementation of MAP and PTISM programs in their achoola,
eapecially as they related to atudent achievement. The reeults indicate
that we need to provide more effective waya for principala to procesa
and uae information that informs him/her of what is going on in the
school inatructionally. Thia may require different formata for
preaenting information and additional training in uae of data. Dr.
William Cooley of the Learning Reaearch and Development Center,
University of Pittsburgh ia currently working with diatrict staff to
develop and implement a prototype model that will help the principal
process .he MAP data at the building level. It is hoped that analyais

of these data can become the baais for promoting and enhancing

inatructional leaderahip in principals.




PRISM 11I: Teacher Center

The Schenley High School Teacher Csnter is the Pitteburgh School
Dietrict’e respones to the Board of Education®e priority to increase the
effactivensse of inetruction at the escondary I;Vll. It aleo addressee
the dietrict’e need to reduce the high echool dropout rate. In 1980,
3% of the studente who entered gisde 9 in 1976 failed to graduate from
grade 12, Even more startling ie the fact that 28% of the ninth gradere
failed to achieve eufficient credite to bezome bona fide tenth gradere.

Thees eignificant problems demanded attention.

Plans to improve the effectiveness of inetruction at the escondary
level and to improve our abilily to keep etudente in echool resulted in
the development of a pcoposal to the Board of Education that one of our
escondary echcole bdecome a ‘tcnchor center. The plan was to create a
"aodel” secondary echool for teaching and learning for the dietrict -
(Wallace, Young, Johnston, Bickel, & LeMahieu, 1983). Thie wodel echool
would be deeigned for: escondary teachere to improve their teaching
ekille and update their knovledge of their academic field. Purther, it
wae proposed to the Board that all escondary tcncﬁlrc in the district be
provided with a "mini-eabbatical" at thie model echool, The plan called
for the Board to restaff this echool with the moet able teachere in ' the
dietrict. The plan was approved by the Board and the Schanley High
School Teacher Center was initiate in 1982, Inteaeive and detailed
planning over the next year paved the way for the Center”e opening iv

August, 1983,
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Teacher Center goal. The primary purpose of the Schenley High

School Teacher Center is to provide a teaching and learning experience

for each secondary teacher in the Pittsburgh Public Schools. Teachers
have an opportunity to: (a) observe cxemplary instructional activities
in a real setting, (b) sharpen their current instructional skills by
practicing new 1instructional techniques, (c) receiva clinical feedback
on that practice, (d) translate theory into practice, (e) receive an
update in their specific subject matter areas, (f) review the latest
research findings in effective teaching, and (g) obtain a broad
perspective of modern youth culture and its implication for effective

teaching. ¢

The Schenley High School Teacher Center provides a realistic site
for ceachers to teach and learn. The school has programs that ar;
generally replicable at any other high school in the Pittsburgh Public
Schools. The current program offeringn. both regular and magnet, have
been maintained and expanded in terms of the quality and veriety of
1;;tructiona1 techniques. New magnet programs have been designed in
high technology, classical studies and international studies to provide
exceptional educational opportunities to students through the city, and

to promote the voluntary desegregation of that school.

A second purpose of the Teacher Center ia to provide an opportunity
for teachers to engage in independent research activities with a goal to
create something that will be useful to them 1in their home achool,
Opportunitiea arev provided to engage in externships with busineaa,

industry or higher dducation. This enhancea the participanta with an

enriched backgroud for teaching.
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Assumptions. The Teachar Center prograe ie baeed on the ‘following
aseum tione: (a) eecondary teachers can be engaged productively in a
“clinical experience” that will causs them to reflect upon and improve
their teaching techniquee aa thc} obsatva other teachers, analyze
inetruction, teach and receive feedback on th‘ir own 1inetruction
techniques; (b) a profeseional dialogus can be developed that will
br:lk down the 1aolation experiencad by most eecondary teschere; (c)
opportunitiae can be provided for teachers to participate in lecturea
and esminar that will upgrade their ekille and knowledge im their
content area; (d) participation in seminare on adolesceant development

and related topice will cauea teachere to ggin greater understanding of

and increased akill in dealing with today”e urban youth.

