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Charting Reform: The Teachers’ Turn

Charting Reform: The Teachers’ Turn is the result of a collaboratve project sponsored
by the Consortium on Chicago School Research. In all, 12,708 Chicago Public clemen.
tary school teachers voluntarily responded to this survey. Some 401 schools (out ot
473) obtained a response rate of 50 percent or greater. and will receive individual
school profiles of their resulits. In a randomly selected sample of 80 schools, all 80 par-
ticipated with a response rate of 75 percent. The overall response rate for the whole sys-
tem was 70 percent. (A technical appendix and public use data file will be available in
the near future.) Responses of this magnitude are rare in survevs unless respondents are
strongly motivated. We provided no tangible incentives, however, for completing the
survey. Rather. we interpret the high response rate as indicating teachers’ desire to ex-
press their views to the gereral public and provide data for their own schools to help in
planning and program development.

Altogether, the survey contained 8 pages of questions that required abourt 25 to 3§
minutes to complete. Because of space limitations, this report discusses only the first
five pages of the survey. Responses to questions dealing with reading and math instruc-
tional practices will appear in separate reports to be published later in the vear.

The survey was administered in late May and June of 1991. In many cases,
teachers completed the survey during a statf meeting called jointly by the principal and
one or more teachers. In other cases. the principal alone or a group of teachers them-
selves called a meenng to administer the survey. In vet other schools. the principal or a
teacher distributed the surveys which were completed and cotlected ar a later time.

A variety of organizations with different perspectives collaborated in developing
this survey to gather representative and objective information about teachers® views on
school reform and on their school communities. Throughout this process, the Consor-
tium sought suggestions from those people most knowledgeable about teachers' con-
cerns — the teachers themselves. Many teachers devoted time and energy, offering
ideas about what the survev should ask, how it should be administered, and how the
resufts might be best distributed. A group of Chicago principals and administrators
also provided much guidance. These same teachers and principals reacted to an carher
formulation of this report, helped us interpret results and improve the presentation of
findings. We express sincere thanks to alf who generousty gave of their time to make
this project successtul. A partial list of teachers and principals follows.

Thomas Arnieri, Sherman Harriet Korniz, Darwin

Allen Bearden, Montefiore Margaret Lebrecht, Lovert
Eileen Camacho, Kosciuszko Rudy Lubov, Bateman
Cydney Fields, Ray Karen Morris, Saucedo
Connee Fitch-Blanks, Kohn Svivia Peters, Dumas
Marcella Gillie, Bass Alice Peters, i.300s

Rosemary Gonzales, Plamondon Rosa Ramirez, McCormick Branch
Juris Graudnis. Audubon Deanna Rattner, Mitchell
Verna Gray, Mark Sheridan Pamela Samulis, Saucedo
Guadalupe Hamersma, Plamondon Evelyn Smith, Foster Park
Deanna Jordan, Skinner Kenneth Staral, Davis
Barbara Kato, Norwood Park Charles Usher, Fort Dearborn

Patricia Knazze, Hendricks Alice Vila, Barry

Editor’s note: Sume survey questions have been shortened in this report because of
space limitations. The original survey 1s availuble from the Consortium on request.

This report reflects the interpretations of the authors. Although the Consortuen
Steering Committee provided technical advice and revierced an earlier version of the
report. no formal endorsement by these individuals, orgamzations or the full
Consortuon membership should be assumed.
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What Teachers Think About School Reform

The Chicago School Reform Act has generated enormous interest. Charting
Reform: The Teachers” Turn offered teachers the opportunity to share their
views, experiences, and opinions with the general public, the Chicago Board
of Education, and with individual school communities. The survey, developed
by the Consortium on Chicago School Research. asked about: teachers’ roles

" “ERIC

in shaping school policy and in making decisions: teachers’ work conditions
and time demands; instructional methods: and support from parents, other
staff, and the surrounding community. The results of the survey provide the
first information, from about 13,000 teachers, about their views. This report
summarizes teachers™ opinions about school reform, the quality of their
schools, and their perspectives on instruction and its improvement.!

In General

Some of the most interesting questions in this survey asked teachers about
how school reform has affected them and their schools. Citywide, teachers are
moderately positive. About 60 percent agreed that their school is getting better
and that they are more optimistic about improvement since reform began.
More than half said that they felt better about working in their school. Less
than one-fifth ot the teachers expressed strong negative attitudes about school
retorm. The latter is important as a gauge of the extent of teacher opposition

to reform.

Although a clear majority of the teachers support school reform, the over-

Are things getting better?

26% 37% 22% T15%
This school is getting better.
21% 39% 23% 17%

Since reform, | feel batter about working in this school.

20% 36% 26% (8.
¥ L L] 1
i 25 50 75 0
W STRONGLY AGREE ] DISAGREE
HEER AGREE ] _: ETFONGLY DISAGREE

Are things getting worse?

Since reform there is more conflict in this school.

e

20% 22% 33% | 5%
Since reform there are more disruptions to ray teaching.

1
15% 27% 35% 24%
School and community relations have gotten worse.
1
13% 20% 38% 29%
L T v L]
3 25 0 5 00
@B STRONGLYAGREE ) DISAGRZE
W AGREE ~ STRONGLY DISAGREE

Since reform, 1 am more optimistic this school will improve.

all level of endorsement is not a consensus
opinion. (For example, no statement in the chart
to the left is affirmed by two-thirds of the
teachers.) The data indicate considerable teacher
support but they also indicate that a substantial
proportion of faculty have at least some reserva-
tions. The importance of this distinction depends
on onc’s persepetive. While it is fair to say that
“on balance™ teachers are pro-reform, 1t is also
tair to assume that in many school communities
cooperation among teachers around reform has
vet to develop fully.

