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Introduction

Teachers are effected directly by state standards and assessment policies, as they are
presented with new expectations for what their students will learn and new mechanisms for
determining if students are meeting these expectations. However, much of the impact of these
policies is mediated by the outlook of, and decisions made by, district administrators about how
to attempt to alter teacher practice in ways consistent with reform goals (Spillane, 1996).
Literature on the implementation of reforms has repeatedly shown that local agents
interpretations and responses to policy changes have a profound effect on policy impact (Berman

& McLaughlin, 1977; Fairman & Firestone, 2001; Spillane & Thompson, 1997).

Supporters of using state assessment to “drive” instructional change suggest that high-
quality tests will promote higher quality instruction (Resnick & Resnick, 1992). New Jersey’s
Elementary School Proficiency Assessment (ESPA) is a test that relies not just on multiple
choice questions, but also on item that expect students to be able to demonstrate more conceptual

understanding and explain their responses; this is consistent with some ideas of a “good”” test.

In order to understand the impact of New Jersey’s standards and assessment policies, we
explore how district leaders responded to the state’s standards and the fourth grade ESPA,
specifically in the area of mathematics. Cohen and Barnes, among others, have argued that
policy is itself an instrument for teaching and learning (Cohen & Barnes, 1993). Thus, district
administrators who are adapting district efforts in response to New Jers.ey’s standards and the
ESPA must determine what their “pedagogy” will be for promoting student learning linked with
new state expectations by altering the actions and knowledge of teachers. Building on earlier

work exploring district responses to testing (Fairman & Firestone, 2001), this paper explores the
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relationship between dfstrict pedagogy around testing and the will and capacity in particular
districts, including the physical capital (resources), human capital and social capital (Spillane &
Thompson, 1997). The use of state assessment as an important tool to drive instructional change
relies on multiple levels of the system to respond with substantive — rather than cosmetic —
change. Literature on district reform suggests that district capacity — especially human capital —

may have important implications for how the district level responds to these new demands.

Literature review and conceptual framework

District Responses to Testing

There are a variety of ways in which districts can respond to standards and assessments.
Cohen and Barnes explore the “pedagogy of policy,” or how policy makers have sought
(consciously or not) to “teach” implementers of educational reforms; they conclude that, “the
pedagogy of policy has been didactic and inconsistent” (Cohen & Barnes, 1993, p. 226).
Supporters of standards-based accountability argue that the implementation of aligned standards
and assessments can promote increased student learning (Smith & O'Day, 1991). Districts
developing pedagogy in line with such ideals need to emphasize and support teacher learning
that is consistent with the student learning sought by the standards and assessﬁlent. However,
districts can also adopt “quick fixes” through their pedagogy, targeting their efforts. in directions
they believe will lead to improved test scores without placing as much emphasis on the

fundamental learning that the tests are designed to promote.

Literature on the district role has primarily focused on reform in general (c.f. Firestone,
1989; Floden & others, 1988; Spillane, 1998b), while literature on the impact of testing has

emphasized teachers’ interpretations and implementation efforts at the classroom level (Fairman
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& Firestone, 2001). Districts must develop or utilize instructional guidance instruments in order
to encourage teacher change in response to testing. In terms of general reform efforts, Spillane
identifies four “formal channels” used by district leaders to shape classroom teaching and student
learning — curriculum guides, materials, student assessment and professic;nal development
(Spillane, 2000). In terms of professional development, districts vary in the amount of
professional development provided, the depth of content and continuity, and the level of
“centralization” of these offerings (Little, 1989). Additional “pedagogical tools” could include
using other resources, including altering the role of staff or the use of time, and providing test-
specific information to students and parents. The theory underlying standards-based reform
suggests that these policy levers should be aligned with one another, and with state standards and

assessments (Smith & O'Day, 1991).

The process that districts choose to use in response to testing reflects another éet of
pedagogical choices. Spillane discusses the value of teacher change and learning that builds on
and challenges teachers’ current thinking, and links the use of teacher leaders as central agents in
the change process to the development of such learning (Spillane, 2000). The role of teachers in
reform efforts is reflected in the tools or policy levers used. As Floden and his colleagues
discuss, some districts encourage teacher participation and design policy levers that encourage
teacher involvement (i.e. in the district planning process or as teacher leaders), while others
focus more on the decisions of district administrators with little teacher input (Floden & others,

1988).

In terms of responses to testing more specifically, Fairman and Firestone found that, in
Maine and Maryland, the districts and teachers they studied mostly responded to state standards

and assessments by doing more test practice activities in the format of the new assessments and
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adding new topics to the curriculum, rather than focusing on fundamental changes in pedagogy

(Fairman & Firestone, 2001).

Finally, it is important to attend not only to what tools are being used in response to testing
demands, but whether these tools constitute an overall coherent and consistent strategy, or are
merely “piecemeal” changes (Floden & others, 1988; Porter, 1989). As well, in high capacity
districts, Spillane and Thompson found that administrators and teacher-leaders, “frequently saw
their task as helping their colleagues learn key reform ideas;-rather than télling them what the
reforms were about and forcing them to change” (Spillane & Thompson, 1997, p. 192). Thus,

there was variation in the process of change (top-down versus collaborative with teachers).

Why do districts respond to state standards and testing in different ways?

Research on districts offers some fairly consistent findings on the reasons behind district
responses to reform in general, as well as to testing more specifically. The concepts of district

will and capacity are particularly useful.

District Will

Several authors have discussed the “will” that is necessary for local agents, including district
administrators, to implement change consistent with reform ideas; such motivation is seen in part
as the result of the “fit” of district policy with reform ideals (Firestone, 1989; McLaughlin,
1987). Fairman and Firestone argue that individual will to develop new knowledge is similar to
proféssional commitment, and requires some ability to understand the nature of the change

sought by the policy (Fairman & Firestone, 2001).

According to Fairman and Firestone, state policy interacts with districts’ and teachers’ will

and capacity to influence instructional change (Fairman & Firestone, 2001). They found that
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district will depends on some mix of the nature of the state policies (such as stakes or other
accountability tools), size of district, governance structure of the districts, and the values of
individual administrators. The “will” of district leaders to seek changes consistent with reform
more generally is closely tied to their own understandings of reform ideas (Spillane, 1996;
Sp‘illane, 1998a). Fairman and Firestone also found that, while some district leaders felt
compelled to comply with state mandates, others felt more independent and disagreed with or did

not understand the premise of the reforms.

The support of district leaders for reform linked to testing is also likely influenced by other
demands on their time and by the level and nature of community pressure to improve test scores.
For example, if the district has already committed to implementing certain curricular or testing
changes, then administrators may be reluctant to redirect their energy and money when a state
policy change comes about (Spillane, 1996). Spillane also notes how, in one suburban district he
studied, “community interest in test scores was especially influential in the suburban assistant
superintendent’s efforts to make sense of the reforms” ( see also Fairman & Firestone, 2001;
Spillane, 1998a, p. 50). Fear of embarrassment over public comparisons of districts test scores
was one reason that some administrators in Maine and Maryland felt compelled to give more
attention to math topics tested by the state or teach test taking skills (Firestone, Mayrowetz, &
Fairman, 1997). While administrators’ beliefs about, and understanding of, reform ideas is

important, their commitment to change can also be crucial (Spillane & Thompson, 1997).

District Capacity
The idea of district “capacity” to support reform, whether in general or specifically around
standards and assessments, has been raised by a number of researchers (Fairman & Firestone,

2001; Spillane & Thompson, 1997). Spillane and Thompson focus on three particular aspects of
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capacity — physical capital and resources, human capital, and social capital — recognizing that
these “capitals” are heavily intertwined (Spillane & Thompson, 1997). Here, we also focus on
these three aspects of capacity, but look more specifically at how they are linked to state

standards and assessments.

Human capital. Human capital in the context of district leadership can be defined as “the
knowledge and skills that administrators and teacher leaders command...[along with] the
commitment to reform and the disposition to learn” (Spillane & Thompson, 1997, p. 190).
Recent research has demonstrated the importance of administrators’ beliefs about teacher
learning in overall reform efforts. For example, Spillane highlights how the views of individual
administrators on instruction influence their interpretations of state directives (Spillane, 1996;

Spillane, 1998a).