Componente, The general etructure of the teacher’e experience
includes three phasse: (a) orientation, (b) direct involvesent, and (c)

reinforcement and eupport.

The firet phass (orientation) ie conducted by membere of the
Schenley High School Teacher Center etaff in conjunction with individual
teachers, building principale and supervieors in the eending echool.
Thie phase involves the identification of each individual teacher’e
neede and the generation of an individualized setudy plan for aach
teacher. It is intended that thess plane will reflect both the

individual teachere and home echool’e neede.

The second phase (direct involvement) takee place at Schenley High
School . It has been based on an qxtlniivc neade asssesement of our

secondary tenchﬁrl. It includes but ie not limited to the following:
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1. Participation in seminars with peers and center staff, as well

as university, business and industrial personnel;

2. Involvement with a clinical exparience, including observation

of effective teaching, planning, actual teaching and

conferences;

»
3, PFulfillment of {individual student plan requires which way
include working with university, community nnd/gr business

resources;

4, Training in npﬁroprinte new technologies, including use of

instructional maedia and computers.

This phaee occurs over eight week periods aligned with one of the four
quarters of the school year. Specially trained replacement teachers
teach the classes for the visiting teacher while he or she 1is at the

Center.

The third phase (reinforcement and support) occurs at the home
school, The purpose of this phase of the program is to ensure retention
and to support the teachers in the uee of the skills and knowledge
acquired at the Center. This assistance will be a responsibility shared
by the Center staff, the home school and other ataff, all of whom will

have been appropriately trained.

Staff. The staff of the Schenley High School Teacher Center {is
among the best in the school district. AlJl are fully-certified
secondary teachers who either applied or were recruited for the

position., A prerequisite for appointment was a willingness to make the

36




. Page 35

commitment to the overall objectivee of ghl Teacher Canter. The full

-

"éoopcrltion of the Pitteburgh Federation of Teachers was important in

bringing about a succeseful opening.

The entire etaff received inteneive training and practice 1in the
principles of effective inetruction. Some resident teachere teach a
reduced load of four clasees and, in the remaining time, teach a eeriee
of eeminare on adolescen’ development, orient teachere coming to the
Center, monitor reeearch activitiee -of peere, eerve as a wodel ofg,,a—““

ycxcnplnry teaching, and eupervise the clinical component of th;!ffnchdr A
Center ae y‘ll ae perform conventional faculty duties.

'

One third of the reeident linff esrve ae Clinical Reeident

Teschere. Each clinical reeident teacher works with two visiting
teachere in the "teaching cliqié." which ie based on the dietrict”s
wodel of effective inetruction (PRISM), In thie phass of the training,
the vieiting teachere aeeist in developing lesson plane, observe
effective teaching, nﬁd have an opporiunity to practice the model. The

clinical teacher then provides them with etructured f.cdbncg.

The one-sit~ Center etaff is aseieted by a cadre of 48 replacement
teachere; theee tfachcrc are fully certified profesesionale whoee
teaching specialities represent the subjects offered at the eecondary
level. In the home echools thkey replace thoee teachere who, for the
period of eight weeke, are taking part in the Teachar Center program ae

vieiting teachers.
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The rdministration of the Schenley High School Teacher Center is a
shared responsibility. The principal is responsible for all programs
affecting the students and staff within the framework of the high
school. The Teachar ‘Contcr Director is responsible for designing and

implementing the program for visiting teachers.