Prior to school reform, many feared that the
radical change in school governance would result
1n negative consequences. For the most part,
these have not occurred. Approximately 60 per-
cent of the teachers disagreed with statements
about increased contlict in their schools, more
disruptions to teaching, and worsening relations
between the surrounding community and the
school. Approximately 13 percent of the
teachers. however, strongly agreed that such
problems are increasing in their schools.

The survey also inquired about the emer-
gence of positive practices since reform. For the
most part, teachers are evenly split as to whether
or not such changes have occurred. The results
show that about 50 percent of the teachers agree
and 30 percent disagree on whether there is more
cooperation in the school, whether teachers have
more opportunities to influence policy, whether
the principal spends more time sceking their
opinions, and whether more parents are involved




Emergence of Positive Practices Since Schoo! Reform

Since reform there is more cooperation in this school.

12% 37% 3% 20%
Teachers now have more influence on schoo_l_p_g!i_c__y_.
15% 34% 28% T Ty

Staff development is more responsive to teacher needs.

16% 38% 30% 16%

More pareits are now invoived in this school.

17% 32% 28% o3y
Parents, teachers have more informal chances to tatk.
— . l T o

10% 28% . 35% 27%

Principal spends more time seeking teachers’ \opi_n_ions.

16% 36% 28% 20%
L} v ¥ 1
J 5 50 5 '
W STRONGLY AGREE "3 DISAGREE
W AGREE ~ STRONGLY DISAGREE

Places Where Teachers See Reform Really Working
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mn the school. A bare majority of teachers think
that staff development is more responsive to their
needs. Less than 40 percent report that they have
more opportunities to talk informally with
parents.

In order to get an overall assessment of
teachers” views on schoal reform we created a
General Reform Index that combines the
teachers” responses to the questions on atnitudes
towards school reform (top chart, page 31 and
whether negative and positive changes have
resulted (bottom chart, page 3. chart on lefr).
This index summarizes how teachers see reform
in their school. In about three-quarters of the
schools teachers are “pro-reform.™ In 62
Chicago elementary schools teachers sce reform
as really working. In these schools, the typical
teacher has positive attitudes toward reform,
indicates that disruptions and conflicts have not
occurred and that positive educational practices
are emerging. In another 241 schools, teachers
are moderately positive. In 89 schools, teachers
are somewhat negative, and in 9 schools,
teachers are clearly negative. As the map below
shows, the 62 solidly pro-reform schools are
found in nearly every neighborhood of Chicago.

Thus, school location is not an important
predictor of whether teachers embrace
reform. Other aspects of schools are impor-
tant. however, as we describe below.

Governance

The Chicago School Reform Act mandated
several specific governance changes. Key
among these is the local school councl
({L.5C) which has the primary responsibality
for setting educational policy at individual
schools. The LSC hires and evaluates the
principal, advises on important tssues,
including curriculum, textbook selection,
discipline and attendance. and approves a
school improvement plan and budget.
Obviously, the LSC needs to function well
if school reform is to succeed.

On the whole, teachers are positive
about their L.SCs. Two-thirds believe that
teacher members on the LSC fairly repre-
sent their views. More than two-thirds in-
dicate that the principal and LSC work
well together. A smaller proportion, 57 per-
cent, report that the LSC is a cooperative
group of people and that the LSC respects
teachers’ views. Although responses about
the LSC are clearly positive, over 20 per-
cent expressed strong negative views about

! their LSC in terms ot lack of cooperation

and not respecting teachers’ views, In
general, teachers expressed more positive




LSC Operations

The teacher L5C members fairly represent my views.

30% 36%

20% 37%

33% 38% 14%
The LSC respects teachers’ views on school operations.

18% 16%

The LSC in this school is a cooporative group.

21% 22%

The principal and LSC work well together in this f_chool.

5%

20% 2%
] R ¥ L] L ]
‘ 2 25 50 ’5 00
| W STRONGLY AGREE 3 DISAGREE
S AGREE —_ STRONGLY DISAGREE
PPAC Operations
r

34%

23% 39%

.~

The PPAC in this school represents l‘hG teachers’ views.

———a

43% 15% 3%

e PPAC has increased involvement in policy decisions.

_ 1

26% 12%

The PPAC is not an important voice for teachers in this school.

-

12% 20% 32% 36%

9 2‘5 5‘0 ."5 ‘(')0
Sl STRONGLY AGREE TJ DISAGREE

W AGREE —- STRONGLY DISAGREE

34%

29% 39% 21%
SIP will help make us a better school over next 5 years.

School improvement Plans

| am familiar with most of the major points in our SIP.

43% 16% 7%
| am involved with helping to implement our SIP.

12%

25% 41% 23% 11%
evelop the SIP for my school.

| heiped d
|
24% 29% 20% 27%
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opmnions about the work of the principal and
teachers as they relate to the 1.SC, than they did
about the LSC as a whole.

A protesstonal personnel advisory committee
(PPAC). also created by school reform ts com-
posed solely of teachers and serves in an advisory
capacty to the LSC. Teachers® responses to ques-
tions about the PPAC are also highly favorable.
An overwhelming majority (over 75 percent)
believe that the PPAC represents their views, and
over 60 percent said that it has increased their in-
volvement in policy decisions. Only one-third of
the teachers “agreed™ or “strongly agreed™ that
the PPAC is #ot an important voice for teachers
in their school.