These views are particularly important when it comes to the connections between state
testing and district leaders’ ideas about reform. Spillane found that some of the districts he
studied in Michigan viewed the state assessment as external to their reform efforts (Spillane,
1996). Administrators may value their own locally chosen assessments more than the state’s,
which may give teachers conflicting messages about what skills to focus on in instruction. It is
also important to note that districts do not necessarily have a cohesive district “vision” related to
reform efforts; as Spillane points out, there can be within-district variation in beliefs about

reform among key leaders at the district and school levels (Spillane, 1998b).

Spillane and Thompson comment that, in their study, “Invariably we found that the most
successful local reformers were knowledgeable about subject matter as well as about current

thinking on the teaching and learning of these subjects” (Spillane & Thompson, 1997, p. 192).
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The views that district administrators hold may be linked to convictions about teaching
based on their own prior classroom experience and training; their individual convictions may be
a more powerful influence on decision-making than state policy messages (Spillane, 1996).
Spillane notes that, “Work in organizations is also shaped by the particular specializations and
professional or occupational identities individuals bring to their work. Individuals in these
professional communities share norms, knowledge, perspectives, commitments, and often a

language or vocabulary” (Spillane, 1998b, p. 37).

Social capital

Spillane and Thompson found, in the districts they studied, that “social capital in the forms
of professional networks and trusting — collegial relations — was instrumental to the creation of

the human capital necessary to realize the reform ideas” (Spillane & Thompson, 1997, p. 190).

Networks that bring ideas and support from outside a district, including links with
universities and professional organizations, can provide an important resource for district
administrators trying to understand reform ideas and determine how to approach district change
(Spillane, 1998a; Spillane, 1998b). Spillane comments that, “Professional associations are likely
to be important in most medium and large district offices where one is likely to find an array of
professional specializations, in subject matter or assessment... Organizational arrangements and
professional affiliations help situate local policymakers’ efforts to understand state policy”

(Spillane, 1998b, p. 37).

Spillane and Thompson argue that, “developing social capital involves changing the way
people relate with each other in order to enable them to achieve goals that could not be possible
in the absence of these relations” (Spillane & Thompson, 1997, p. 193). They find that links to

formal and informal networks — and the use of those networks — was critical in high capacity
Teaching the Test to the Teachers 7
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districts. This was particularly true in smaller districts, where internal human capital was often
more limited (Fairman & Firestone, 2001). In this study, all of the districts had access to the

New Jersey Statewide Systemic Initiative as one network for building social capital

Physical Capital/Resources. Physical capital (which Spillane and Thompson discuss under the
heading of “resources™) can include staffing, time and materials (Spillane & Thompson, 1997).
Decisions about use of these resources are heavily influenced by a district’s human capital. As
well, district size can have an important impact on capacity, as larger district have more
resources to draw upon and can have district staff that are more specialized (Fairman &

Firestone, 2001).

Conceptual Framework and Research Questions

As the above literature review demonstrates, district will and capacity can have an important
impact on district responses to reform. In this study, we draw on many of the same ideas to look
more specifically at the relationships between will and capacity and district responses to state

standards and testing. Specifically, we ask:

How do districts respond to state standards and testing? What tools and methods do
they use to promote change in this context?

How does district capacity influence districts’ responses?

Methods and Study Context

Data Collection and Analysis

This study involves an examination of the responses to state standards and the ESPA in six
districts in New Jersey. This study is part of a larger study that explores the relationship between

state testing, professional development and instructional practices in mathematics and science.
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The districts were selected through recommendations from leaders at three of the New Jersey
Statewide Systemic Initiative Regional Centers. Districts were purposively sampled with the
intent of focusing on districts that were actively engaged in math or science reform efforts, and
represented a variety of contexts (district size, urban/rural/suburban, and district affluence).

Table 1 shows the district characteristics in these areas.

The study is a comparative case study (Yin, 1994) of six districts, and the primary data used
were interviews with district administrators. In total, 19 administrators were interviewed. Of
these, 11 were interviewed once, and the remaining eight were interviewed twice. Interviews
lasted between 45 minutes and one and a half hours. Following the interviews, tapes were
transcribed and district profiles were created. These district profiles, along with the original
interviews, were coded using the Nud*Ist qualitative data software program, based on themes
that emerged through the literature and in the process of conducting the study. Following Miles
and Huberman, the coded data was then summarized and placed in data matrices based on the

themes utilized in this paper (Miles & Huberman, 1994).

Study Context

This study takes place in a single state, New Jersey, where standards-based reform has taken
a relatively moderate form. New standards were developed, and tests aligned with these
standards have been implemented in grades 4, 8 and 12. The single state nature of the study
offers an important advantage for a study of district responses to standards and assessment

policies, as all six districts are operating within a somewhat similar external context.

However, New Jersey is also a somewhat unique state, in that litigation linked with issues of

finance and educational equity has a significant aspect in some districts. Thus, one contextual
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factor that may reasonably be expected to influence both district “will” and capacity for reform is
whether or not the district is an “Abbott” district. This set of 28 primarily urban, low-income
districts have been identified as high needs through a series of state supreme court decisions. As
a result of these decisions, the Abbott districts receive additional funds to improve educational
quality, but are also under additional requirements from the state. During the time of this study,
the Abbott districts were in the midst of implementing mandatory whole school reform models in
their schools — this had substantial implications for a district’s ability to take “district” action, as
budgeting and professional development decisions were lbeing substantially shifted to the school
level. For the most part, the efforts described here undertaken in the two Abbott districts
included in this study (Cedarville and Ridley) reflect district strategies prior to the shift towards

whole school reform.

Analysis

Strategies for approaching standards and testing

Responses to standards and testing varied from district to district, both in the “tools” used
and how those tools were used (i.e. professional development, assessment, and curriculum
change), and the process of creating and supporting district-wide change. Table 2 shows a

matrix reflecting the different strategies around tools and process used in the six districts studied.

Tools Used in Change

The six districts we studied approached change linked with state standards and the ESPA in
a variety of ways, using tools including professional development, curriculum change,

assessment, new resources and changed staffing patterns. Each district used a somewhat

Teaching the Test to the Teachers 10
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different combination of the tools available, and used these tools in different ways (see Table 3).
However, upon closer inspection, we were able to identify a continuum of strategies implicit in
the tools selected. On one end of the continuum are strategies that rely primarily on tools
intended to raise test scores through “test-prep” activities, such as training teachers to better
prepare students to be effective test-takers through exercises, materials and/or assessments
designed to make students more cdmfortable with the test format and context and altering the
content of the curriculum to reflect topic areas that are “weak.” On the other end of the
continuum are in-depth reform-oriented strategies designed to develop teachers’ content and

pedagogical knowledge consistent with the goals of the New Jersey standards.

Professional development

Professional development was used in all six districts as they sought to respond to new state
expectations. However, the intensity, follow-up and content of this professional development
varied considerably. In Newtown, which had the most “test-prep” response; professional
development linked to standards and testing was solely provided by outside experts and district
staff, and focused on issues such as how to correlate standards with the curriculum. Professional
development in this district is primarily “one-shot” workshops, and there is little in the way of
follow-up (with the exception of teacher observations, where teachers are expected to have
lessons that are linked to the standards). Willis Creek also focused priinarily on “test-prep”

activities, but supplemented workshops with some classroom follow-up.

In the “combination” category, districts used professional development with a mixture of
goals, some aimed to enhance teachers’ knowledge and understanding, and others designed to
prepare teachers to respond to specific issues of content and test-taking strategies. These

districts required some attendance at workshops, and also offered more in-depth opportunities for
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interested teachers (such as courses for university credit). Ridley, the most “heavy-handed”
district in this area, required teachers to demonstrate classroom use of workshop concepts before
they received all compensation for workshop participation. Sunset is the one district where the
overall response to state expectations has been the most consistent with promoting substantive
teacher learning. Here, professional devélopment in the district’s ongoing, intensive
mathematics reform effort has not been altered considerably in response to state policy, but some

supplemental workshops on standards, ESPA and testing strategies have been added.

Assessment

In most districts, analysis of test scores from the ESPA and supplemental standardized tests
were used to identify areas of weakness and the district’s curriculum or “signals” to teachers
about areas to address were altered to enhance instruction on topics seen as inadequately
covered. In Willis Creek and Newtown, this was the full extent of the use of assessments in
change efforts. Other districts, however, viewed assessment as a richer tool and used this

strategy in conjunction with additional uses of assessment.