Context. The Schenley High School Teacher Center is one of the
major efforts in staff development of the Pittsburgh school district.
It is an outgrowth of the Board of Education“s priority for school
improvement. The structure of the program is consistent with the PRISM
1 and 11 programs designed to ‘pro-ofl instructional effectiveness in
teachers and instructional leadership skills 1in administrators. A
npccific program of school improvement in seven Pittsburgh elementary
schools 1s also consistent with the general goals of Schenlgy High
School Teacher Center and other related programs, the Pittsburgh schools

provide a coordinated intervention strategy designed to promote more

~,eff|ct1ve teaching and learning in the city schools.

Results to date. At this writing, the Teacher Center 1is in 1its

second vear of operation. The Center is the objective of study from
severai perspectives. With funding from the Ford Foundation, evaluation
of the Center’s program has three main foci. First ie the documentation
of the implementation of the Center program. In addition to providing a
generalized description of program implementation, documentation focuses
on the continuing planning for improvement of the program, analysis of
the visiting teacher interaction with the clinicel resident teachers and
the changing role of the department chairpersons. The second evaluative
focus provides feedback for the improvement of the program while it is

in operation; the data gathered for these purposes are used to improve

38



. . Page 37

the quality of program components such as the seminars. The third

L
evaluative focus is the conduct of short-term and long-range impact
studies to asseas the effects of the program on the secondary schools ia

the city.

k; a result of evaluative feedback and documantation, the second
year of the program is different in some respacts from the first year.
For example, several operations were used duriﬁ; thg,firnt .ycnr. based
on fccqplck, with regard to the scheduling of the PRISM theory training
and the teaching clinics. The curreat scheduling of P;ISH theory et the
beginning of each cycle and the nchcduliég of teaching and non-teaching
weeks for visiting teachers has prpnotcd better use of clinic,; the

changed schedule also provided for more tiwe for 1ndiv1dq|11:‘a‘ntudlcn

for teachers.

Data gathered from a survey indicete that students perceive both e
higher degree of expactetion for their learning and increased homework
demands. The students express positive reections to the "new" school
environment and the climate in the school. The student survey repeated
at the end of the 1983-84 school year corroborated the earlier findinln.
Students reported higher expectetions than in the past, greater concern
for their learning on the part of the new teachers and a Agrcctcr
emphasis on attendance at and part:izipation in school end classen. This
new climate manifested ite-1¢ in & considarable increase in student
achievement in the sachool. 1In 1983, only 28X of the students in the
school were scoring at or .i.ve grade level in reading and 272 1in
language arts. Following the first year of Oplrltl?u of the Schenley
iigh School Teacher Center, those proportionz hald increased to 372 and

8% respectively.
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SIP: The Performance Priority

The School Improvement Program is the District”s effort to improve
the’ quality of aducation in salactad elementary schools. This pricrity
was untabl}nhld as ona of the six important educational prloritle; of
tha district. The board, 1in approving this priority, axpressed its
concern that cartain schools in tha district, predominately low
achieving and predominantly black, had bean naglected. In the summer of
1981, & principal who had a twalve-year record of significant
achiavement in a black sagregatad school was selacted as Director of the
School Improvament Program. Additlonllly. three of the most outstanding
supervisors in the district were assigned to work with this director.
Later, a teacher on special assignment with expertise in raading was
added to the team. The group was assigned to implement change in seven
elegentary schools. The schools chosen were 3eogrlpﬁica%ly distributed
throughout the city and represented predominately bllck\;egregltld and
integrated schools; all, however, had a longstanding record of low

achiesvement or under achievement.

The School Improvement Team was given three charges: (a) to assist
the selected schools to become effective, high achieving schools; (b)
to develop a model for school improvement that could be used with other
schools in the district: and (c) to achieve these goals within a three

year period.

*>

Assumptions. The School Improvement Program 1is bascd on the
following assumptions: (a) the effective schocls research findings can
be used to formulate intervention strategies to bring about significant
change 1in elementary schools; (b) data driven instructional planning,

along with achievement monitoring, 1s a critical ingredient of an
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effective urban ucchool, (c) sonitoring system that identify specific
achievement goals, pacing of instruction, tiwe 'of _task and wminimum
sctandascde of mastery are prerequisites for nucccn; in these schools;
(d) parental 1nvo}vcllnt is critical to produce a significant positive
change 1in student achievement; and (e) principals of these schools can

become effective instructional leaders.