The School Improvement Plan is another in-
tegral part of the school reform initiative. The
School Reform Act mandated that the principal
in each school develop a plan in consultation
with teachers, LSC and community. The plan
maps out the school’s strategies for improving
student achievement and for reaching other goals
set our in the reform legislation. Over three-
quarters of the reachers are “amiliar with the
major points in their SIPs, und over two-thirds in-
dicate involvement in helping to implement the
plan. Over half said that they helped to develop
the plan, and two-thirds said that the plan will
help make the school better over the next five
years.

Interpreting teachers™ responses to these ques-
tions raises some issucs. In particular, what is an
appropriate standard for judging these reports: If
more than half of the teachers are involved in
their schools’ SIP. should this be viewed as posi-
tive? In questions of this sort, 1t is difficult to
otfer a single interpretanon. For most of the
School Improvement Plan questions, between
two-thirds and three-quarters of teachers
responded positively. However, it could be ar-
gued that all teachers should be familiar with the
SIP and that afl teachers should be involved in
helping to implement it. From this pont of view,
any responses lower than, sav, 90 percent might
be considered low. Alternatively, it could be ar-
gued that collaboratively developed School Im-
provement Plans are new to the Chicago Public
Schools and that for any sizable portion of the
teachers to be involved represents a significant
change from the past. From this perspective, any
response over a token, say, 20 percent might be
considered positive. In the interest of informing,
further discussions of these results we simply
report two different points of view that have
been raised about these numbers.

Teacher involvement in school reform can also be measured by the time
they spent on it, which is a direct measure of personal investment. Altogether,
~0 percent of teachers spent one hour or more each week working on school




. . commuttees or with school reform groups.
Time spent on reform [ One-third spent one hour or more on LSC or
About how many hours outside of class One hour ¢ PPAC committees. one-half spent one hour or
do you spend during a typical week in or more i . . . . )
each of the following activities? | more working on other school committees.

_ . I and about one-fifth spent one hour or more
Working on any school commmuttee or 70% i working on educarional reform with a com-
reform group. ! . . X . .

i munity or citvywide group. In addition to this
Working on LSC or PPAC commitees. 32% E level of actual involvement, almost 90 percent
Working on other school committees. 49% i of the teachers said that they are willing to
Working on educational reform with a 20% I spend more time making their school better.
community or Citywide group. i This willingness to spend more time on school
Since September 1990, about how i improvement suggests an untapped resource
many timesf have you attended 0 1.2 35 54 : tor schools. Future efforts should focus on
meetings of: - how to turn these teacher expressions ot
PPAC or PPAC subcommittees 30% 24% 19% 28% l mterest into more extended engagement in
LSC or LSC subcommittees 30% 33% 18% 19% | >choolimprovement.
: Analyses of the survey data indicate that
I teachers who are more involved with school

reform are also more positive about its opera-
tion. Teachers who serve on the LS or the PPAC are more likely to offer
tavorable opinions about school r:torm and about the LSC, PPAC and SIP
than teachers who are less involved. These positive responses may mean that
more positive teachers were initaliyv attracted to the LSC and PPAC: alterna-
tively, teachers may become more positive because of their involvement. These
dara don't tell us which »~xplnarion is more likely, and both may be true.?

School Differences

Next, we consider how school characteristics relate to teachers™ general reac-
ttons to school reform as well as their views abour the LSC, the PPAC and the
SIP. For this purpose. we grouped questions in each of three areas—LSC,
PPAC and SIP—into separate indices, similar to the General Reform index.
We looked at a vaniety of school characteristics including racial composition,
student mobility, and concentration of low income students. The statistical
analvses reveal that school size. or the total student enrollment, is most relazed
to the General Retorm, LSC, PPAC, and SIP indices.

To display these relationships, we classified schools into three categories:
small schools, with enrotlments ot 350 and under, medium schools, with be-
tween 351 and T00 students. and large schools. with over 700 students.
About 15 percent of clementary schools in Chicago are in the small category,
49 percent are medium size, and the remaining 36 percent are large schools.
The average Chicago public elementary school has about 640 students. In
comparison, the average clementary school in the rest of HHinois has 350.
Thus, “small™ mm Chicago s really “average™ elsewhere. In tact, many Chicago
elementary schools are larger than many Hlinois high schools.

in small schools (350 students and fewer), teachers are more positive
about school reform, the 1.5C, the PPAC, and the SIP. Reports from such
schools are consistentdy higher than in medium and large schools, which are
fairly similar to cach other. For example, the General Reform Index tends to
drop as schools mcrease m size up to about 600 students.  After that, scores
stay about the same.

We know ot no published reports that speaifically document the effects ot
school size on retorm implementation as tound here. Clearly, more detailed
analvses are needed and will be conducted in the months ahead by Consor-
tium members and staff. More generally, however, extant rescarch clearly
documents that large organizational size is a powertul constramt on personal
communication and informal social interactions. It 1y likely that the findings
reported here reflect basic differences in the work lite of teachers in farge and
small schools.
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School Reform Indicators Teachers’ responses to the retorm questions also dcpclnd
By School Size on the pre-reform achlcvemcnt Ic.vels of schools.. To examine
this, we formed a composite achievement score for each
school based on the Illinois Goal Assessment Program results
- : - : in reading and math from the sprir:g of 1989 (the first LSCs
were elected in the fall of 1989). For display purposes, we
created four groups: schools at norms with IGAP scores of
I _— o 250 and greater {10 percent of the CPS elementary schools
1%‘ TTTesm e h are in this category); schools near norms that scored between
Newtren |- e e 200 and 250 on the IGAP (30 percent of the schools); low
Jachievement schools that scored between 150 and 200 (54
Ore- percent of the schools); and very low achievement schools
oty o oo T that scored below 150 (6 percent of the schools). Most
schools in the top group had met the legislated mandate of
having 50 percent or more of their students at or above na-
tional norms prior to reform. Schools in the second group
“B- Bmail 8ch00Ie ueae  ~B= Medium Bchooie evie om  dTE Close 10 the goal. The schools in the lower two groups,
-0~ Large 8onoois cren however, are quite distant from the reform goal.
Teachers in schools at norms prior to reform are most
School Reform Indicators likel:v_.to give positive reports abouaschool reform and '
by Pre-Reform Achievement specific governance components. Weak reports are most like-
ly in the very low achieving schools. Nevertheless, it is impor-
tant to recall that school size. rather than pre- reform
Lo S achievement. is the most important predictor of how reform
| is proceeding.
‘ These analyses also revealed that racial composition, the
} percent of limited-English speaking students, the student
| mobility rate and the concentration of low-income students
neuteat | o o L ) are not independently related to how well reform is proceed-

Reform ie L) [%To] 19
worKing s working 18 working 18 working

Agree

ing.* Although each is associated with the four reform in-
dicarors, these relationships disappear once we account for
cores [ : - school size. That is, among schools of similar size, racial com-
position, student mobility, and the concentration of low-in-
come students do not predict how school reform is being
R - e . S5%re o =it implemented. Individual teacher characteristics, including
A acnenrs ot marms © ecnans teaar Hovme race, gender and educarional background. are also unrelated

W Lew Ashisvemant 0= Very Lew ASRISVement

to responses about school reform and to responses about
school quality discussed in the next secnon.

What Teachers Think About School Communities

The teacher survey contained two pages of questions that asked teachers
about the quality of their schools and work conditions. They asked about
diverse topics ranging from safety and order, to collegiality and teacher in-
fluence. to parent and community involvement. We have grouped these ques-
tions into ten clusters’ that describe various aspects of the school community,
including safety, order, and teacher influencz. Each cluster represents a quality
that most people associate with “good™ schools.® Several clusters correspond
to specific characteristics of schools that have been documented as being espe-
cially important in educating disadvantaged students. The tables in this sec-
tion present a sample of questions from cach cluster. The items presented are
typical of the others included in each cluster.

— BEST COPY AVAILABLE




Adequacy of Facilities and Resources

Adequacy of Facilitics and Resources,

This school is clean and weli maintained. Safety, and Order _
o More than two-thirds ot the teachers responded

25%

1

36%

classroom has chipped and peeling paint.

m—
30%

5%

The level of student misbehavior (e.g. noise. horseplay
in halls or cafeteria) interferes with my teacaing.

_ - I most onc-half of the teachers said that their class-

22% 17% that they teach in clean and well-maintained
schools: two-thirds said that they have the neces-
T sary basic supplies and materials for instruction.
14% al% These responses, like some of the ones reported

ih basic materials for my teachin carlier, are open to different interpretations. On
ave hecessary pasic m : yleaching. _ the one hand. a solid majority of the teachers are

33% 37% TN reporting that they have adequ.atlc tacilities and
resources. On the other hand. it is not un-
My students feel safe coming and going to and from reasonable to expect all schools to be clean and
this school. . all teachers to have basic teaching materials.
, From this perspective, any report lower than, say,
28% 40% 21% 1% 9 percent may be viewed as problematic. The

responses on one item seem clear — there is a
paint problem in the CPS elementary schools. Al-

room has chipped and peeling paint.

30% 25% 26% 19% One-third of teachers believe that their stu-
dents do not teel safe around the school. The sur-
T T T ) vev also asked teachers whether they felt safe
0 25 50 5 -90 L . ] R L ya i .
e e e i coming trom and gomeg to school: 23 percent in-
B STRONGLY AGREE 1 DISAGREE red they A cense of safery ic L
W OAGREE = STRONGLY DISAGREE dicated they do not. A sense of satety is a mini

Collegiality, Influence, Voice

mal prerequisite to teaching and learning. From
this perspective, the tact that a substantial por-
tion of teachers and students may not teel safe is cause for concern.

More than one-half of the teachers said that student nusbhehavior inter-
feres with their teaching. Of the ten school quality clusters, this one receved
the lowest ratings from teachers. Teachers expressed more concern about stu-
dent disorder than any other issue. Cleardy, many teachers see this as a sig-
nificant school problem.

Collegiality, Teacher Influence, Teacher Voice

Two-thirds of the teachers agreed that statf members support and encourage each
other. This response, too, is open to alternative meerpretations. Although a large
share of teachers agreed with this statement, i a true learnme community most
teachers would feel supported and encouraged by their colleagues.

Nearly 60 percent of the teachers agreed that they have intluence on the
decistons thar atfect them. However, when asked about specitic school
policies, teachers indicated less control. Just over
half (52 percent) have a great deal or some in-
tluence determining, the content ot statf develop-

ment; only 44 percent have a great deal or some
Staft members support and encourage each other. influence in establishing the school curriculum.
_ Fewer than one-quarter (23 percent) mtluence
22% 43% 24% 11% the planning of overall school budgets. Teacher
| have influence on decisions which directly affect me. influence is another school quahity cluster with
T relatively low ratings.
21% 38% 5% 16% The teacher voice cluster consists ot two
I feel comfortable voicing my concerns in this school. items that flsk about vokmg concerns and teehing
s e that one’s ideas get a tair hearing, Two-thirds ot
31% 38% 19% 6% the teachers feel comtortable voicing therr
opinions in the school. Although again a clear
: A y T o MAjority, it ts not a consensus opinion. A substan-
- s = osacree ~ " tal porton of the teachers, about one-third, indi-
- %R.?EQGLY AGREE - ‘snrs‘nomﬂgfv DISAGREE cate reservations about being able to express
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themselves freely in the school.
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Shared Mission, School Leadership

Most of my colisagues share my beliefs and values
about what the central mission of the school should be.

23% 49% 21% 7%
The administration and teaching staff collaborate.

31% 42% 19% 9%
Staff are encouraged and supported in this school.
N [ e
29% 41% 19% 10%

Too often, staf{ decisions are ignored or reversed.
R pRE IR

1%  23% 38% 28%
H 25 s 75 100
@ STRONGLY AGREE X DISAGREE
SN AGREE —— STRONGLY DISAGREE

School Mission and School Leadership
Over 70 percent of the teachers believe that their
colleagues share their ideas about the central mis-
ston of the school. Although this suggests sub-
stantial agreement among the faculty on their
school mission, with 28 percent disagrecing
about such statements, some opposition remains.

Responses 1o the school leadership questions
are among the most positive in the ten school
quality clusters. Almost three-quarter of teachers
believe that the administration and teaching statf
collaborate in running the school: over 70 per-
cent indicate that staff are encouraged and sup-
ported in their school. About one-third of the
teachers feel that decisions made by staff comnut-
tees are 100 often ignored or reversed by ad-
ministrators.

School Community Relations and Parent Involvement

Almost 80 percent of the teachers think that their school makes an ettort to
reach out to the community, but fewer than half think that people in the com-
munity make efforts to help the school. Although almost 60 percent of
teachers said that parents respect them, only half feel they receive a great deal
of support from parents for the work they do. Similarly, only half of the
teachers said thar most or nearly all of the parents attended parent teacher con-

Parent Invo'vement, Community Relations

Parents respect teachers in thit school.

T e

14% 45% 29% 12%
| receive support from parents for the work | do.
BN ST 0t
18% 3% 29% 20%
Community members make efforts to help in this school.
11% 35% 36% 18%

This schoot makes an effort to reach out to community.
I ]

30% 4B% 7% 5%
L L] L] Ll

M 5 S0 s 100

@ STRONGLY AGREE 71 DISAGREE
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School Differences
We also explored how schocl characteristics relate to the ten quality clusters
described above. For each cluster, we formed a compostte index hased on the
questions that formed the cluster. We examined each index using the same pro-
cedures that we used to analyze the four school reform indicators. A similar
pattern occurs here too—pre-reform achievement and size are more important
than other school characteristics in predicting school quality ratings. Here,
however, pre-reform achievement is as important as school size,

Teachers in small schools gave higher reports on all ten quality indices.
Reports from smatl schools are consistently better than reports from medium

10

ferences when requested. Half of the teachers
said that #o parents had volunteered to help in
their classroom. Although different interpreta-
tions of these data are possible, one observation
seems clear — in the minds of many CPS elemen-
tary teachers they are not receiving the support
they need from parents to do their jobs.

Earlier, we noted that the teachers who are
more extenstvely involved in school retorm also
have more positive attitudes about retorm.
Teachers who are on the LSC, an LSC commut-
tee, or the PPAC also rate teacher influence and
voice more highly than other teachers do. These
results appear reasonable in that teachers active
in school governance have greater influence than
their colleagues and probably feel more free to
speak their own opinions. Teachers who are LSC
members also rate safety, school leadership and
parent involvement somewhat higher.
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and large schools. (Medium. and large
schools do not appear to be different from
cach other.) The relationship between
school size and teachers' ratings of school
quality shows an interesting pattern.
Whereas the vast majority of highly rated
schools are small schools. some small
schools have low quality ratings. In con-
trast, few medium or large schools have
high quality ratings. Teacher reports from
these schools concentrate in the middle to
low range.

The relationship between school size
and most of the school quality clusters is
casy to understand. Enhanced collegiality,
tor example, is casier to attain among a
small group of teachers who can develop a
sense of teamwork more readily than a
large group can. Similarly. individual
teachers in small schools are likeiy to have
greater influence on school policy because
they are more likely to have a personal
relationship with the individuals who make
policy.

Pre-reform achievement in schools is
also related to teachers® ratings of school
quatity. Schools with students at or above
achievement norms prior to reform are
rated highest on the ten school quality
indicators. As achievement levels drop, so
do the quality reports. Although the actual
process at work demands more study, one
observation is warranted — the schools
most in need of academic improvements are
currently working from the weakest or-

ganizational base.

Teaching, Instructional Change and Professional Growth

This concluding section of the report discusses several key “psychological™
dimensions of how teachers fecl about their classroom work. These include:
teachers” expectations for their students—whether they believe students are
capable of learning; their sense of competency—how good they believe they
are at their jobs; and efficacv—whether they think they are accomplishing
something of value. This section includes teachers’ reports about their instruc-
nional practices—has reform changed their classroom teaching and do they ex-
pect to change in the future.

Teachers expressed moderately high expectations for their students’ learn-
mg. About two-thirds of the teachers believe that their students are capable of
lcarning the material that they are supposed to teach. Relatively few teachers
tabout 135 percent) strongly maintain that this is not true. At the same ume,
teachers also believe that their students have attitudes and habits that greatly
reduce their chances for academic success. Taken together, these two items pro-
vide a window into teachers® thinking about their efforts. Apparently, teachers
believe that students have che innate ability to succeed in school, but the clear
absence of that success is explained by other factors in the home and com-
munity which foster bad habits and artitudes that interfere with learning,
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Teacher Expectations and Competency

Many students { teach are not capable of learning
material | am supposed to teach.

ST |
15% 18% 26% 41%

Studemt attitudes and habits reduce chances for success.
f

36% 32% 19% 13%
| feel competent teaching math

69% 24% 4% 3%

L g Ll L ) 1
3 5 S0 75 100
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Satisfaction and Efficacy

| am certain | make a difference in my students’ lives.

56% 34% 7% 3%
| usuaily look forward to working each day at this school.

37% 40% 15%
It | couid start.over, | would become a teacher again.
40% 23% 14% 23%
T 1) L J R
[} 25 £ 75 100
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{nstructional Change

The changes made since reform have no effect on my

classroom practices.
28% 29% 26% %

17%

My instructionsi practices will change as a resun of SIP.

11% 34% 34% 21%
LA 1 ] L L
. 25 50 TS 100
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‘feachers appear to be saving that the problem s
not located i the child, the teacher or the
school, but rather in the home and the com-
munity,

The picture sharpens when we consider
teachers’ self-report about competency and et-
ticacy. Chicago elementary school teachers teel
extremely competent teaching reading, math, and
writing. Almost 5 percent of the teachers said
that they feel competent teaching math, with
stmilarly high percentages in reading and writing.
There is virtual unanimity in this regard.

Teachers also report a strong sense of ef-
ficacy. Ninety percent of them are certain that
they are making a difference in the lives of their
students. Over three-quarters of them look for-
ward to working each day at their school. Ap-
proximately 60 percent said that if they could
start over they would become a teacher again. Al-
most one-quarter, however, appear disenchanted
and would definitely not become a teacher again.

Taken together. these statistics imply a rela-
tively high level of teacher self-efficacy and com-
petence that some may view as troubling in the
context of the relatively low achievement levels
in Chicago. In fact. these teacher self-reports are
virtuallv unrelated 1o prior school achievement
{see graph on next page). Teachers working in
schools with very low student achievement
report the same level of competency as ieachers
from schools where pre-reform achievement was
at or above national norms. Although there are
some differences in reported efficacy, with higher
levels occurring in high achieving schools, b
size of these differences are very small.

Turnmng attennon to teachers” views about in-
structional change, more than one-half of the
teachers satd that reform had not had an effect
on their classroom practices. Further, fewer than
one-half sad that their astrucnional pracuces
will change as a result of the School Improve-
ment Plan. These results are interesting, when
compared with teachers’ reports about improve-
ments 1n their schools. Two-thirds of the teachers
believe that the SIP will help to make their school
hetter, vet only 45 percent see the SIP as chang-
ing their instructional pracuces. Apparently a
substantial number of teachers expect improve-
ment to occur externally rather than through a
change in their own classroom practices. ~

Because ultimately school reform will be judged in terms of whether class-
room teaching and learning improves, we looked more closely at teachers’
reports abourt past and future change ir%heir classroom practice. In parncular,
we sought to uncover the characteristics of teachers who were more likely 1o
change and the types of schools where such change raight be more common.
For this purpose we combined the two questions about instructional change
into a single index and explored its relation to a variety ot teacher and school
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charactersstics.” Although the pattern of results was fairly complex, some rela-
tions clearly stand out:

J Teachers who have a higher sense ot selt-etficacy and are more involved in
whool governance etforts are more likely to report change in their class-
room practices.

J Such accounts of change are more likely in schools where reform 1s
generally seen as positive and where teachers have greater influence
over school decision making. They are also more likely in schoois
where student disorder 1s problematic and prior-achievement is low.

Instructional indicators
By Pre-Reform Achievement
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This latter finding, which is displaved in the graph to
the left, represents one of the most tantalizing tindings in
this entire report. Teachers in the lowest achieving schools
are more likely than colleagues in higher achieving schools
to report that school reform has changed their classroom
practices and that the SIP will lead to a change in instruc-
nonal practices w the future. Although the size of these dit-
terences among schools in reports about instructional
change 1s modest, the pattern among schools is encourag-
ing — more mstructional change appears to be occurring
m the places most m need of change.

A tindig ot this sort immediately rarses many other
questions. Can these reports be contirmed by independent
school observations? Is the reported instructional change
mearningtul, that is,1s 1t likely to produce genuine gains i
student learning? H instructional change is occurring,
what 1. the impetus tor this change—school reform or
some earher school improvement etforts such as the
Chicago Effective Schools Project or
Project CANAL? Clearly, these first

Professional activity
Since June of 1990, have you engaged in

results, although positive, require more in-
vestigation if we are to better understand
the potential of Chicago school reform to

I
i
any of the following? VES NO I yromote genuine instructional change

Attended worksops or courses sponsored by 62% 8% ‘ ' l:inal}l*v most g\ erts ag h 8 .k '
the Chicago Public Schools. . o xP agree t af_a e

[ to such classroom change is professional
Attended workshops or courses sponsored by 55% 5% +  development. Chicago elementary school
professional organizations. tcachers report a surprisingly high level of
Taken courses at colleges or unwersities 44% 96% i professional development activities last
None of these 13% 87% ' vear, More than 4 percent took a course

About how many hours outside of class do you spend during a
typical week on background reading and education?

One hour Two to three More than
or less hours three hours
35% 36% 29%

at a college or university. Well over 50
percent voluntarily attended workshops
sponsored by either the CPS or profes-
sional organizations. Only 13 percent in-
dicated thar rheyv were not involved last
vear in some out-of-school professional
development activity. Although we have
no wayv of judging the quality of these

programs or whether this professional activity is at all linked to meaningful
classroom changes, the fact that it is occurring must be viewed as positive.

Because protessional development is so central to improvements in teach-
g and learning we also explored these data more carefully, looking for clues
as to which teachers were more likely to be involved and the tyvpes of schools
where such activity mught be more common. We formed another composite
index. 1 this case combining the items on workshop participation with the
amount of time on professional reading. Although the overall patterns are
again tairly complex, some findings stand out:

4 Younger taculty, teachers with higher levels of professional education

and those more involved in school governance efforts are more likely
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to be pursuing professional development. This is also true for more cf-
ticacious teachers and those who report higher levels of competence.

4 In general, school characteristics do not appear very important. Some-

what higher levels of professional development are reported in schools
where the average age of teachers is lower, where pre-reform achieve-
ment 1s higher and the percentage of low-income students is greater.
These differences, however, are small.

In sum, professional development scems mainly a matter ot individual
teacher initiative with the more competent. involved and better educated
teachers more likely to commir efforts to improve. The reverse is also true.
The teachers who may be in most need of professional development—older,
less well-educated, less competent and efficacious, and less involved—are least
likely to be pursuing it.

Next steps

This Consortium report is intended to stimulate discussions across the city
about school improvement. The 401 schools that had a return rate of 50 per-
cent or more will receive a school profile very shortly showing how their
teachers responded to the questions discussed in this report. These school level
results can assist school commumey members to understand better how
reachers pereetve thar school and thar students, Such understanding provides
the base tor enhanced focal ettorts at improvement, The Consortium is prepar-

_ERIC--

mg materntls to help schiools and counals interpret their protiles. More
penerally, the Consoronm s commtted to promonng, continued discussions
about the condittons ot education i the arv and what it wall take to trans-
torm the spinit ot wchool retorm = that all dnldren can learn—mto a reahty
where all children do fean, *

Other Findings

Supplies and Materials

Fastvear clementary school teachers spent
Almost 32 anthion of ther own money on school
supplies and matenals, not mduding expenses
tor bield trps, witts and other iems,

Test Preparation Time

Over 40" of wachers spent moire than 12 hours
on preparation tor standardized tests such as the
JIRS and HGAR The responses lead to a toral es-
tmate ob 155,404 hours spent in test preparation
i the CPS clementary schools last vear, This is
cquivalent to a weacher devotng 22,209 seven-
hour davs or 120 complete school years to test
preparation. Fhe cost, tigured at an average
teacher salary of $35,000 15 about $4,200.000.

Teachers Oppose
Extended School Day and Year

1 favor an extended school day for teachers and students,

pord
e

LIRS
7.8

18% 15% 16% 51%

1 favor an extended school year for teachers and students.

17% 13% 15% 55%
L v A 1
0 25 50 "5 w00
El STRONGLY AGREE ] DISAGREE
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Commentary on Teacher Survey Report

From the Teacher Advisory Group, John Kotsakis, Chicago Teachers Union
The survey of Chicago's elementary teachers provides some mterestig msights into at-
titudes and perspectives of those responsible for improving classroom mstrucnion. Al-
together. the teachers involved in the project were sanstied with the results: they feel
that the survey provides both interesting and useful intormaton.

When the teachers met to hear the overall report on the survey, they seemed
genuinely pleased that they were stvolved, Most were very exerted about the prospects
of “bumping” their local school’s results agamst the aty-wide data. More importantly,
they felt that local survey results could prove extremely usetul to PPACs and LSCs tor
serious retlection,

But this was a long detailed survey wath tour mterconnected but separate sections,
and teachers noted some contradictions in the responses trom one section to another.
Overall, everyone agreed that the results show that the teachers are generally positive
about the changes which have taken place in their schools since the niplementation of
the School Reform Act.

There is a caveat to thrs generalhy posiive view. The percentage of teachers who
respond favorably on most questtons 1s not so ugh that anvone could become
cuphoric. More importantly, the modest positive responses in such critical areas as in-
structional leadership, teacher mvolvement m polhiey, planning and mstructional im-
provement show that the school svstem has a Jong way to go betore teachers are tully
vested i the retorm process, espeaally as it applies to istruction and learning. The
reachers mvolved i the suevey plannimg were emphatic that its results in the above
areas continned what they themselves percerve among therr colieagues.

lhe teacher conmittee also tedt that dose scrutiny of the survey results would yield
addiional usetul mtormanaon, especially it responses could be cross-keyed to see how
ditterent respondents percen ed some iportant areas, They encouraged the Consor-
tum o esplore these possible research avenues and o continue with a ssimilar study ot
high school teachers nschool vear 91 92,

From the Principal Advisory Group, Sara Spuriark, Center for School Improvement
At a | eadership institute sponsored by the Center tor School Improvement, twenty-
tour Chicago Public School clementary prinaipals were briefed on both the city-wide
results of the teacher surses and the resules tor two unidentified schools. Principals
had mixed reactions to the fact that teachers were most positive about their PPAC,
somewhat less posinve about the SIP and only inoderately positive regarding the LSC.
'hey pointed out that there s a wide vanety ot PPAC models and varying levels of
cttectiveness.

Principals expressed particular concern over the results related to reachers” expecta-
nions for students, reachers’ sense of competency, and staff development. They did not
share teachers” opimons of their competency and did not necessarily see a positive cor-
relation between teachers” involvement i professional development activines and therr
skill in the classroom. Most agreed that to determine the impact of staff development
on instruction it is necessary to “get into classrooms and look.”

There was considerable discussion of the fact that one-quarter of the teachers
would not become teachers again. Questions were raised about the level of dissaustac-
tion in other professions.

As the review of findings proceeded, initial skepticism dissipated. Principals were
particularly intrigued with the results of the survey for individual schools and how
these results could be used to diagnose the areas where reform seems to be working
and the areas where more attention is needed. Unanimous interest was expressed in a
wession in which they could analyze their own school data in preparation for working
with teachers this year.
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From the Consortium Steering Committee, Janet Fredericks, Northeastern lilinois University
The Steering Comnuttee ot The Consortium on Chicago School Research met on
August 5th for a presentation ot the preliminary results of the Survey of CPS Elemen-
tary School Teachers. Although members of the Steering Committee represent a variery
ot orgamzations, they share a simlar educanonal experience which includes formal
tramning and iterest i survey research.,

The commttee hopes to distribute the resules of the survey o a wide and diverse
audience, Maximum use of the survey tindings can have a positive impact on education-
al pohey and on individual school programs, Therefore, it was considered essential to
present the survey tindmgs m g neutral manner and in such a way thar different audien-
ves will recogmee the objectivity.

The group was tascinated by specttic aspects of the research findings and the im-
plications of the data tor educational pohicy and retorm. They found it particularly im-
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portant that the size ot a school was the greatest factor in creating a positive climate
for effective school retorm.  The resules of the survey will effece policy deliberations
regarding, optimum school size and may generate new organizational designs for large
schools. It was heartening to learn that schools with faculty who favor reform were
evenly spread throughout the Chicago geographic area and that most teachers feel that
the PPAC’s have had a posinve impact.

The full impact of the dara. its implications for educational policy and the need for
future studies based on issues raised by this data snll need to be examined. Our re-
search agenda must include not only a wider universe of study, burt also longitudinal
analvses. It will be important to consider the effect of time on teacher involvement
with School Improvement Plans. the impact of reform on student achievem=nt. and the
functioning of LSCs. The Consortium and its member organizations are developing a
research agenda and an indicator system. These should assist formulating wise
decisions to have a positive impact on educational opportunities for ali children.

1. All indvidual teacher responses reported here are based on
teachers from the random sample of 80 schools that were targeted
for special follow-up to assure maximum response rates. These
resuits are based on 2246 teachers—75 percent of the total. When
statistics are broken down by school type (e.g. size and preteform
achievement) these are based on the full sample of teachers in the
101 schoois that had a response rate of 50 percent or more. Qur
orehiminary examir:ation of possible nonsesponse biases indicates
that both samples are highly representative of Chicago's elementary
teachers and schcols.

2 One small scale survey pnior to the LSC elections in October of
1989 found that teachers who were more knowledgeable about
school retorm were also more optimistic about its possible effects
and they said that they were more likely to become involved. See:
Easton, J.Q. (1989;. Teacher attitudes toward school reform.
Chicago Fanei on Public School Policy and Fimance.

3. See for example: 8ryk, A.S., Lee, V. & Smrth, J. (1990). High
c~hool organization and its effect on teachers and students: An inter-
pretive summary of the research. in W.H. Clune and J.F. Witte (Eds}

Chorce and Controf i American Education. Philadelphia: Falmer Press.

Also. Dnscoll. M.E. (1990). The formation of community in public
schools: Findings and hypotheses. Administrator's Notebook. XXXV
{4). And. Fower. W J. & Walberg. H.J. {1991). School size. charac-
tenstics. and outcomes. Educational Evaluation and Policy Analysis.
13.189-202.

4. These findings are the result of regression analyses that controlled
for school size, prereform actvevement, student mobility, racial com-
position and the concentration of low income students. School size 15
the strongest statistical predictor for these reform related outcomes.

5. Each cluster contains between two and seven items, wth three to
five 1n the typical cluster. In addition to baing conceptually related to
each other. the items in each cluster are also statistcally related. All
clusters have acceptabie intemal consistency as measured by the
Cronbach alpha.

6. The design of this portion of the survey was significantly shaped by
stakeholder interviews conducted by the Consortium for its Research
Agenda Setting actwily. We specifically inquired about the criteria that
participants use to make judgments about good schools and the infor-
mation that they would want in making a decision to send their child to
a school. We also referred to several national surveys for guidance in
selecting questions.

7. The School Improvement Plans themselves do not encourage in-
structional changes and contain iittle evidence of instructional innova-
ton. See: Department of Research. Evaluation and Planning (1990).
The School Improvement Plans of 1990: What the Schools Will Do.
Chicago Public Schools.

8. The results reported here, and for the level of teachers’ profes-
sional development in the next section. are based on a hierarchical
linear model analysis using a variety of teacher charactenistics includ-
g demographic variables (age, race. and level of professional train-
ng), teacher engagement (time spent on LSC, PPAC or other reform
activies, and time spent on personal professional development), and
psychological variables (efficacy and competence); and school charac-
tenistics nciuding size, racial composition. student mobility. low per-
cent low4ncome student. prefeform achievernent level, composite
teacher vharactenistics (average age. education level, and time involve-
ments). the four school reform md:ces and the ten schoo! quality in-
dices. Only selected results from these analyses, those that appear
particularly strong and robust {1.e. they continue to appear across a
variety of analyic modeis) are reported here. For more information
see the technical report.
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