Two districts (both low-income “Abbott” districts) were the heaviest users of assessment —
adding both standardized tests and district assessments. In Cedarville, results on district

assessments are tracked at the district level. According to the math supervisor:

We feel that these [tested areas] are the main ideas at each grade level and we try to
monitor the growth the student is making... What we are expecting our teachers to do is,
depending on how the student scores on this, to then start spiraling their teaching. So,
recovering skills so the next time they take it they do better. It is a way to monitor how
we are covering the different strands and how our curriculum is doing. Then, all that data
is sent back to me... Again, it is giving us a way of instant feedback of how things are

going.
Sunset has taken a more “bottom-up” approach to assessment than the other districts. While

the district is giving the Terra Nova test in pre-ESPA years, they are also working to utilize new

Teaching the Test to the Teachers 12
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teacher-developed classroom assessments that are a part of their overall reform strategy to
promote student experience with ESPA-like testing questions and strategies. Teachers, who are
being trained in developing alternative classroom assessments, are asked to present them in a
format and style similar to those in the ESPA. All of the other districts are also encouraging the
use of more open-ended classroom assessments, but not in the systematic or in-depth manner

found in Sunset

Curriculum and Materials

In each district, curriculum have been realigned to match the state standards and testing
guidelines; the level of revision varied, depending in part on how “reform-oriented” previous
versions of the curriculum were. In terms of materials, all of the districts have purchased new
materials for mathematics in recent years — in four districts, this has meant new textbooks, while
the remaining two (which are moving to non-textbook based math programs) have bought other
materials and tools. Newtown and Willis Creek were most focused on test-prep materials;
Newtown specifically purchased test-preparation materials used in neighboring districts that had

scored better on the ESPA.

Staffing and time changes

Making changes in the use of staff and time during the school day can enable districts and
schools to offer different types and intensity of instruction, and to enhance human capital to
support change. In Newtown, there were no changes in staffing patterns or use of time in
response to the state standards and the ESPA. Other districts, including Willis Creek, Hillview

and Ridley, made fairly minor changes in staffing and did not alter the school day. Cedarville
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had the most substantial staff changes, where three “teacher coordinators” for mathematics were

added to the district staff.

In terms of time, Sunset provided additional time throughout the year for mathematics to
support the effort to offer more constructivist-oriented instruction. On the other end of the
spectrum, Willis Creek’s superintendent explicitly stated that, “two weeks before the test is
given, eVerybody stops functioning and just works on teaching those test skills.” While other
districts likely emphasize testing skills in the weeks leading up to the ESPA, this was the most
open and explicit allusion to such an effort. One shift reported in many districts, while not
formalized through curriculum or official time allocations, was towards instructional times in
areas where test scores were weaker (especially language arts and mathematics) and away from
areas that are either untested or were district scores were seen as acceptable (often the case with

science).

Other tools

There were a number of tools used in addition to those discussed above. Four districts
offered additional instructional time, before or after school, or during the summer, to students
that were identified as likely to do poorly on the ESPA. Several districts also used observations

and administrator “walk-throughs™ in classrooms to check on compliance with district policies.

Community links

Making real and substantive change in mathematics instruction, as envisioned in the New
Jersey Core Curriculum Standards and the ESPA, could place districts at odds with communities
that are more accustomed to traditional approaches to math. The two test-prep oriented districts,

which made little substantive change, also did little to explain to parents and their communities
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their approach to state initiatives. The remaining four districts used a variety of strategies,
including from state-supported FANS (Families Achieving the New Standards) parent
workshops, additional sessions for parents on mathematics reform, and one district’s cable access
show that offered parents demonstrations on how to help their children with a “new” kind of

math homework.

Process of Change

In addition to varying in terms of tools and overall strategies, districts also varied in the
process they used to promote change (see Table 4). Some districts emphasized a “top-down”
model, consistent with the teacher-driven pedagogy often used by policy makers and discussed
by Cohen and Barnes (1993). Others combined district-driven change with a heavier reliance on
teachers and teacher leaders to support and design the district response. No district in our sample
relied primarily on a teacher-driven response to standards and testing. In at least one district,
Ridley, administrators expressed a strong interest in building internal capacity and relying more
on teacher leaders, but felt that all but a few teachers were uninterested in playing an active role

in district efforts.

As demonstrated here, the six districts in this study used a range of tools to respond to new
state expectations around standards and the ESPA, and used those tools in a variety of ways. In
some cases, tools were used as a mechanism primarily designed to improve scores, while in other

cases efforts were focused more on substantive learning.
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Links Between District Will and Capacity and Responses to State Standards and
Testing

In order to better understand the strategies used by districts to respond to the New Jersey
Core Curriculum Standards and the ESPA, we examined administrators’ explanations of district
will, or motivation to change, district capacity (including human capital, social capital, and
resources/physical capital), and barriers or perceived barriers to change (see Table 5). Consistent
with work by Spillane and Thompson, among others, we found that these different pieces were
highly inter-related. While we separate them for analytic purposes, it should be visible

throughout that the different aspects of will and capacity are interwoven.

District Will

District will, or motivation to seek change in response to state standards and the ESPA, was
connected with both internal and external pressures. Externally, will was largely linked to
pressure from the community (especially as reflected through the school board) and parents to
improve test scores. Most of the districts, independently of their process of change and tools for
change, expressed that test scores are influenced their motivation because of the public image
aspect, the pressure from parents who demand better test score and the embarrassment of being

scoring lower than expectations.

Community and parental pressure is found in all six districts studied. In New Jersey, DFG
(district factor grouping) is a summary of the socio-economic status of a district and can range
from A (very low socioeconomic status) to J (high socioeconomic status). DFG is frequently
used for comparisons with neighboring districts. For example, in Newtown, an administrator
commented that, “Opening day here, in September... the [superintendent] puts the scores up on

the overhead and...she supplies all of the scores of all the neighboring “I” districts.” In a number
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of districts (Sunset, Willis Creek, Hillview), changing district demographics that are making the
districts less affluent and more diverse are adding an additional pressure as administrators must
explain if and when scores go down (especially relative to neighboring districts) in conjunction

with these changes.

This external parental/community pressure appeared to be stronger in more affluent districts,
where comparisons with othe_r districts were frequent. As a Sunset administrator commented,
“It’s a wealthy community... In a district like this, we don’t have the luxury of not doing well on
standardized tests. It’s extremely important to our parents how well their children are doing in
comparison to like districts.” However, middle and lower-income districts are not immune to
such pressures. For example, the math coordinator in Hillview commented that, when the test
scores were published, the “board just flipped. They really did. The board’s bottom line is test
scores.” According to the superintendent, “they [board members] take it very personally when
the scores come out comparing [us] with other districts... I had a board member actually shake
his finger at me and say, ‘I demand better test scores.’” In the lower income districts, especially
the Abbott districts, the external demands comes from a combination of community pressure and
concern about greater state involvement (i.e. state takeover, which has happened to three

districts).

The demands from outside the district structure were often translated into internal pressure
to improve scores, especially from superintendents who must respond to school board questions
about test results. As one supervisor in Cedarville commented, “We are very concerned about
bringing up our test scores. Our superintendent is very focused. He‘ wants to raise

achievement.” District will was clearly elevated by external pressures in these cases. However,
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internal pressures/expectations can also influence the level of response to state standards and

testing.

Administrators in several districts talked about their support for the thinking and ideas that
were the underpinnings of the state efforts. For example, they spoke of using the testing and
standards to convince other district officials, teachers and parents of the need to move in more
“reform-oriented” directions. However, a number of administrators in districts that used the

spectrum of responses to the ESPA raised questions about the validity of this particular test.

The pressure to raise test scores and the desire to move towards content and pedagogy
consistent with the standards were somewhat divorced in all of the districts. Thus, all districts
used at least some test-preparation or test-besting materials, even though administrators
questioned their educational value. Information from other districts about success in raising
scores through the use of such materials and strategies provided further support for what

administrators saw as educationally questionable practices.

District Capacity

The human and social capital in a district, and the resources available for responses to
changing state expectations, are heavily dependent on each other. For example, districts with
substantial human and social capital are probably more likely to receive grants to support
capacity-building because they have people with knowledge of grant availability and the time
and understanding needed to successfully seek grants. In turn, the availability of resources,

whether through district funding or external funding, can be critical in building capacity.
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Human Capital

Human capital, or the availability of individuals who can support change efforts in response
to state standards and testing, involves people who are both able to devote time and effort and
have the knowledge and understanding necessary to use their energies to move the district in the
directions envisioned by state leaders and supporters of standards-based reform. Districts with
more “sophisticated” responses to state standards and testing had more human capital. This
human capital was at the district level but, especially in the most reform-oriented district, was

also throughout the teaching staff.