Components. The School Improvement Team bejan working with
assigned principals and school faculties of the seven schools in the

susmer of 1981, As the program evolved during the first year, the

following componenis emerged as critical to the success, or the

poten’ ‘dl success uf t.u program.

First, » data bank wae established for each echool. This data bank
was compcised of all rezords of student achievement that were available
in tho schools. Important among these J;tl sources wee the student
achievement records from tne existing reading system, including end of
unit tests. Standardized achievement test data and other informatic:z
relating to the academic progress of students forsed important elements
of the bank. The nai: purpose of the data bank was to insure that an
effective wmonitoring system could be developed that would involve

Qadequlte pacing of students, and retaaching of skills not wuastered in

particular units of instruction in basic skilis. The wost critical

variable for school improvement is k.owing where the students in that

school are placed along  the continuum of achisvement at any poant in;

time; it 1is faperative that teachers and principals use these data t&

guide {instructional planning and wmastery learning. The '_h?nd

component, closely related to the data bank, is the development t{ o

/
monitoring system that went beyond the MAP system described ear'ier.

]
!
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The monitoring system establishes monthlv? or weekly expectations for

aach child in each classroom of the school. Given specific pacing

goals, instructional expectations and mastery criteria, the principals
and teachers hava a system that can %.: used to monitor carefully the

academic growth for each individual student.
i s

Secondly, a discipline model was established for each of the
schools. Data gathered from the Needs A;ncnnlent Survey in each of the
school identified discipline as the teachers” greatest concern. The
research on effective nchqoln clearly indicates that there must be aﬁ
orderly environment if the schools are to become effective. Therefore,
a unified wmodel for diacipline was established for each of the school

improvement schools.

One very interesting aspect of the early SIP needs assessment
completed by teachers was the low number of renpondenfs identifying
problems directly r.lated to the quality of instruction in the schools.
Overwhelmingly, teachers identified problems related to studeat
discipline, lack of parent involvement and inconsistent administrative
support as the critical areas in need of change. This w;s despite the
fact that these schools were well below natioual norms 1in achievement.
These assessment data underscore the importance of incorporating an
external support system into a school improvement effort. Schools 1in
need may not be able, on their own, to identify and work energetically
for all of the changes that are necessary to ciecat an effective

\
instruction climate.
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A fourth component is a steering committee that wae eetablishad in
ach of the echoole. The atearing committes esrved ae the clearing
houss for echool based deciaion making with regarding to the
twplementation of the improvement project. The eteering committee wae
ueed to give the teachers personal involvement in the development of the

" improvement program in the echools.

One of the wot important componenta of the program was the
development of a focused superviaion process. The etandard operating
procedure for superviaione in the city“e echoole prior to thie project
folloved what might be termed a demographic model. On each occasion
when the supervisor vieited the echool, every teacher in the echool wae
vieited for a few minutee; the eupervieore falt guilty if they did mot
seet and talk with each teacher. However, the School Improvement
Project found thie kind of supervision to be ineffective when trying to

bring abou® epecific changes in teachere” inetructional behavior.