The two districts that responded to state standards and testing primarily with efforts to
increase scores through content changes and test-prep activities had only one person at the
district level to support change, and that person was spread across multiple content areas. In
both cases, neither the superintendent nor the administrator focused on mathematics had a strong
background in the content area. While the most reform-oriented district also only had one
district staff person working with mathematics and other content areas, the district staff person in
Sunset was highly experienced in the area and had an exceptionally strong and well-trained core
of teachers interested in mathematics reform on which to draw. The three larger districts, which

all took a multi-pronged attack approach, had district staff focused just on mathematics.

At the level of district administrators beliefs and understandings, two aspects were
particularly important in influencing the overall district response: their beliefs about what (if
anything) teachers need to learn in order to improve test scores and how they believe teachers are
best supported in this learning. In terms of what needed to be learned, district administrators
varied considerably. In Newtown, the most test-prep oriented district, the curriculum director
suggested that teachers had little to learn; in commenting on his frustration with the ESPA, he

Teaching the Test to the Teachers 19



DRAFT

argued that, for teachers, “It just means pressure and embarrassment and a sense of futility
because I think in about 99% cases, they’re doing the very best they can. ...and it’s a bit of an
anomaly to me why we would do badly [on test scores].” The main changes he described as
needed involved teaching strategies — more hands-on work, more use of manipulatives, and more
“active learning” — that he did not connect with broader ideas of promoting students conceptual

understandings.

Districts with a mixed process of implementation and with a non-exclusively testing
pedagogy seemed to have a more coherent discourse about what good teaching and learning is
and a better understanding of the standards. In Cedarville, the math coordinator argued that
teachers had much to learn; she said that, “the teachers don’t have the content knowledge. They
need to know what they’re teaching...Especially when you have to start doing activity-based
instructions. [Teachers] really have to have control [of content knowledge].” Similarly, in
Ridley, the curriculum director and superintendent felt that teachers need good content-based
courses, such as the college-level math education courses they offer ih the district. While
resources sometimes limited districts’ ability to follow through on administrators’ ideals, but an
expectation that teachers’ pedagogical and content knowledge needed to be supported was a
necessary (if not sufficient) condition for a more system-wide response to testing in these

districts.

In addition to variation in ideas about what teachers need to learn, district administrators
also vary in how they think it is best to support and promote teacher learning. In most of the
districts, administrators saw a need to “coax” or require teachers to take more responsibility, get
more actively involved in district professional development or curriculum efforts, or pursue

professional learning (pressure, incentives, or accountability tools needed). This was particularly
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true in districts where administrators had a perception of low human capital and motivation
among teachers. In these cases, they were more likely to use “carrots and sticks” to promote

participation in efforts linked with testing and standards.

In two districts (Newtown and Ridley), administrators were explicit in arguing that teachers
learn under pressure, and that this is why they were increasing methods of “control” (i.e. by
mandating participation and compliance). District administrators in places where more system-
wide changes were sought were more likely to see teacher learning as a long-term process
requiring a variety of strategies (including formal professional development, teacher
collaboration, and in-class follow-up). For example, an administrator in Ridley argued that, for
real change “I really think the only way to do that is over a long period of time. Having a math
specialist working with a small number of teachers on an ongoing basis. A privilege that we

don’t usually have.”

Social Capital

As in Spillane and Thompson’s study, social capital — both internal and external — was
strongly influenced by human capital (Spillane & Thompson, 1997). Overall, in these districts,
social capital was necessary to support change efforts, but was insufficient without human and
internal social capital in the district that was also supportive of such change and sought external
links. The two “test-prep” districts had the fewest external connections around mathematics, and
primarily relied on a few external professional development providers and a little assistance from
the New Jersey SSI. The three districts that had a “mixéd” response to testing and standards all
had external partnerships that were supportive of more reform-oriented responses (including
more substantial links with the New Jersey SSI); these partnerships provided networks between

district staff and district teachers and external reform organizations. Ridley had the most
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extensive external networks, drawing in partners from universities, reform organizations and

businesses.

While Sunset did not have the number of partners found in some of the other districts (i.e.
Ridley), the connections between the district and a local university were very rich and deep. For
exémple, a number of people in the district had done graduate level work at the university with
the same faculty and staff who were now coming to support the district’s reform efforts. As
well, the curriculum director had particularly strong ties with the state and state math

organizations.

Social capital involves not only external relationships, but also networks and relationships
among those within a district. Efforts such as study groups (Cedarville) and additional after-
school time for teacher collaboration (Sunset) provided forums for teachers to share ideas and
support. As well, using internal resources such as teachers to provide professional development
or support to their peers also enhanced internal social capital. Overall, those districts- with more
human capital internally used this for professional development and to continue to support

district efforts.

Physical Capital/Resources

The availability of resources other than people to support change efforts also varied across
these districts. One obvious type of resource is general district funding. However, in our
sample, the districts with more financial capacity (higher income "I" districts for instance) did
not necessarily pursue reform more aggressively than low or middle-income districts, nor did
their administrators and teachers have the will, attitudes, dispositions, or human capacity
(knowledge, skills) to pursue reform aggressively on their own. If they were doing "well enough”

on test scores, than there may not have been anything prodding them to pursue more substantive
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changes. Only if their test scores dropped with respect to their DFG did they feel embarrassment
from the comparison, and feel pressured by parents/school board to change "something", though

they seem at a loss to know what to do.

The availability of money in addition to regular funding came primarily from two sources —
grants (usually from the government or foundations) and extra funding for the two Abbott
districts. The districts that had substantial external funding were also those that had the human
capital that could pursue such resources. The Abbott funding was an important asset for those
districts; the superintendent in one commented that, “the number one benefit to this school
district in this last, I would guess 40 years, has been the Abbott Supreme Court decision.”
However, the Abbott money can be a mixed blessing. Near the end of this study, the two Abbott
districts were actively implementing one of the court mandates, the adoption of whole school
reform models in each school and the shifting of district resources towards school-based
budgeting. In the context of district reform efforts, such changes stopped or altered much of the

district-level response to standards and the ESPA.

While other studies have suggested that small district size can create more challenges for
reform (Fairman & Firestone, 2001), it is interesting that the most system-wide response to
standards and the ESPA came from one of the smallest districts. In this case, the limitations of a
small district staff were overcome by substantial and deep capacity among the teaching staff in

an affluent district.

Administrator-Identified Barriers to Reform

From the perspective of administrators, the three most commonly mentioned barriers to
pursuing change consistent with the standards and state assessments involved teachers, the

community and resources. Issues around staffing were mostly raised in the lower-income
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districts of Ridley, Cedarville, and Hillview. In these districts, problems with staff quality and
teacher turnover were raised by a number of administrators. As well, teacher beliefs and
resistance to change were also identified as a barrier to reform. For example, an administrator in

Ridley argued that,

We have problems with our belief system in terms of many of the staff members not
having a sense of efficacy about their ability to influence the development of all children
towards high standards and the standards-based curriculum. Teachers do not look at our
children and, this is a generalization, but it's a large enough generalization to be an issue
in our district, teachers do not look at themselves as having the "Right Stuff"... to
overcome the social pathology that they attach to the kids and the kids' learning capacity.

For those districts that were pursuing reform efforts that were non-traditional (i.e. a non-
textbook based math program), ongoing efforts were needed to demonstrate to parents and the
community the value of such an approach. In other districts, including Newtown and Willis
Creek, administrators said that they were not pursuing more reform-oriented approaches to
mathematics because of anticipated community resistance; using a strategy such as that in Sunset
to build parental and community support did not appear to under serious consideration in these

districts.

Finally, even in districts where administrators had an understanding of standards and testing
consistent with ideas of “standards-based instruction” and described programs they thought were
needed to support these ideas, the ability to put into place the programs seen as needed was
limited due to financial resources. One interesting finding in this area was that, while low
income districts may have administrators that have very high human capacity (an-understanding
of the reform ideas and content knowledge, as well as the will to pursue change), they are limited
in what they can do because of low teacher will and capacity, lack of financial resources and
number of district-level staff. Still, places like Ridley are trying hard to overcome the problem

of teacher will by forming partnerships with many outside experts and organizations and
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corporations to provide the funding, materials, people, and ideas to help their teachers learn new
ideas and strategies. This means, low-income districts may have to do change in a piecemeal
way, where as higher income districts that have sufficient will and human capacity can do more

systemic change or system wide change.