During the firet year of the project, the eupervieore found that they

had to organize and deliver esrvices very differently. They began to
focus on a liwited number of teachere where inetructional weakneseee
were apparent. After careful review of the data bank, it become clear
which teachers were failing to achieve mastery of etudent learning.
Those teachere who failed to wmove etudente along at a reasonable .
learning pace received extraordinary asseietance through the focueed
supervieion model. The membe~a of the team then used the PRISM and
clinical supervisory modele to provide thess teachere with inteneive
observation and feedback to improve their inetructional perforaance.
This was a radical departurs from the prior norm that minimal

supervisory serve be provided to all teachers.
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Team staffing became another important component of the program.
This process involved members of the School Improvement Team, along with
counselora, psychologists, principals and key persons within each
building 1in discussions about individual pupils in the building. Scaff
conferences, a critical part of the special education program in the
district, assumed an exp;nded role with respect to the number of
professionals that were engaged in the process and the number of pupils
reviewed. The goal of the team staffing was to insure that the school
was allocating its professional resources effectively in order to bring
about s significant 1lprovenqnt in student learning. The major purpose
wvas to ,rovide early screening for children  who were having learning
problems. The process could result in a prescription for the child or a

program modification to promote effective learning.

The parental component of the program 1is very Ailportlnt. Very
uften, parents who might be considered economically or culturally
disadvantaged do not have the same ability to intervene constructively
in ctheir children’s education as do upper middle class parents.
Typically, low income parents do not understand how the school system
works and just as often they do not know how to help their children
effectively at home. Therefore, an important part of the School
Improvement Program has been t? give parents an understanding of how
they can make the school ayat;u work for and with them. More
importantly, the kinds of parenting skills that are likely toxkring
order and an academic environment into the home are ai;o important plgtn

of the parent t:aining program. k
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The effective echools ' reasarch identifies etrong 1inetructional
leadstehip on the part of the building principal as a most potent
veriable in echool improvement. Parhape this ie the most important
component of ths program. Our School Isprovement Program ie based on
the assumption that the use of data provides a framework from which
sound 1inetructional leaderehip can emerge. Principals, ae well as
teachers, are trained in the use of the data benk. It ie expected that
the principale will use the data bank in working with teachers to bring
about effective instructional planning for each student. Additionslly,

principals ars expected to uss faculty mestinge and similar teacher

‘gatherings to constently promote "data driven -iastructionsl —plamming.* -

The program hae trained principale to uork' with teachere to set
expectatione with regard to achievement and pacing. " In addition, the
principale have been trained how to use periodic achievement data on
studente to wonitor the growth of each setudent in the echool. The
principals are encouraged to intervens when the data suggeste that
inetructional planning neede to ba wodified. They aleo cxcrcioc
inetructional leaderehip in working with the focueed supervision part of
the School Isprovement Team to improve the inetructional rcpcréoirc of

epecific teachers.

Another important component of the School Improvement Program 1e
documentetion and evaluetion. The district hes worked clossly with the
Learning Research and Development Center of the Univereity of Pitstargh
to document cerefully all major procesdinge of the project in all
project schoole. The purpose of the documentation ie to provide a
record of actione taken, problems encountered and successss achieved by
the project to further the development of a modal that can be ueed in

otlier echoole. An important part of documentatfon ie to provide
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corrective feedback to project staff as they monitor snd evsluate the
progress of school improvement. Since there is very little litersture
on how to bring sbout effective schools, the documentation of this
project should serve ss an importsnt contribution to the nation”s school

improvement effo~ts (Bickel, 1984).

Results to date. The results to dste in terms of student
schievement hsve been very encoursging. In 1981, the year prior to the
implementstion of SIP, the ‘seven schools generslly hsd wore thsn hslf of
their students scoring below the nstional norm on California Achievement
Tests for reading, math ind language. Out of 21 possible occasions
(meven schools times three subject areas), there were only two instances
where more than half the students scored abova the nstional norm. In
1984, more than half of the students were above grsde level in each
school and every instance. These data provide some evid;nce thst the

improvement made by SIP schools since 1981 are likely to be maintained.

Another way of looking at the achievement progress being made in
these SIP schools involves comparing tham to other schools in the
system, hslng California Achievement Test scores in reading and math,
not one of the seven SIP sachools was ranked in the top half of tie
aystem tn 1981. Now, two of the aeven schools are in the top half in

reading and two are in the top half in math.