Discussion

The rhetoric behind using assessment to drive instructional change focuses on the nature of
the state testing policy and accountability. However, this paper shows how six districts operating
within the same set of state policies responded quite differently. Our findings are consistent with
research on district reform (c.f. Fairman & Firestone, 2001; Spillane & Thompson, 1997), in
finding that districts have varying capacity for reform, but enhance that literature by focusing on
strategies used in responding specifically to state standards and testing. Overall, we found that
districts’ responses to standards and testing were heavily influenced by their capacity to support
more general reform efforts. In the one district where responses were most consistent with the
expectations of state reform advocates, a combination of factors were involved. The human
capacity and will were very high in Sunset, along with some growing pressure from parents
about test scores, and that all together meant they pursued change that was more systemic and
deeper. However, the primary catalyst was teachers' and administrators' own beliefs and

understandings of the reform ideas, which was lacking in a district like Newtown.

If district administrators do not have a strong interest in reform and a reasonable
understanding of the purpose of the assessment and the types of changes in teachers’ pedagogical
content knowledge, then they are unlikely to respond to state expectations in substantial and

sustained ways. As well, they must have the financial resources and the social networks and
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tools necessary for such change. Administrators need to not only understand reform ideas but
also believe that teachers need to engage in substantial learning in order to implement them.
While some argue that “teaching to the test” (Resnick & Resnick, 1992) can be a beneficial
strategy if the tests themselves are good, the kinds of district strategies consistent with teaching
to the test found in this study varied considerably. In keeping with this theme, the will for
reform needs to be linked in part to internal “buy-in” or support for state-supported changes, not

just external pressures linked with test scores.

Thus, in any income category, the variation in administrators' will and capacity (knowledge
and understandings of the reform) and teachers' will and capacity are key to the problem of
driving change through testing and standards. In a few cases, a few teachers have helped to move
their district toward change by bringing back ideas from professional development experiences.
But, in most cases, district leaders needed to communicate a clear goal for moving in this
direction and use a combination of pressure and support to move the more reluctant (and usually
older, veteran teachers) to make an effort to learn new content and change practice. In the
absence of this leadership or understanding, change efforts are really just superficial, where they
match up the topics and lingo of the standards to their curriculum documents, but don't really
change what and how teachers are learning and the materials they have to use, or provide on-

going support.

If state policy makers wish to use assessment as a tool to promote instructional change and,
ultimately, enhanced student learning, they need to recognize that how districts interpret and
respond to new state policies is an important intervening factor in their efforts. While individual
teachers may, through their own independent learning, develop the pedagogical content

knowledge promoted by reformers, the support of districts in this area could be a significant asset
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for policy makers. Building district capacity in all its forms may be a critical (although likely not

sufficient) mechanism for using state assessments as an effective policy tool.
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Tables
Table 1: District Characteristics
District DFG Size Grades | Rural/Suburban/ District
Urban Administrators
Interviewed
Ridley B 5,000-10,000 K-12 Urban 3
Cedarville B 8,000-12,000 PreK-12 Rural/Suburban 5
Hillview CD 5,000-10,000 PreK-12 Urban 4
Sunset I 1,000-2,000 K-8 Rural 2
Newtown I 1,500-2,500 K-8 Suburban 2
Willis I 2,000-4,000 K-8 Suburban 3
Creek
Table 2: Types of District Responses to Standards and Testing
The Process of Change
Tools Used in Change District-Driven Combination of district and
teacher leadership
Primarily test- Newtown '
preparation/ “test-besting” Willis Creek
Combination of test-prep Hillview
and system-wide reform Ridley Cedarville
Primarily focused on Sunset

system-wide reform

Teaching the Test to the Teachers 28

30




6Z S1oyoea] oy 01 153, 93 Suiyoeay
A
JHomatuoy paseyoind sjeriayews
JO spuy mau . ’
: SonewsyIew
s SUIPNIS seale :
: Ul $j00qIX3) S19Yoed)
djoy ueo JUJUOI SSOIOE :
woly Aeme 10} SUOSS3] UONBSUOWIP
sjuared moy JI0M paje[ar ;

Sunensuowap
MOys 3[qed pue
‘sdoysyzom
SNV ‘sansst
yiew uo sy

VdSd 9y) uo mo[
31008 03 A[1]

Se paynuapt
SjuspnIs I0j

auIl [00Yds-JO

Sunsay spiepuess
ul Jsisse

01  Juswugisse
[e10ads,,

uo paoejd 19yoea)

Sutaowr 1o1sIq

9pei3 p Ul PaIaA0d
Aqreoytoads ydsd
u1 paziseydws so1doy
— SpIepuels yiim

yidap 210w U1 PAISAOD
2q 03 SE2IE JUIIUOD
QUIULI2NAP 0} pPazA[eue

s12}J0 10s1a1adns yrew
pue oIsIp-ul djqejieAr
$251n09 yrews yadap-ui a10p

sananoe  doxd-1s9),, pue
20uE)SqNS Y30q UO pasnooy

sjuared Auej -no [euonippy | Aejuswispe sug | psudife wnjnoLny $9103s BAON BLID] | ‘sdoysyiom YdJSH papuaixg PIXIAL MIAIITH
uonesedard s{eLIaeW
1oy Sunsa) 21039q da1d-1593,, swos
A12yR1patur pUE SpIepuels yiim
swy paudife sjooqIxal
Jo asnyondxg M3U Jo aseydIng
vdST uo mo| Juapuduuadns spiepueis 3je1s "spadxa [euId3X? pue
31005 03 A1 juessisse | Joj spews suoneidepe vdsSd syl 1yess 1osip Aq dn-mojjoy
Aununuods Se palyuap! 3UO JO PEaISul loulur ‘splepuess 03 1o11d yidap arows WOOISSE[D SWOS 159}
03 3|qefieAe SJuapNIs s1osiazadns WIDN Yam | Ul paIaAa0d 2q 0} Seale 03 Joud U0 SNJ0J 0) SEAIE | PIJUILIO
WNNOLLMO Joy weioid | pajusLIO-JUIUOD paudife Ajsnoiaaid JUIIUOD SUTULIISP O} JUSJUOI JBYM UO P3SN0} daid ¥
Im 3JISQIM [00Ys 12y 0M] 0] A0 wnjnoLImy pazATeur BAON BLID] vdSd uo sdoysyiopm 11531, SHIAA
Sunsay uo snooy sreuaew  daxd
03 INJ SINIATOE -1s9,, pue yv4dSdq
Je[noLUNo-BHXY pUE SpIepuels y3im
paudije sjooqixal
uaA18 st ydsa Vv dST uo moj SSOUNBIM JUIU0D
M3U JO aseyoIng
ay) yoam 31095 03 Aja1] Jo seare 10} pazA[eue
a3 Suumnp SE paly1uap! [2A3] s2100g ‘s1eak vdSH WnnILIND
uonedeA sjuspmys JOLISIP B PAZI[BHUID -o1d w1 ay1je-)00] | yim JusU0d Sunosuuoo pue | pajusio
uo og o130u JIoy weidoid aIoW ‘SpIEpUEIS YHm VvdSd,, UB ‘SSVIIN JUUO0D Y JST U0 PIsnaoy doaxd
PaYse syualed [ooyas 21033g suoN | pauSife wnnoLIn) Buisn jounsiq sdoysyiom swn-auQ 51591 | umoymaN
JUSWAA[OAU] sjoo,
LAunwwo) sagueyd swy S[BLIdIBIAL joasn
JAnuxe J S[00], ,3YIO pue uijers pUE WNN3LLINY) Judwssassy | Judwdoaad(] [euoIssajord | [[B13A0 JLYSIQ
3unsa] 03 sasuodsay] 3101SI(] UT pasn S[00] :€ d[qeL
1AvVad

31

Aruitoxt provided by Eic:

E\.