The School Improvement Team members believe that they have learned
enough over the past two years to develop an effective model for school
{mprovement., Five additionsl school were added to the School
Improvement Program {n the fall of )984., Two of the schoois from the
first cycle will be continued tn the program in order to ensure that the

progress will be maintsined. Also, it wiil be important to monitor the
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cortinuad developmant of the echoole that have been in the program to
mtke eure that they maintain the gains that have been achieved. All in
all, thie program has eome remarkable succeeses to ehow for three yeare

of intensive effort.

I11. Conclueion

In this article, the author has attempted :o deecribe the role of
the superintendent of education. Part I of the article dealt with some
of the general condit’one that call for an inteneified educational
11 dealt with spacific initistivee deeigned to improve the quality of
echooling 4in an urban echool district; HAi: MRISK and the School

\
Improvement Program have been diecuseed.

’

The rccultcbof theee initiativee to improve echooling in Pitteburgh
have besen encouraging. While it 1is etill too early to mske final
judgmente about the impact of the educational improvesment initiativee,
some observatione are in order. It ie encouraging that district-wide
indicators have turned around., Achievement ie up, absenteeiem ie down,
euepeneione are leee frequent, etudente are etaying in high echool and
@0 forth. Theee and other indicatore will be monitored carefully in

ensuing yeate.

At this point, a brief review of some of the author‘e baliefe about
educational leadership may be helpful in eussarizing the role of the

superintendent of education as preeented in this art!icle.
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Leaderahip can be defined in many waya. Expresaed very aimply, it

»

can ba deacribed aa a proceas of working with and through other people
to get a job done. Educational leaderahip, st the level ol the
auperintendent, requirea extenaive goal  setting, planning,

implementation and evaluation®relevant to inatruction.

The author views the following aa some of the key componenta of

effective educational leaderahip by the auperintendent of education:

[

l. Educational leadership muat be data driven. The luperintendcht
of educstion wuat conatantly aeek lnd‘proccll dats and inquire
as to ita meaning. Planning wuat be data b;l.d; it wmuat
conatantly take ltock:of thc atatua quo. Educational planning
muat be lhlpgd, in part, by the lateat reaearch findinga
relevant to the particular problem. The implementation of
programa, too, muat be data based. The lup.rintcnaent muat
conatantly monitor program improvement efforta and gather data
from teachera, adminiastratora, atudenta and parenta in order to
aasess the quality of the implementation and to wake
appropriate wmodificationa to 1insure aucceaa. Finally,
evaluation to determine the overall qffcctivcncln of plana that
have been implemented ia critical. Theae data once again feed
into ‘the goal setting, planning and implementation proceas that

are cyclical and continuoua.

' 2. Participative planning ia critical. Those peraona who are to
be moat affected by any naw program initiative muat be involved
in ite planning. This 1 particularly true when an active
teachers” aessociation or union exiata in the district.

Teachers, administrators and perhapa parenta should be involved
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in analysing the dete snd generating plans to address specific
aress where improvement is needed. Throughout the plenning

process, all faculty should bde involved, st lesst through
fesdback procsss. It is imperstive that thoss who sre to use

an iangvation or @ new progrem altersative must scquire some

ssnse of ownership.

Respect -ut‘ be communicated to the teachera snd principals who
devalop programs. More often than not, ‘ teschers and .
gfninistretors have much more talent to gemerate eolutions to
problems than they recognize. Giving them opportumities to.
become iavolved in the plenning and development process,
providing positive feedback and giving them opportunities to
exparience the uu; of gratification is iwportent in wmoving

the procsss forward.

Risk teking is essentisl if - progress is to be mede. Mo
significant ehnngu‘ will coms shout from an sttempt to provide
educational leadership without risks being teken. To provide
effactive leadership, ome must be bold snough to stteapt the
impossible. To taks challenges which csuse everyons to resch
beyond their immediste performance lavel is necesssry 1if

prograss is to be made in bringing sbout results.

Knowledgs of the chenge process is importent. Thers ers many
change wodsls that are sveilabls to educstors now. It is not
nacasssrily iwportsnt that ons embrace a particular model over
snother. What 18 {importent 1is thst the superintendent
understende the dimensions of the changs process and sttendes to

them during program isplementstion. This suthor smbraces the
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‘Conccrns-lllcd Adoption Model (Hall, Wallace, & Doasett, 1973)
as a conatructive approach to educational change. The model
acknot7ledgea that teachers involved in implementing a new
progras wmuat go thrbugh a regolution of their own concerns and
must learn to use an imnovation 4in asuccesaive stagea of

development .

One muat have a viaion of good education. One cannot lead
wichput knowing where one wanta to go. It ia important that
good pedagogical practices at the elementary, middle and
secondary achool level be clearly wunderatood by the
superintendent. He or she sust know exactly vhat it is that 1s
expected in terma of teacher Uehavior, pupil behaviora, usea of
inatructional wmaterials and the llk'; Without viaion,

educational leadership efforts will fail,

Pollow through ia esaent§zl. Many veteran teachers aay, "I°ve
seen them come and I°ve ssen them go\and I°m atill here.” This
comment reflecta the fact that failure to follow through and
evaluate new program initiativea tends to guarantee failure.
Follow through is really a function of compreshensive planning,
careful implementation and thorough evaluation. If a prograsm
is begun, it is important to pay attention to that 1nit1at1ve.

tr modify 1t and see it through its cycle of completion.

tmcognition of the key role of principals in school improvement
is vital. The old adage that good principals sake good schools
1s quite correct. However, being a good principal, from the
author’s perspective, requires that one be a strong

instructional leader. Therefore, the superintendent as
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educational leader wust take seriously the responsibility to

develop that educational or instructional leadership capability

_in the principals. This need must be approached as an

sducational inmovation. Specific goals must be set, 'thoroulh
planning and careful phasing of the implementation-is essential

and evaluation is criticsl. This probably will be the wost

i L
_difficult of all of .stequisites to bring about effective

schools. While educationsl leadership.itself may be somevhat -

of an 1intangible variable, the knowledge-base with respect to

instructional leadership is not. The knowledge of curriculum,

models of instruction and 1notwct1m1—¢'l1unuon can be

taught, lesrned n& opon’tioulhmd. It 1s unfortunate that
administrative tn‘niu programs for superintendents and

principals have largely ignored these important areas.

Routine administrative metters must be delegated. Responsible
administrators wmust free the superintendent to provide
sducational leadership. The superintendent must protect the

daily calendar to inouu that necessary time is aveilable to

vinit schools. Time must be allocated for the superintendent

to meet with groups that are planning, developing, implesenting
and evaluating instructional initiatives. By demonstrating and
communicating interest in instructicnal effectiveness, the
superintendent will increase the likelihood that educational

priorities will be achieved. -
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10. The auperintendent wmust wmodel the inatructional leaderaship
“ behavior th;t will be expected of principala and other
adliniltrlto;l. If the principala obaerve the auperintendent
qngngcd' in data  snslyais, planning, developing, implementing

and evaluating i{nstructional inisiltivcf. they can adapt thoae
bshaviore to their own reaponaibility. 1f the auperintendent
modelas the behaviors liasted in 1-9 above, the atage is set for

other adminiatratora to play a aimilar role.

If’;l hoped that thia preasntation of the role of auperintendent as

sm e - gy educational—-leader will - provide & “stimulus for discuaaion among 7

achool adminiatratora and thoae who have reaponaibility for training of
,adminiatrators. The timea are auch that a aignificant opporthnity
exists to provide cffective educational leadership to all levela of
achooling. We wmust not fail to take advantage of the opportunity to
reexamine and perhaps rethink all aspecta of training for educational

leadership.
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