0¢

s19yoea] 3y 03153 3y Sunyoes]

‘SJuSpTyS
§im jlom
Yjew op 0}
WIOOISSE[D 0}
syIstA Juated
‘Gunsay pue
umnnatung
rew 1oLsip

uoneINpa
[e1oads

ul SJUapMIS PIm
yiom gno-[nd,,
JI0W JO S21008
1591 uo 10edun
935 0) 19pi10 Ul

"sSunassur yuared
pue sdoysyjiom
Iayoeay apiroxd

djay o3 pasearo
$9]01 J2pEBI| I2YORa}
swos jeys 3dasxa
‘Guyjyels ur sadueyd
jueoy1udis oN

‘wnnauInd yew

paseq y0oqixa)
-uou Jo aseysing

'VdSH 3y} ut punoj
se yons swajqold
dass-nnu 1533819

Sutop pue suonoa1Ip
ay3 Suimojjoj 1e
19113q 193 ued spiy os
JUSUISSISSE WOOISSE[D
3ATEUIA}[E 2IOW OP 0}

‘yuswidojaaap [euoissajord

Jo uorsiaoxd ur paSedus

11 suadxa [eUINXD pUR JjeIs
1OLISIP ‘S13Yoea] "saidarens
Bunsay pue y4Sg/spiepuers
uo sdoysjiom [euonIppe auIos
ng ‘Wwn[naLung yew paseq
yooqyxal-uou ‘paroidde- JSN

uo sSunsaw | Ao1jod uoisnpout spiepue)s | Sunjiom 21 SI9YJBI ] Jo uoneuawadwiiuondope | wiojax
‘sdoysyjrom woJj yjoeq awn) papualxa yim pausdie ‘s1eak ygsg-o1d uo juswdojaaap [euotssajord | opim-

SNVA paqind 1oms1q Sey SOTRWISYIBN wn[nowny) | Ul paIsjjo BAON BLI | Jo siseydwrd Arewing | waisAg Jasung

‘a3pajmouy| Juajuoo Yrew uo

sdoys 1o JSUILNS JAISUSIXD

s[eua1eW ut pajediorued s1ayoea) swog

daid-js33 pim 0} pa M_MMWQMM>MMMH: "}J0}J9 WLIOJ2I punoJe

Buofe ‘paseyoind } P ) YoEoL AR . P
19a9] Jusprys | sdnoid Aprus 1oyses] "S[ooyds
saane[ndiuew pue

noddns ssejo-ut SY00QIX MO 1B 9011J0 1011SIp Aq Buuoos-mo] uo poddns

pue juswdojaasp 009 N payoen pue speid Uo SO0, 'S10JBUIPIO0D

VdSH uo moj [euorssajoxd $2100S 159} pue ¢ ur Apusnbay Iayoedy £q papiaoid

sdoysyiom 21005 03 A[)1] apraoid, Jo siskjeue pue uaal8 vdsa | dn-mojjoy Burjopowr proddns

SNV SB payluapl 0} sonewdIewWw | ‘Gunsa) ‘spIepuels | 03 payul] SIUSWSSISSE SSE[o-U] °SEAIE PAISA] Ul

Surpnpour SHETN ut  SI10JeUIpPIOOd 031 asuodsa1 ul 1Sy "sassauyeam | afpajmorny uauod Juidojaasp

yoeanno Joj wreagoad 19yoeay,, se pany | paidepe Ajrendax 10J pazA[eue sa109S uo sasnooy sdoysyiom
[esuared swog [o0Yas oYy SIaUoed) a1y wnnown) | yvJSH pue BAON BLS ] Suto3-uo Liojepuely | paxiy | dlHAlepa)

:.M-.—:NO—.—U:
‘syuared £q AnROMING yyew I9YOB) PIOAE .Es_:ot.._:o yiew paseq
JUSUIDA[OAUL : 031 pasn 810)0014,, | jooqixa-uou ‘paaoidde- JSN
: paseq j00q1xa)
/aduepuane ‘Anoedeo ‘2]en[eAd pue asouSeip | uo Fuiuren Anjwiny Sutuuidaq
: -uou jo aseyoind ) T

1ood nq diysiopea] 0] pasn sJs3] ‘[jom 1PUISKJ WOOISSE[d Ul Seapl

‘sdoysyiom souerjdwios | dojaAap o) s1ayoea} swn e Je BaIe se Jeak B sawn 221y S1BIISUOWISP SISYORI] 18]

SNV 10§ Y290 Suideinooug JU3UOD JUO UO JUSUISSASSE JOLISIP saxmbai sdoysyzom [eusalxa

‘SouUqQu VdSH 0} SUWIOOJSSE[O “WLIOJaI $asnooj Jowsiq | pue ‘p spesS ut wexyg | 103 uonesuadwo)) -dn-mojjoy

‘spiepuels Jo . sySnomyp [ooyos ajoym ‘spiepueis 90u312)9Yy spiepuelS | yam juswdojaasp [euotssajord

uo syuared -q[em,, JJe1s woyy Jupnsal pim paudife Mau ‘sieah ydsa Areyunjoa 3uio3-uo
10J SUOISSaS |  aAnenSUIWPY saBueyo uiyeig wnjnaLuny) -a1d u1 pasn SSV AN u1 aedionged s1ayoea) swog | paxiN L3rpry

Laviada

BESTCOPY AVAILABLE

32

Q

Aruitoxt provided by Eic:

E



1€

S19UoBa] 3y 0} 1591, a3 Suryoea]

“10}9311p WNNILLIND

1owsip pue [ediduud £q papoddns s1oyses) £q Ino paLLIEd PUE PIJENIUL YIOM Y3 JO JSOW Inq
‘dryszoupred Ayisiaatun pue spgadxa [BUII)X3 JO 3sn WO “SPIEpUEIS AL LDN PUE UOLEINPS Yjew
UI JI0MISINO0D JJeNpeId Ul JUSUISAJOAUT 13983} YSnOmy) pareuiSLIo WNNILLND Paseq J00qIxa)
-uou 03 Sutaour 103 seap] "V JdSH 24} PUB SpIEpUE}s 3jeis Jo uoneyuawajdurr sy papaoaid

Inq ‘SpIEpUEIS PUB VST YA JUSISUOD 1B Jey) SHOJS ULIOJaI Ul PIAJOAUL A[IARSY [[B SI3YOB3)

drysispeaj
13YoBa) pue JOLLSIp

PUE JJBIS 10LISIP INQ ‘WI0}3I [B19UaF Yiim Fuo[e s2109s 159) uo Ajjuaimyd siseydwa 1o1nsiq JO uoneuIquIo) jasung
‘astradxa reurajur dojaasp 0 110JJ3 SNOISSUOD Ing ‘pasn sHadxs feurayxyg
. ‘8unsa) pue spiepuels dyssopes]
03 asuodsai Jo 30adse juepodiul ue s10jeUIPIOOI JaYora], “(31adxa [BUIANXS )M Ap3uanbay | Ioyoea) pue JoLISIP
$199W 99)IWIUIOD) UOISIAII WN[NOLLIND Ul PIA[OAUI A[9AIIOB SISYOBI) Ing ‘pajeniul 3ousIq JO uoneUIqUIO)) aIAIEpa)
‘siapes] 1ayoea} do[aasp 0} Hoya awog ‘Jusuwdo[aAap [euolssajoid pue ‘s[eLiaew
wnmomo ‘Juipury 103 sdiysiouped ajerodiod pue Kysisaiun ajdynw jo asn) “spadxa apisino
PUE JJe1S 101SIP Uo 20oueljal Arewriid pue ‘[Jeis 1ousIp woy S19Yoea) uo aunssaid jomstp Suong USALIP-}OLSI(] Aarpry
sagueyo paxui|-1S2) pue SPIBPURIS JO SI3Yoe3),, Sk spadxa
SpISINO pUE JJE3S JOLISIP UO IOURI[aI ATBUILI{ "UOISIASI Ie[noLuno ur uonedionred ySnony
JUSUISA[OAUT ISYOED) SWIOS 9ARY 0 JYSNOS 3ARY Inq ‘SHOIJS 9FUBYO UIALIP dARY JJBIS IOLISI] U2ALIP-1OLISI MIAITH
‘spadxa [BUI9IX3 UO JouBI[al KABSH JeIs 3101nsIp Aq pajesado pue
Pa1ensayoIo $s3901d Jnq “s391UII0I JUSWAO[IAIP JJeIS PUB WN[NOLLIND U} PIA[OAUL SISYIBI ], USALIP-1OLISI(] 31D SIIIA
‘palsaIauIun A[9ANB[2 U32q SABY SISYOBI) JBY) INg ‘310U SISYOBI) IAjoAUI 0} JyFnos oA Koy
Kes s101enSIUTWIPY S[[IS Sunje1-1s93 syuapms aaoadwi 0) pue YJSH U3 Yim JU)SISUod
ajow 3q 03 JySney Juauod aFueyd 0y ‘suadxa [euIIxa FuIsn ‘JJeIs ILUSIp £q HOYS Pazijenua) USALIP-1OLHSI( UMOIMIN
aguey)
agueyd Jo ssadoad jo uondridsaqg | Jo s53201g [[BIIAQ PLISIq

Sunsay 0) sasuodsay jommsi ur a8uey)) Jo $S3901J :f A[qeL

LAVId

Aruitoxt provided by Eic:

E\.



(42

SI19Uydea ], 3y3 03 383, 3y Suryoea]

sayoeordde
[euonIpes) aloul
apnjoul ey} SUOSsa] se

"SeaIe [[e ut Junsay
3)E1S 10] SISYDEI)
Ioyjo aredaid sdjay
oym _Judwugisse

"Ajunwiwod
SsonewAYIEW
u1 suonjejoadxa woly

‘poddns sa18aens | [1am se ‘asn sane[ndiuew
y [e1ads,, uo 1ayoea ]
JUWUIA0T ay1j-uuojal Suisn pue Suiajos-wajqoid uL0Ja1 [eJauad asout
Iayjo pue "ISS Aasiaf moN | uo siseyduis — a8pajmouy uo Suisnooj se Suiyosea} "SUOIJBIJOSSE 10] amssald ‘pieoq
1SS ySnory y3noiyy An1s1aA1un JuU2IU0d ures 0 sI1ayoea) 3]qEIISIP S3QLIISIP 9]E]S Ul SAIIOR [ooyss pue sjuased
Spunj [ewIalxg | [B20] Yim paiosuuo)) | Ioj pasu Jo uonusu g I0JBUIPIOOD YIBJA IojeuIpIo0d Bl | woiy ainssaid Suong | MIU[IIH
Jiom SonEWAYIBW
‘sdoysyiom [BUIIX? $383) moy Suipuejsispun 10U ‘UonEONpa
0} JU3S S13YOE) pue s3idaens,, Arejuawiaps
sjdnoo v °ISS Lasiaf Suiyoes) aAneWE | | UONEBZLIOWDW 3301, WO} u1 s1 punoidyoeq
M3N YILM SUOLIdUUO0D Suisn uo siseydws | Aeme yys e pue sajdwexs Iay — *039 ‘o1snwi -Ajunwiwod
Sspury JoLISIp Iouiul pue S}oLISIp arow — agpajmouy 3J1] [ea1 pue $21391eNS | ‘9OUSIIS ‘YIeul SISA0D puE JoLISIp
[euIs1Ul UO [800] Jay10 Ym JU2JU0d uted 0) SIYOeI) Suyoea) uo Jyels 19LsIp oym Josiazadns UM WOL S2I00S b ECE o)
32URIjaI UIB SUONO3UUOD SWOS | J0J PIsu JO UOUSW I[P sjdynu wouy siseydwg JUIUOD 3UQ 3s1el 0) 2INSS3IJ SIIA
'$159) pue SPIEpUE)S
ay) Surpuejsispun (90ua10s
"ISS AaSIaf MIN Pm pue sa13aens,, 10 soljewayleW Ul 10U
SUOIID2UUOD oUW Suiyoea) aAneUIA)[E s1 punoidyoeq) seare
pue juswdojarap Buisn uo siseydua 103[qns [[e S12A02 $2109§
spuny 3o1sIp feuoissajoid apiaoid a1owt — aFpajmorry oym IOJRUIPIOOD 159) paaoaduut 10§
[euUI31Ul UO | 0) BIIOSUOD UL SIOLNSIP JU23u02 ured o) sIaYded) Surures| sAnoe wnnowmno | aanssard Ajununuod
Joueljal UIB 15y10 Yum Sunjiop, | 10J pasu Jo uopuaw nIg 2I0W 1OJ P33U UO SO0 19WSIp SUQ PUB JUdIR] | UMOIMIN
uled 0) paau
A9y} yeym pue wred| a8ueyd 0) spaau
S13Y2B3) MOy Jnoqe Suryaed) moy jnoqe Lpqepeay
$32.1n0S9Y [eade) jewog | sjonag — [ende) uewiny | sjarag — [epide) uewny - [eyide) ueminyg uoneAnoON PLYSIq
&oede) (LN

Anoede) pue [[IA\ Pue wiojoy 01 yoroiddy S1omsi(] 6 d[qeL

BESTCOPY AVAILABLE

34

O

Aruitoxt provided by Eic:

E



123

sIayoea], ay) 03 3sa], oY) Suiyoea,

"aseq

[eroueuy Suons
Sel os[e J91USIp
ANy SUOYS
ULIOJa1 113y}
uoddns 03 syueid
JUSWUIIA0S

pue uonepuUNoj
ajdpjnw paatadal

-poddns Bunjiomiau
[eus)ul 10J Swn

pue s1apiaoid spisino
yum syul] y3norg
rendeo [e1o0s jo Surp[ing
u1 papnjoul sIayoea],
‘ISS A9s1af maN ysnoryy

S13Yoed)

1410 rim oM
Jeas,, Uo 1eI0qR[[0d
03 saniunpoddo
‘Buturen sAlsuaul
P33u S19yoBI ],
“Buiyoeas jo sem
JUSISJIp PUB JUIUOD

AJeonewayyew
uoseas

01 Ayiqe pue
seap! Terydaouod
Jo Buipueysiopun
sjuapnIs
Suidojaasp uo
$asN20J Inq 219

SolBWAYIeW
ur pauten A[ygiy
AI9A SI3YDBI) SWOS

leIs YIm
Suond3uuod Suons

"H0jJ3 101ISIp Yiim
1U2)SISU0D a1 JeY) VIS
Jo syoadse asoyy payroddns
SBY SONBWSYIBW Ul HOLJD
uuoyas uong “(asisAlp
AJreroey/A[restuyya azow
pUE JUIN[JJB SSI JBYMIWIOS
‘1031e] Yonw Suiwiosaq

st 1ousip) sorydesSowsp

pue jy3nos uoIIEONPI SONBWAYIEW sIow Wied| 0) pasu ‘saane[ndiuew pue sonewrsyjeus 1ussip Suidueyd
aAey SIayoedy u Kynoey AyisIaAlun S1919B3) S3A21[2q asn Aews ut pauten; A1y3iy JO 1X3)u09 Ul $21095
pue jJeis 10wmsy(q | yim suonosuuod Juons | 1030311p wNNOLLNY) ey Sutuwres] J10J0311p WN[NOLLINY) Y31y ureyurew o) ammssasd 13sung
"syuel3
ySnoxy poddns
juswIuIdA03
[eUOLIIpP® SWOS -AIunwwos
PAAL3D21 OS[E SBY yuswaAoxduw sonewayjew uj suoneldadxa
JoSI( “[[eJuoys | CISS A9siaf maN y3nory 0} 1oueq suoneostdde WO} WLIOJ2J [BI2UST a10wW
198pnq 03 AWSIoATUN [BOO] YIIm e s1 99 pajmouy 9J1] [B21 0} ‘pwoddns | Joj amssaid ‘sowydeiSowap
anp Jnd udy) Ing pa3e3us AJaanoe U3aq Joyjoep ey payui] Sutwes] wooisse[o aptaoid a[qesedwod Yim SIOISIP
‘uone3nly aels 3ABY JJBIS [2A3] JOLISIP J21[9q Jo asnedaq pue Suures| oYM SIOJEUIPIO0D 19130 03 aAne[as Y3y
ySnoxy; Suipury pue s1ayoe9) s[dumpy a3pa[mouy Juduod JAT)OR 10} 19Yoe9] Yjew yimm Aparey 1ous1p ySnoy) usAa
[euonippe | ‘suoneziueSio Ylew eys |  sIayoes) Juiseasour | pasu saziseydws paulquiod 1osiazadns “$2100s JuIsSiel U0 pasnooy
yueoyrusiS | ul sAnoe 1os1a1adns ey uo siseydwyg | Josijazadns yrep Yrew pauren-[[ap | A1aa juspusjuniadns 1o1si(q | dftarepa)
uo “19yoe3] [jew
wuswdoaaap Suto s13eym | 1sunr0f Juspusuuadng
‘uodn Teuoissajoid | jo Suipuejsispun “(338318 10LISIP
1180 (Op pue) ued sIsyoed] SAISUAUI ‘ULId) umo 03 Suip10d98) pajrul|
$32In0S pue S[o0Y92s Jey) seare -3uo] 105 pasu 398 112 JONKSUOD nq ‘Ayoedes Joyoeay
JUSWUIA0F s[dnynui ur siouped Jo | pue sonewdylew Ul | SHUSPNIS Y] dARY JWO0g "SONBWAYIBW "ANUNWWOD SONBWAYIBW
pUE UOTJEPUNOY | 1SI[ SAISUIIXD UE SEY pUE a3pajmoury| Jusuod 01 8unjoo] aq ui 3s219)Ul ur suoneydadxa woy
‘ssauIsng woxy ‘s1oupred apisino yum (SIoyoe2) INOQe | P[NOYS SIAYIEI),, pue punoi3yoeq ULIOJa1 [e19Ua3 210Ut JOJ
Suipury [euIa)xad | uI[ 0 SUOJS Jued IS swiaouoo Suons | “sAes wngnound Buons aaey ainssald -juapuazuuiadns
1y8nos Kjaanoe SpEW SARY SISYJBI] | SARY SIOjRNSIUTWpR Jo 1030211p | jBY) JUSpUdIULIdNS pue pue Ayunuro woij
sey Jomsig SWos pue 19SI] PUsIq ‘UI0yal 10, | WNMOLUNY) JO 101931(] $3109s 9siel 0} 2Inssald A3rpry
1AViad

35

Q

Aruitoxt provided by Eic:

E



DRAFT

References

Berman, P., & McLaughlin, M. (1977). Federal programs supporting educational change (Vol.
7, Factors affecting implementation and continuation). Santa Monica, CA: RAND
Corporation.

Cohen, D., & Bames, C. (1993). Pedagogy and policy. In D. Cohen, M. McLaughlin, & J.
Talbert (Eds.), Teaching for understanding: Challenges for policy and practice . San
Francisco: Jossey-Bass.

Fairman, J., & Firestone, W. (2001). The district role in state assessment policy: An exploratory
study. In S. Fuhrman (Ed.), From the capitol to the classroom: Standards-based reform
in the states . Chicago: University of Chicago Press.

Firestone, W. (1989). Using reform: Conceptualizing district initiative. Educational Evaluation
and Policy Analysis, 22(2).

Firestone, W., Mayrowetz, D., & Fairman, J. (1997). Rethinking high stakes: External obligation
in assessment policy. Paper presented at the American Educational Research Association,
Chicago, IL.

Floden, R., & others. (1988). Instructional leadership at the district level: A closer look at
autonomy and control. Educational Administration Quarterly, 11(4).

Little, J. W. (1989). District policy choices and teachers' professional development opportunities.
Educational Evaluation and Policy Analysis, 11(2).

McLaughlin, M. (1987). Lessons from experience: Lessons from policy implementation.
Educational Evaluation and Policy Analysis, 9(2).

Miles, M., & Huberman, A. M. (1994). Qualitative data analysis: An expanded sourcebook.
Thousand Oaks, CA: Sage Publications.

Porter, A. (1989). External standards and good teaching: The pfos and the cons of telling
teachers what to do. Educational Evaluation and Policy Analysis, 11(4).

Resnick, L. B., & Resnick, D. P. (1992). Assessing the thinking curriculum: New tools for
educational reform. In B. R. Gifford & M. C. O'Connor (Eds.), Changing assessments:
Alternative views of aptitude, achievement and instruction . Boston: Kluwer Academic
Publishers.

Smith, M., & O'Day, J. (1991). Putting the pieces together: Systemic school reform . New
Brunswick, NJ: Consortium for Policy Research in Education.

Spillane, J. (1996). School districts matter: Local educational authorities and state instructional
policy. Educational Policy, 10(1).

Spillane, J. (1998a). A cognitive perspective on the role of the local educational agency in
implementing instructional policy: Accounting for local variability. Educational
Administration Quarterly, 34(1).

Teaching the Test to the Teachers 34

36



DRAFT

Spillane, J. (1998b). State policy and the non-monolithic nature of the local school district:
Organizational and professional considerations. American Educational Research Journal,
35(1).

Spillane, J. (2000). District leaders’ perceptions of teacher learning . Philadelphia: Consortium
for Policy Research in Education.

Spillane, J., & Thompson, C. (1997). Reconstructing conceptions of local capacity: The local
education agency's capacity for ambitious instructional reform. Educational Evaluation
and Policy Analysis, 19(2).

Yin, R. (1994). Case study research: Design and methods, second edition. Beverly Hills: Sage.

Teaching the Test to the Teachers 35




U.S. Department of Education

Office of Educational Research and Improvement (OERI)
National Library of Education (NLE)
Educational Resources Information Center (ERIC)

REPRODUCTION RELEASE

(Specific Document)

l DOCUMENT IDENTIFICATION:

Title:

oA T Te3T ¥ the Teadnrs : Disteich C,@\Po\_(,\bg aande Po\»aa

W %\)

Author(s): ¥oirm ooy, BWK\ay Sewek §ei rman 4 &m™M . .Geilia

[0 VN3a PV 5 B

Corporate Source:

Publication Date:

P.é)(:)\ ' 3\@

Q

ERIC

Aruitoxt provided by Eic:

. REPRODUCTION RELEASE:

In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents
announced in the monthly abstract journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche,
reproduced paper copy, and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Creditis given to the source
of each document, and, if reproduction release is granted, one of the following notices is affixed to the document.

If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign

at the bottom of the page.

The sample sticker shown below will be
affixed to all Level 1 documents

The sample sticker shown below will be
affixed to all Level 2A documents

The sample sticker shown below will be
affixed to all Level 2B documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS
BEEN GRANTED BY

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN
MICROFICHE, AND IN ELECTRONIC MEDIA
FOR ERIC COLLECTION SUBSCRIBERS ONLY,
HAS BEEN GRANTED BY

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN
MICROFICHE ONLY HAS BEEN GRANTED BY

e I _p1e__ _____ple__-_
11 S - 11, S Q
[ .
TO THE EDUCATIONAL RESOURCES TO THE EDUCATIONAL RESOURCES TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC) INFORMATION CENTER (ERIC) INFORMATION CENTER (ERIC)
1 2A 2B
Level 1 Level 2A Level 2B

Check here for Level 1 release, permitting
reproduction and dissemination in microfiche or
other ERIC archival media (e.g., electronic) and

paper copy.

3

Check here for Level 2A release, permitting reproduction
and dissemination in microfiche and in electronic media for
ERIC archival coliection subscribers only

3

Check here for Level 2B release, permitting reproduction
and dissemination in microfiche only

Documents will be processed as indicated provided reproduction guality permits.
If permission to reproduce is granted, but no box is checked, documents will be processed at Leve! 1.

! hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate this document
as indicated above. Reproduction from the ERIC microfiche or electronic media by persons other than ERIC employees and its system
contractors requires permission from the copyright holder. Exception is made for non-profit reproduction by libraries and other service agencies
to satisfy information needs of educators in response to discrete inquiries.

Printed Name/Position/Title:

?m’( Kak riNoc. Bv\\\t\&)v‘

e KWL

Organ tmnIAddress I x KMI 5(‘ EOL"\(A'P}’\ o2 hor@(})."ﬁqbﬁﬁgsc ft/\sxa_c\&' LS}
\0 &mxwu Plaw l\)bw Brinmswick, NJ 0¥l0| gMallA@s@ e, <30

M%zrse.o\»



E

lll. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE):

iIf permission to reproduce is not granted to ERIC, or, if you wish ERIC to cite the availability of the document from another source,
please provide the following information regarding the availability of the document. (ERIC will not announce a document unless it is
publicly available, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are
significantly more stringent for documents that cannot be made available through EDRS.)

Publisher/Distributor:

Address:

Price:

IV. REFERRAL OF ERIC TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER:

If the right to grant this reproduction release is held by someone other than the addressee, please provide the appropriate name and
address:

Name:

Address:

V. WHERE TO SEND THIS FORM:

Send this form to the following ERIC Clearinghouse:

O

However, if solicited by the ERIC Facility, or if making an unsolicited contribution to ERIC, return this form (and the document being
contributed) to: .

ERIC Processing and Reference Facility
4483-A Forbes Boulevard
Lanham, Maryland 20706

Telephone: 301-552-4200

Toll Free: 800-799-3742

FAX: 301-552-4700
e-mail: ericfac@inet.ed.gov
WWW: http:/lericfacility.org

EFF-088 (Rev. 2/2001)

RIC

Aruitoxt provided by Eic:



