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 “Inademocracy, you can’t just tell people what's g vod for them and then impose it on

them whether they want it or not. Yet that's what we have always done in public
education. That's why 50 many parent want to iake their children out of the public
schools and — using tuition tax credits or vouchers — put them in private or parochial
schools: That is often the only way that parents can choose the kind of education their

Eﬁﬂcjrenwxﬂrecewe - - o S
- "We are all individuals. We learn-and work in different ways. If you give students,

teachers and principals a.chance to learn and work in an environment they prefer — a
place they have chosen of their own fre= wili, where they feel comfortable and respected
— we think they will direct their energies tuwards a commion goal: excellence.” -
— George Tsapatsaris; Project

: Director for Magnet Schools,

Lowell Public Schools, Lowell, MA

- “Ithink a good modern school system ought to provide as iany aptions as possible. In

that sense, I think every school ought tocompete with every other school. One of the major

problems we have in the public schools is that they all point to the almighty norm, with
the result that they offer a dull and uninteresting education for children. What we need s

to provide enough options — different kinds of good educational programs — to satisfy
the total demand of parents and teachers and students,” e
— T ,Edééﬁe T RCViHE,
- Superintendent of S-hools,
Buffalo Public Schools, Buffalo, NY
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FOREWORD

An Introductlon to the Series "Parent Ch01ce and the Publrc

Schoois"

by Ross Zerchykov,

Research Director, Institute for Responsive Education

What determines where children in America go to school? 1In the
vast | majority of cases, it is where they and thEII parents live,
ﬁut, amidst all the current debate about excellence in education,

we never hear of an gdngg;ignai reason why pubiic school chlldren

residence. This system has serious ramlfications for equallty in
our society.

In this and the other four vaiﬁﬁés in our series "Parent
Choice and the Pubiic schodis;* we examine the question: why
nust where a family can afford to buy or rent housing be the
determining factor in where a chiid goes to school?

We hope this series of §ubiications will be helpful to all
those - parents and taxpayers, schooi 1eade*s and government
officials -- who are beginning to questlon this connection
between education and real estate.

Inertla) is cost: aSSignment by re51dency is relativeiy Simpie
and holds down adminlstratlve and transportation costs, thereby

freeing up resources for curricuium and instructlon. Arguments
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against parent choice as an alternative assignment model often
also invoke concern that parent choice could lead to rac1al
resegregation and/or exacerbate socioeoonomlc segregation.
Furthermore, some say increased choice would oniy be exerciséd bs
tﬁereby 1eading to some schools becoming hotbeds of parent
support and lnvolvement, while others become pockets of apathy.
epening up choice among schools, others argue, would

1nv1gorate all schools through competltion. Indifferent schools
would no longer attract parents and, as in the business world,
would go out of business to be replaced by otner, more
i'r'o:’esponsivei schools.

Such claims, when repeated often enough, can begln to sound

publications,

destgned to shed some light on the costs and béheflts of
different kinds of parent choice and provzde summary answers to
the most freguently asked guestions about parent choice, based on

an analysis of the research and evaluation studies of various

enrollment programs. The answers, as always, are not defiritive
or tidy, and some guestlons can never be answered within the
limits of experzmentation in educatlon (e.g., what would be the

1mpact of a totally free market in educat10n° -- would consumer



and would the resulting competition lead to 1nnovation and
excellence’ Or, would suppliers in the educational market, like
suppliers in all markets, strive to restrict competition?)

Nonetheless, the research evidence is instructive and tells

counter-claims about ch61ce,

One Such claim that could be used to Justlfy the current
sys em of assigning pupils to schools on the basis of residence
is Ehat parents don't Want anythlng else; They like the
"neighborhood school, as w1tnessed by community opposrtion to
school closings and "forced busing. And, some contend, chorce
is irrelevant anyway since, basically, all parents want the same

Contrary ev1dence, however, comes from data in the Gallup

— s —— 3 e — —

2011 on education show1ng that a srgnificant maaority of parents

”‘, September 1986)

want more choice.
But for local c1tizens and school leaders, nationally
aggregated opinions are 1ess 1mportant than local sentiment One
way to find out if local parents want more chotce is to simply
ask them. A method for doing 8o, for identrfying whethér parents

want more choice, under what conditions, and what kinds of

education they would choose is described in the second volume in

""""" Planning for Paren >’:;7:, which offers a step—by—

step guide to surveying parents, and provides a method and a
survey 1nstrument that has been used over a perrod of five years

in four Massachusetts urban school districts.

ix ﬁig



There is research ev1dence, espec1ally from the intensive
evaluatlon of 19708 voucher experiments in Alum Roek eaiifornia
and other iotatiens, which does show that there is cause for the
concern that not all groups of parents part:i.cipat-‘n eéuaiiy in
ch01ce programs, that, in fact, more informed (and ar%iﬁéﬁéj
parents are more likely to participate in, and hence benefit
from, increased oppfrtunitles for parent ch01ce. In those cases,
the "j nformat:on def101ts" suffered by parents were attributed to
sc&oois disseminating informatron only in the form of pr1nt
material in the Engllsh language. These dissemination Strategies
may have been appropriate for middle-ciass, white-collar settlngs
but were not effective for poor or llnguistic mlnority parents.
Current practlces, huPPllYp are more sensitive to the different

ways that inisrmation reaches difterent kinds of parent

pbpﬁiaéians;

The third volume in th1s series is a parent
ﬁizatggigs prov1d1ng sbort profries, with nuts- and-bolts kind of
information, about the range of exemplary parent information
strategies from 23 schooi districts in 13 states across the

nation;

Our fourth volume,
addresses parents who are in the enviable positlon of belng able
to choose but could use help in making the rlght f1t between
their aSpiratlons and values and a particuiar schooif This guide
is intended to give such parents real-life descrlptlons of what

actually goes on in schools of choice, What is different in



schools that advertise themselves as having an emphasrs on a
particular jle or philosophy of teaching - i, e., "basic
skills" or "classical educatzon“ or “child-centered,
developmental approach" -- or a particular curricular emphasis,

i.e., "the arts” or 'sc1ence and technology?' The ansgmgg:s

parents to decide whether their aspirations for and knowledge

about their childrén will match up with he labels that

sketches daily activities in

themselves. The Cg
ten schools in six dirferéﬁt school districts in ﬁassachﬁsetts
and New York.

Such illustrations belie the general assumption that éii

"good education," an assumption

Hh

parents want the same kind o
that can and has been used as an argument against providing
expanded opportunities for paééﬁé choice; The vignettes are all
taken from public schools of ch01ce, many of which have long

watting lists, indicating that maﬁy paréﬁts have a desire for

facing local school decision-makers -~ school and government
officials gnd parents and c1tizens -- as they consider ways to
respond to the growing desire for more ch01ce of some kind.
Neither do we believe that parent choice will solve all of the
educat ional problems facing our nation today. Rétﬁér, we prefer

14




to remain open-minded and offer this publication and its

companion volumes to other open-minded readers -- government

6§§iéiai§ (at all levels), school administrators; and parents and
taxpayers —- who have quégfibnéé whether we should éséiéﬁ all
students to the same kinds of schools on the basis of residency
and not according to parental aspirations or children's learning

styles.

Pt
Qi
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IN THE HOUSE OF EXCELLENCE, THERE ARE MANY MA! STONS:

HOW TO USE THIS GUIDE

The vast majority of pubiic schools in this country tené
to be quite s1m111ar and to have a basically "trad1t1ona1"
ap§r6ééh to the ducation of children. oOver the past decade or
so, we have seen a grow1ng movement to prov1de parents with a
range of different kinds of publlc schools from which tﬁey may
choose a schocl that they feel w111 provxae the partlcular k1nd
of schooling they want for the1r children. 1In a sense, all of
these parents have chosen different, individual meanings for
educational "excellence."

These "éifferent kinds of schools” have come about iafgeiy

as a result of the "alternatlve" school movement that began in

over a thousand “magnet" schools in response to the need to

desegregate our larger urban school systems,

Not Necessarily a New Idea

In one sense, the idea that a pnbilc school system should
provide a range of different kinds of schools is not new., We
Eévé aiways known that all children are inaiViaﬁals; Some
children are good at some subjects and some kinds of educational

activities and not so talented at others.

16



Some children enjoy and do well in a very traditronal,
highly organized school environment. Other children find such an
environment conflnlng and learn better in an environment that
glves them more control over what and how they are gorng to

learn. Some children learn their basic skills and progress in
other subaects very qu1ckly while other children take a 11tt1e
more time to learn the same th1ngs, even thoﬁéh in the end they
learn them just as well as the "quicker" children.

We have also long been aware of the faet that parents have

differtng 1deas aboﬁt how they want their children educated. Many
parents want their children to have a very traditional, "old-
fashioned" educatlon because they believe that is what rs best
for the1r children and therefore what publlc schooling should be,
Other parents believe that schoollng can and should provide other
kinds of experiences for thetr children, and they therefore want
the opportunity to send their children to less traditional

schools.

What It All Means

What all this appears to mean is that there is no single
kind of public school, no slngle kind of currlculum or a single;
standardlzed definition of educational eiéellence" that is going
to be equally satlsfyrng to the wide dlver51ty of parents and

students served by our publlc schools or to the w1de divers1ty of

profe551ona1 educators who work in those schools,

17



While all of the possible "different kinds of schools® aim
to teach children the basic skills ~- the three Rs of reading,
'riting and 'rithmetic - they have different ways of erganzzrng
themselves, different ways of going about the task of teaching,
differing ideas about how children learn and differing ideas
about what "going to school" should be all about

Iﬁdeéa, it can be said that po school, existing or newly
created, can operate withoiut having made decisions about all
these things. Although the people who work in any inaiviaaéi
public school may never have carefully and consciously thought
about each of the areas and made a set of deliberate decisions
concerning each, the way they organize and operate their school
will reflect the decisions they have perhaps unconsc1ously made.

Thus every sehool, public or private, has an educational
philosophy, a particular view of how children should oo about the
task of learning, a fairly clear 1dea of what teachers should
teach and children should learn (the curriculum the school
operates, 1ncluding how the classes will be organized, how

children will be grouped into those classes and what the

disciplinary code will be.

But What Do We Mean By "Different Kinds of Schools?®

If one looks at the wide variety of alternative and magnet
schools that have been created in school systems around the
country, the scene can be a bit bewildering. These schools at

first glance seem to come in all shapes, sizes and colors,

18




Closer study, however, suggests that these schoois tend to
fall into three basic and; for the most part; mutually
exclusive categories. Let's call these three basic "options”
traditional or "back-to-basics" schoois, 5eeﬁtiﬁu6us progréss"
séhéois, and developmental or "open" education schools: Each of
these optlons has a distinctive educational phllosophy, 1ts own
view of what children shouié iearn, a dlstlnctlve conceptlon of
how chilaren can best go about the task of learning and a
particular way in which the school goes about orgaﬁiiiﬁg ahé

operating itself,
Thus The Need for a Bit of Guidance

eivéﬁ this diversity of magnet and this "consumer's guide’s"
aim is to provide descrlptlons of at least these three major
types of "different kinds of schoois" - ail of them magnet or
alternative schools of choice -~ that already exist in the pub11c

school systems. Our goal is to assist parents in selectxng the

kind of school they would 11ke to have for their children -- or

the different kinds of schools they would like each of their

children to¢ have.
We should also add here that the nine schools described :n
this guide were not selected because they are necessarily the

bast" schools of their type but because they offer a fair

representation of their particular approach to schooling.

Ways In Which Schools of Choice Will Probably Not Differ




Having said all of the above about how schools can and

should dlffer, we w1ll now say a few words about the elements all

public scnools should share.

1.

All such schools be1ng public schoois, must be
desegregated and should therefore have student bodies that
roughly represent the total school populatioﬁ of any given
systeﬁ, i.e., they should be open to and serve students of
all racial and ethnic groups and all income and achievement
levels. Under a system of parent choiée, all school
admissions and student assignment policies should be so

des1gned that such student integration is guaranteed.

All schools will teach basic skills -- reading,
wr1ting, mathematics -- and probably most other normal
curricular subJect matter but may not teach them in a

in tradltlonal ways. Students in all schools of choice

All schools of choice will, most likely, have to conform
also to some general curricular requirements or "standards"
set either by the state and/or the local school board ==
such as all students having a basic knowledge of the U.s.
Constitution and how a democ .C socrety works. Any such
requirements should be kept t minimum So as not to
interfere with the ability of ... vidual schools of choice

to establish their own ediucational philosophies and their

20
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own curricula and to practicé their own approaches to
teaching and learning.
Two Ways Parents Can Use This Guide

Parents -- and other interested parties -- can use this

The first is to simply read each of the descriptions,
1nclud1ng the parent checklist, and decide which of the options
best fits the parenf's desires for hlS or her children.

The second way is to look first at the section in each of
the descriptions titled "The Kind of Student Best Suited for This
Kind of School" and select the description that best fits the
child; Or; since children in the same family are often quite

different from each other and may have different educational

needs, parents might wish to select different schools for each of

of that

their children. By then reading the full deschp tion
particular krnd of school, a parent will get a general idea of
the kind of school he or she could choose for each of those
children.

In the following three sections of the gu1de, we will

and large, 1ncompat1ble options differ from one another, how each
of them envisions what the purposes of public education are and

how children learn best, what the curriculum should be, and how

schools should be organized and operated

21



In the final section, we briefly dlSCUSS and give examples
of the different degrees of parent involvement that any of the
optxons can adopf and préctiCé* Parent involvement can range

Operations of the school.,

O3
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Option I Schools: Fundamental, "Back-to Basics"
Models: Nathan Hale Mégﬁét Schocl, Boston, MA

Burncoat Preparatory Magnet School, Worcester, Ma

Efiééé Aitéiﬁééi?é Concept School, Community School

District Four, East Harlem, New York City




It is 8:45 a.m. on a cold biit sunny day in the asphalt
covered yard of the Nathan Hale Magnet School in the Roxbury
section of Boston. The school, an ancient solid building built
in 1909, sits like a medieval castle on its hill in Roxbury s
Fort Hill nelghborhood

The school's children -- almost all 186 of them —- are
getting off their buses and m*lling around in the school yaré,
greetlng friends and ciassmates. There seems -- mystefibasiy --
to be no pushing or shov1ng. There are a féw adults -- a teacher
or two and an aide -- around but they seem to have 11tt1e to do.

At 9 a.m;; the rear door to the school opens, and the
chllaren, gulded only by a soft word or two from the adults, line
up in rows according to their classes. They then move quietly

into the buzlaing 5 basement food service area (the school has no

cafeterla and no gym); plck up their breakfast trays and, stlli

moving through the halls in a quiet, orderiy way strikes anyone

as a bit 'old-fashloned,' the peopie at the Nathan Hale would not
be surprisedf A very traditional "back to baSiés" school is the
kind of scuool they run and want to run, and, they say, the kind

of school the parerts who have chosen it want their chlldren to

be in.



The classes at the Hale are age-graded; that is, all five
year oids are in the kxndergarten, all six year olds to f1rst
grade and so on. Each of these classes operates w1th1n the four
walls of a tradltional, self-conta1nea' classroom; By and
1arge, each teacher handles the teaching of most of the
traditional school subjects. According to Pasquaie *Paé"
Lochlatto, the schooi's principal for the past seven years, the
classes are very mach run by the teachers, Which, he says, is as
it should be in a school of this type:

The school's magnet theme or "special attractiveness"
is called "Academics Plus," by which the school means that it
offers an educational program that concentrates on the basic
skills of reading, writlng and mathematics "plus" enrichment in
the arts, in the use of computers and, of course, soc1a1 studles
and science. As a result of add1t10na1 state funding as a
desegregatea ﬁa§neE school and its partnership with Wheeloc k
College, the school offers a Kodaly music program, a creative
writing course and éoééial programs at the Museum of Fine Arts
and the Science Museum. The school is seen by mesé parents aﬁé,
Lochiatto says, really is a "tradltlonal" or "back to basics"

What brought this most strikingly to my attention on the
f1rst day of a two—day vis1t (in addition to the lining up in
rows whenever movement was called for), was the extraordinary
atmosphere of calm and order that pervades the school. During

the hours when children were supposed tc¢ be in their self-

1n oRr



contalnéa classrooms being taught, they were in their classrooms
being taught. No children were wandering aimlessly through the
corrldors and, when they were in the halls mov1ng from one school
act1v1ty to another, there was no hors1ng around

And yet it is perfectly clear that this is no jall in the
course of two days at the school, I never heard an adult raise
his or her voice to a child == not in a class, not in the
hallways. Whatever the school's "d1301pline code"™ may or may not
be, it was clear to me that every child ana every adult in the
sehéai knew e;aétii how he or she was supposed to behave, And lt
was no big deal, Such "géé’" behavior seemed to be SImply the
natural cond1t10n of thlngs at the §Chbol*

Indeed, Lochiatto informed me that in the seven years he has
been princ1pal of the school he has agxeg suspended any puprl for
a slngle day° "Here," he szid, "the teachers and students work
things out on their own., Everyone learns to resolve problems as
they arise. Orderllness is just the ethos of the school The
chlldren pick it as soon as they get here. The teachers expect
1t, all of the children expect it - particularly the older

children -- and it Just happens. I almost never get 1nvolved in

having to solve a discipline problem.

* * *
On the wall outside of Lochiatto's office is a very large
bulletin board with the words "Academic Achievers, December --
February” at the top. Beneath this title there are four

categories, each with a list of student names on it. The top list

11



is headed "Honor Roll" and has 48 names on it. (In order to §ét
effort and all school SubJeCtS) The next category is "Merlt
Award" and has 16 names on it. (In order to win a Merit Award, a
student must have an "A" or a "B" in conduct, effort, and all

maJor subjects). The th1rd category is "School Spirlt" and has

18 names on it. (In order to quallfy for a School Spirxt award,

a student must show excellence in conduct, effort, c1tlzensh1p

traits and work habits). The fourth category is "Perfect
Attendance” and has 39 names on it.
* * *
Up on the school s second floor, the 28 chlxdren assrgned to

ln their usual qu1et line, As they enter the classroom w1th its
desks all lined up in rows, each student quietly takes his or her
assigned seat in his or her proper row, all still with their
coats on,

after everyone is seated, Sullivan makes a Barely
pereeptible motion with his rignt hand and utters a barely
audible "First row.” At once, the children in the row nearest
the cloakroom rise and put their coats away. When Ethey are
f1nished, the next row does the same unt11 all coats are hung up.

pieces of yellow paper to everyone while he asks the class to get

out thelr rulers. "Now," he says to the whole class, "how many

parts ate there to a fractlon9" He goes around the class,



selecting individual children to give an answer. "Four." Next
child: "Two." Next child. "Twelve." Sullivan goes £o the
chalkboard and writes on it the word "fraction."

The clase =- all 28 of them -- sit in rapt silence, hanging
on ﬁis every word éiéépt when, in answer to one of his questions,
some of them wildly wave their arms volunteering to answer.

iiﬁhatis a ﬁété;; 5é §5y§; "that sounds like fraction -= for

"Fracture, says one child

"It means you 've broken something."

"Right, says sullivan." He then goes on to explain that a
fraction is also something broken down into differeiit parts;
There are two kinds of fractions, he says, putting the names on
the board, " common fractions" and "decimal fractions." "I'm
goxng to nge you some definitions, now," he says, "and I want
you to write them on your paper.

He goes to the board again and writes "A common fraction is
a part of a whole." He then illustrates this with a story of a
child with a candy bar whio wants to share it equally with a
friend. Where would the child have to "fracture" the bar so that
each would have equal parts?®

"In the middle, says one student.

"And how much would each of them have then ," he asks.

"One half," says the student he calls upon.
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"Right," says ulllvan, "and suppose a thtrd kld comes along
and they want to share the candy bar three ways and all have

"Break it into three parts,” says Tamara.

"Right," says Sullivan, "and then how much would each have?
Kevin?"

"One third," says Kevin.

"Good," says Sullivan.

Sullivan then goes into an examlnatlon of the parts of a
fraction -= numerator, denominator and fractxon line -- always
eliéiEin§ the answer from one of the children.

At the end of the lesson on fractions, Sulllvan w1nds 1t up
what a fraction? how many parts° what s the upper part’ what's
the lower part? what's in the m1ddle° - calling on various
children for answers and qu1cken1ng his pace as he goes. As the
questions come faster, the children get more excited and more
eager to answer.

Sullivan brings the lesson to an abrupt end and has the

children move all of the desks out of the way. They then line up
in rows and do exercises, 1ed by one of the boys -- touching
thelr toes, arms up, arms down, and so on == this being part of
the school's physical education program; since the school lacks a
gym; The exercises are followed by a rapld game of "Simon Says,"

again led by several of the students.
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BURNCOAT PREPARATORY MAGNET SCHOOL
WORCESTER, MA
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"Burncoat Prep , as the school is known throughout the c1ty
kindergarten through grade 6. It was created in 1983 as one of
the school system s first magnet schools (there are now ten, with
more being aeveiopea each year).

Like the Hale in Boston, Burncoat is a trad1t1ona1, back to
basics school that emphasizes the learning of basic skills and
the tradttlonai academic subjects., At one point in the plannlng
of Burncoat, the parents involved in the planning wanted he
school to be oalied "Burncoat Preparatory Academy," to stress the
traditional nature of the school and make it virtuaiiy resemblean
old-fashioned private school. The system administrators,
however, thought that this was carrying things a bit far and
dropped the word "acacemy."

Burncoat like Hale, organizes 1ts students and its ciasses
primarily by age -- all or most Fourth graders are in a fourth

grade class with one teacher who teaches them all of the major

academic subjects (there are spec1a11st teachers for such
subiects as art and music).

But within those age-graded classes, Burncoat takes a
siightiy different tack from the one practiced at Hale; At Hale,
all of the children in the class will for the most part be
studying the same lessons and learning the same material all
together as a whole class. 1In a typlcal class at Burncoat, on

the other hand, the children will be divided up into groups



depending upbﬁ theif achievéﬁeﬁE ieGéis. Whlle the teacher works
their achievement level, the other two groups of children dlli be

doing assigned work in their seats,

* * *

the 23 children are sittlng at thelr desks, whlch ars lrned up in
rows facing the chalkboard in the front of the room, Every desk
has a child's name on it.

The room itself is crammed with a vast array of »ooks, wall
charEs, a fish tank, a TV set, a stack of baskets in the back of

the room (one for each child and containlng that child's text and

On one wall is a large chart heaaed "Classroom Standards”
which reads:

"}, We respect the rlghts of others.

2. We laugh ﬂ;;h people, not at §é6§1é;

3. We have ng_zgige when someone else is talking.
4. We have a ggig&_ggigg during work perxods.

> on the playground only.

5. We have a
6. We follow directions.
7. We stay in our seats,

8. We raise our hanas
9. We keep hands, feet and objects to ourselves.
10. We do not tease or call others names.

11. We always tiy to finish our work on time.
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12. We bring our pencils, books and homework to class.”

It turns out that Johnson has divided her class into three
main groups -- higher, middle and lower. The two black students
in the lower group who are receiving Chapter 1 remedial services
now get up and leave the room for their session with the Chapter
1 teacher. One student, who has just moved to Burncoat from
another school; has been assigned to the other fourth grade class
for reading, since it has a group that is operating on

Johnson now sets up the higher level group of 12 students
for the lesson they will be doing on their own. Although this is
the class' reaaing period, the lesson they are working on

involves the metric system. it is an mpie, Johnson tells me;

academic subjects.,

"In this lesson," Johnson teiis the group; "you'll be

working on grams and pounas and liters and quarts. Now, these
are tﬁinﬁiﬁé inestions; You hﬂve to read each one carefully and
answer mtgﬁt be. For instance, what would weigh 50 grams?"

A child says, "A frankfurterl"

"That's right," says Johnson. "And 150 grams?"

"A half §6aﬁa of cheesel"

"Right. And how many ounces are there in the carton of milk

you get with lunch?" This stumps the class for a minute.
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"Well," says Johnson, that would be about 4 ounces o6r a half
pint. How many litres would that be?"

"One half litre?" asks one of the children.

"Yes, that's right."

So the group all settles down to work on f£illing in the
blanks in their workbook.

Johnson now turns her attention to the mlddle group of seven
children who are 81tting at the desks in the front of the room.
This group will be working on another lesson that integrates
reading, language ars, science and mathematics.

"We're going to be talking about the origin of numbers,” she
tells the group, "aﬁd about mathematics; which is the stuéy of

She proceeds to tell them about the early astronomers usad
numbers to calculate the movements of the sun., moon and planets,
how the ehxnese develoPed the abacus and how all this led to
mathematics and computers. She and the class together then read
from their textbook carl Sandburg's poem called "Arithmet:c" with
1ts first line, "Arithmetic is numbers that fly like pigeons out
of your head."

During this lesson with the middle group, the flrst group
are for the most part working quletly at their desks.
her basket in the back of the room, Sometimes there is a quiet

conference between one or two students. Since they can clearly
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that and keep going on their own work. Although some of them
appear to be paying some attention to the action up front; for
the most part they seem to be able to attend to what they are

supposed to be doing.
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BRIDGE SCHOCL
COMMUNITY SCHOOL DISTRICT FOUR, EAST HARLEM

NEW YORK CITY
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The view from the fourth floor of P.S. 101 in the East
Harlem section of New York City doesn't exactly 1nsp1re the sounl.

Acress the street from the schooi there is a deserted 1ot
full of weeds and broken glass. On each side of the emoty lot
stand burned out, abandoned tenement buildings. As I stand here;
a young boy == he looks to be abeat 10 or 11 years old -- emerges
from a toérdédiﬁp door on the third floor of the building on my
right and, looking furtively about, makes his way down a fire

Micﬁaei Friedman, the tall, energetic director of the Bridge
School which inhabits the fourth floor of P S 161, is standing
beside me and suggests that the youngster has just made a drug
ééai. The building on the left, says Friedman, is a shooting
gaiiery.
peopie of East Harlem, home of New York City S Community School
District Four, Thirteen thousand kxndergarten through grade 9
children, their parents and teachers -~ inhabit District Four's
80 schools., The district is predominantly made up of black and
Hispanic children (roughly 90%) . Manr of the latter are recent
immigrants speaking little or no English. Many -- if not most --
of the students in the distriet come from single parent homes.

Almost every child is poor enough to qualify for a free lunch,

and many are from welfare families.



In sociological terms, then, most of the ch11dren in the

district would fall within the definition of the great American
nderciass, that segment of the pcpuiatién trapped in the

classic cycle of poverty, dropping out of school, functional
Llliteracy, welfare - perenially unemployed and forever
unempioyable. For many of these children, the normal predictions
are for a life of welfare dependence, teenage pregnancy, drugs
and crime. In short, a permanent drag on the society as a whole.

And, Friedman says, those predictrons w111 never come to
pass for the 280 grade 6 through grade 9 children entrusted to
his care eaeh year.

"What we want to do here =-- wnat we do do, I believe == is

to help these children becomé good, honest, decent citizens,"

says ériednan; "We want them to become
what the parents who send their chiidren here want them to be,"

Friedman and the staff at Bridge are openly and unabashedly
in the business of "character building” or,; as the school's
articulated educational phiiosOpﬁy puts it, "to prov1de a ferm of
value educatron that will enable children to make moral or
Judgmental decisions based on what they ﬁave learned "

And how, preciseiy, does the school go about "buiiding
character"?

*Well," says Friedman. "1n the first place, we run a very
strict, old-fashioned school but also, I think, a very humanxzed
orie, We have a very traditional currlcUIHﬁ -~ reading, social

studies, Engl‘ish, math, science, health and phys. ed., reading/
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literature and art. But every student also takes courses in
consumer education, law, career education, drug and alcoh 1
abuse, sex education, minorlty studies and communication arks., I
call this a ‘no frills® séhéél, and that's a beglnning on
character building all by itself.
"And 3ust as importantly, we are a very small school by
ordinary junier high standards. Everyone in this school knows
éﬁéryéné else. The teachers know every kid by his or her first
name. No student gets lost in the crowd at this scﬁool, as ail
too often happens in 1arge junior highs. And this makes it much
more possible to teach solid citizenship, respect for ethers and
general gobd behavier;
build character first and foremost hz;gxgmgig; We have a very
clear set of rules that evervone in the school follows. And by
everyone' I mean Just that -- students, all staff members and

myself

hallway every morning when the kids come to school and say geod
morning' to every student using his or her first name. We expect
every student to say ‘good morning' back, and they do0. And the
teachers all behave the same way.

"We expect simple, common courtesy from everybody. If a
student steps out of line with another student or a teaeher, we

expect the student to apologize. And if a teacher blows his cool
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class.

"We also have a dress code of sorts for both teachers and
students. All men teécheré, for lnSténcé; must wear shirts and
ties. We hold a school assemBlv every two weeks, and all of the
boys have to wear a white shirt and a tie and all of Ehe girls
kavé to wear a white blouse and a éklit;

"We have a student handbook here that's nine pages
long. It spélls out in considerable detail all of the school's
rules and :equlatione for students —-- atténaéﬁce; pﬁnctuaiity,
Béing prepared each éay for school with two pencils, one
ballpoint pen, one looseleaf notebook, covered textbooks for each
class and all assigned homework done. We have general classroom
behavior rules, lncludlng our expectatlon that ail students will
conduct themselves like ladies and gentlemen at all times.
Flghtlng; cursing, yelling or inétigéting fights are simpiy not
tolerated,

'But - getting back to the bullding character by example
business --- we also have a staff handbook that spells out how all
all of us étaff members are expected to behave. We always try to
treat every child as a distlnct human being worthy of respect,
and if we don't, thén we're not doing our job. We never ask the
kids to do anything we don't do ourselves.

"In order to get into this school,” Friedman continues, "you
have to want to be here and you have to agree to abide by all of

the rules. For instance, every student and parent must sign an

10
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understand and agree to all of the rules. Parents have to agree
to check all homework assignments and make sure that the student
is ready to come to school each day;

"What we are trying to do is to _provide a quality education
for these kids. We try to get across to them what the pay—offs
are for hard work and geod behavior. In the first place this
means getting into a good high school -- one of the city [
specialized high schools == like Bronx High School of Sctence or
Stuyvesant -- rather than the ‘zoned' or neighborhood high
schools. In the second place it can mean getting into college
and ending up with a good, high paying Job and a better life.
And this happens all the time around here; Our kids do get into
good high schools and many of our graduates are now in very good
colleges.

"We want them to know that the future doesn't have to be
what it looks like on the outside, that thez can make a
difference in their own lives. We want to instill a sense or
personal pride and dignity in every child who comes here, a sense

of seli for what they do and become."

% ) *
In Eric Stofsky's 7th and 8th grade social studies and law
class, there are some 30 students sitting at desks all facing the
front of the room, This is a double period class and thus lasts

one hour and a half.
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An outline of the lesson for the day is written on the
chalkboard up front (all classes in the school stact with the
lesson written out in this fashion)

"Aim: to examine tﬁe First Amendment to the Constitution and
its importance to a democratic society.

1. Define a law.

2. How are ruies and penalties made in a democratic society?

3. What is the purpose of the corrections system?

4. List and describe three purposes of the law.

5; Wnat is the main feature of common 1aw?"

Stofsky calls the class to order and refuses to begin the
lesson until everyone is quiet and paying attention. After a few
moments of squirming, the students settle into their chairs. He

begins the lesson with a question:

"What do you think of this school? Raise your hand and give
me your 65&516&;* Half the hands in the éiagé §a u@;
school wherever we want]"

"Why aren't there more lockers so everyone can have one?"

""We need more time at lunch so we can go outsidel" Much

"Okay," says Stofsky; *Now I'm going to ask you another
qﬁestion. Or rather I'm going to make a statement of an opinion.

ion. Ronald
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Reagan is the best president we've ever had in the United
States."”

This is met by a chorus of groans.
"Nol He's not good to poor peoplel®

"He only wants weapons and war! I hate himi"

"Okay," says Stofsky. "What about iéagénis priéfiéiés. Do
you know what a ‘pribrityi is? No? Well, if you choose between
going to a rock concert and doing your homework, that means that
going to the concert is your priority over homework. So what
about Reagan's prieritiég?"

"He's not a Democrat!"

"He's prejudiced against black peoplel”

"Suppose I make the statement ‘President Reagan is for
spending money on the military rather than on housiﬁg for the
poor.' CcCan I say that?"

"Sure you can say thatl"

"Why can I say that?"

"Because we have freedom of speechl"

"That's right,” says Stofsky. "I can say that and you can
criticize this school because of the First Amendment to the
Constitution which guarantees freedom of speech; freedom of the
press and freedom of religion. There's also a fourth freedom the
First Amendment guéraﬁééég. Does anyone know what it is?"

No one seems to know.

"6Eé§; suppose Jesse Sécksbﬁ wants to ﬁoia a meeting to

criticize Ronald Keagan. Can he do that?"



"Surel"

"Why?"

"Because he canl”

"No, Jesse Jackson can hold a meeting and people can come to
it because the First Amendment guarantees that people have the
right to aeeembie peaceably.*

StoFsEy then goes on to ask if the rtghts guaranteed in the
First Amendment are "absolute -- whicﬁ means no exceptlons. The
class isn't sure. "Can we say anythlng we want any time we want
to?"

Stofsky then tells them about Supreme Court Justice Oliver
Wendell Holmes and his statement that free speech has to be

1imitea in some instances "For 1nstance," Stofsky says, "you

can't cry ‘Firel' in a erowded theater because it might cause a

panic and peopie would be killed.

"In faéti" éays étofsky; EYoB have a right to ériticize

a crowd of peopie and say ‘Let's kill Ronald Reegan' or ‘Let's
overthrow the government by force.'" As I look around the class,
I'm not sure that all of the étudents agree ﬁith that 6ﬁé;

the need for people to know what is going in the government they
are voting for and what the candidates they are vot1ng for

believe and are doing, and thus into a discussion of freedom of

the press.




Stofsky ends this part of class with a discussien of "the
free marketplaee of ideas and how the First Amendment is
designea to ensure that there are a lot of ideas around and that
§é6pie will be allowed to express them and choose the ones Enéy

believe are bést;

The students aet up and stretch and mill about, making
considerable noise.
Amendment and other laws? What would we have?"

"Chaos!® says one giri.

"Right," says Stofsky, "and what's the opposite of chaos?"

"Orderi"

;Riént; So wﬁaE we have here is a conflict between the need
for the freedoms guaranteed by laws such as the First Amendment
and the need for some kind of erder, some kina of balance between
the two. And that's what courts are for."

The class then goes on to discuss this tepie; but the
students are now getting really restless. Stofsky has kept them
at it for well over an hour now; and the wear and tear is
beginning to show,

Stofsky now begins to 1ighten the discourse, asking, "Do we

have free speech here in this school;> Does the First Amendment
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There are several cries of "Noi"

"well, in a sense that's true;" says Stofsky. "I guess that
when you're in class you're not a citizen of the United States,
you re a student in school

There are loud hoots of derision and cries of "Why not’"

As the class is going out, one of the students comes over to
the desk where I am sitting, introduces herself and asks me my
name:; I tell her and then ask, "What do you ;gallx think of this
school?"”

She leans over conspiratorially and says in a low voice,

"It's o, k., but they give you too much out of books."

Why Parents iight Cﬁoose This Kind of School for Their Children
As can be seen from the descriptions of Haie, Burncoat and
Bridge, 5fundamentai; of "back to basics" schooling will most
likeiy be chosen by parents who want their children to have an
education that concentrates on chiidren meeting the highest
possibie "academic" standards and becoming as proficient as
possible in the basic skills of reading, writing, and mathematics
as well as in all of the other traditional academic subjects -
science, social studies, music, art, etc.
that their children will acquire a thorough knowledge and

understanding of the cultural and intellectuai heritage of

Western civilization and the traditions and values of American




societj. For some parents this would also 1nclude at least a
nodding acquaintance with the religious values contained in the

Judeo—Christian tradition and other maaor world religions.

want the schooi to ﬁeip them build a sense of character and
morality in their children, so that students emerge from the
school with an understanding of, respect for and commitment to
the fundamental moral and ethical beliefs of the society in which
they live and are prepared to play a productive role in
malntaining the structure and advan01ng the goals of that

56616t§;

schoo1 to make sure that their children are prepared to be

admitted to and succeed in "high quality" (and probabiy very
academic) high schools and thus be prepared to go on to college.
Thus they will want an elementary school to give their children a
solid foundation in all of the basic academic skilis and be
prepared to get good qrades in higﬁ school and do well on such
tests as the Scholastic Aptitude Tests (SATs). As Michael
Friedman put it, if a schooi like this doesn't do that job, then

it has no reason to exist,

How These Schools Go About Their Business
Most of these schools operate on the theory that, whatever
degree of inate itellectual power children are endowed with at

birth, this inate intelllgence must be carefully trained and
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shaped by a highly structured school environment designed and
operated by trained professionals.

As part of this highly structured env1ronment, children need

continuing through grade 12. This sequence should be understood
and followed by all teachers in the schooi.

Children should be organized into classes either by age or
by ability and aehievement 1evels. They should be able to

demonstrate mastery of the required ba81€ skilis and content of

children need to acquire correct attitudes about morality
and conduct. Therefore, the curricuium of the school should
contain not only instruction in the basic skills and traditionai
subaect matter but also a strong sense of morality and a belief
in the values of American culture and society.

In order to learn and to acquire the necessary habits of

orderiy environment that can best be created by a firm code of
school discipline understood by everyone and administered in a
fair and Just manner by the principal and all other adults in the
school,

Parents should support the aims of the school by re-
inforcing the academic and disciplinary policies of the school
through such activities as supéfvisihg the completion of

children's homework.
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In most Option I schools, the "curriculum" -= the skllls and
subaects that children will be requxred to study and learn -- is

determined and set forth by the school, by its administrators and
teachers. In many public school systems, this curriculum will
essentlally be determined for all schools by the central
administration and the local school board working under general
guidelines and requirements laid down by the state.

In some schools of this type, the skills t» be learned will
be spelled out for the teachers and students in a way that
describes what should be taught day by day and week by week.

A more typical situation is the use of géneralized

"curriculum guides" that prescribe a uniform, standardiied
materlal that should be covered at each grade level and the
methods that should be used. Teachers are allowed to adjust both
the material and the methods (to a limited degree) to fit their

particular situation and the students they are teaching, but in °

general teachers are expected to cover the assigned material and
to teach the spec1fied basic skills at the specified grade level.
In most Option I schools, the curriculum will be strongly
demic" and will concentrate on the te ’"hing of all of the
fraditional and establisl.ed subjec areas: language arts (réading
and writing), mathematics, science, soc1al studies, art, music,

physical education, etc. FEach of these subjects is broken down
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by grade level, wii:h the amount of material to be learned by

students at each grade level carefully determined.

How Children Should Learn and Teachers Should Teach

In most Option I schbels, all teaching/learning decisions
are made by the school and the teacher. What is to be learned is
transmitted from teacher to students. Stﬁdénts are eiﬁected to
understand and learn what the teacher is attempting to transmit.

Students are thus expected to listen carefully to what the
teachers are saying, to anawer all questlons when they are asked
to do so, to complete all assignments in class, and to finisﬁ all
homework assignments and to do as well as they possibly can on

all tests.

How a séﬁéai Should Be 6tganized ané sﬁn

in single or "seif-contained" classroom with 29 to 25 chiidren
and one teacher who is respbnsible for teaching most subjects
(specialist teachers may teach art and music.)

In most of these schools, as is the case at ﬂale, Burncoat
and Bridge, students are organized into classes and are taught
according to their chronoiogical age. That is, a11 six year olds
will be in first grade classes, all seven year olds in second
grade classes, and so on. This is called "heterogenous"
grouping, meaning that children are not sepafated iEs different

groups according to achievement level, In some cases, as at
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Burncoat, teachers break suc h classes down into ability groups

In some Cption I schools, however, children aiii be grouped
ihomogeneousiy;‘ that is, they xiii be placed in classes
according to how well they are achieving. All of a particular
grade level's high achieving children, for instance, will be
the low achievers in a third class.

In most Option I schools, the school day is usually divided
up into specified time segments or periods with each period

designated for the teaching of @ particular subject, Students

and teachers must follow this schedule.

How Children Should Be Graded

In general, most Option I schools will carefully track each
studeﬁt's progress through frequent testing. These tests will
most often be "letter-graded,” with those students scoring the

highest receiving As, the less succcessful students teééiviﬁg Bs,

Fs.

For the most part, the grades will be assigned according to

what is called a "bell-shaped" curve, That is, it is expected

of children will get cs, a certain munber of children will get Ds

and a few will be failures and receive Fs.
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Thus all students in a class are in conpetition with each
other to do weil and receive the highest grades. Each student's
academic progress is determined by the grades he or she achieves
in class and on Ehe tests. And, at a both Hale and Bridge;
students will also be graded upon their degree of success in
conforming to the schooi's behavior code,

All of these grades are then reported to that child's

parents on regular report cards sent home.

Parents who wish to f£ind out whether a school they are
thinking about for one or all of th:ir children is truiy a
"fundamental® or "back to basics” schooi might ask themselvas
(and the school) the following questions and make the follcw

observations when they visit the school:

1. Does the school have a written description of itself that
places Eﬁphasis upon children learning the basic skilis and
upon the traditional "academic® subjects of reading, writing,
literature, matheﬁétiés, science, social studies and the

arts?

2. Does the school have as one of its main aims the development
of a broad understanding of the cultural heritage and values
of Western civiliiation, inéluding moral and perhaps

religious values?
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3. Does the school feel that at least part of its job is to
ﬁéip parents build individual character and morality in the
children who attend the school, to help parents instill in
theit chiidféﬂ a sense of iiéht and wrong and a respect for

the values that parents have?

4. Does the school have a coitrolled, well-drganized
atmosphere? Are children quiet and well-behaved both in
classes and when they are moving through the halls?

5. Does the school have a clear code of student behavior that
ail ef the students understand and follow? Are there clear
rewards for gUOd behavior and punishments for infractions?
Is this code of behavier administereﬂ by the school's
principal and the teaching staff in a fair and impartial

manner?

6. Are all classes held in self-contained classrooms with one
teacher? In most cases, are the desks and cﬁairs arranged in

rows facing the teacher at the front of the class?
7. Are the seheel s classes organizea by age levels? Are all

six year olds in first grade, seven year olds in second

grade and so on?
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8. Is there a carefully developed schedule for all ciasses;
with certain amounts of time devoted to each subject with

most of the time devoted to the basic subjects of

Are these tests 'letter-graded' with As and Bs limited to

only the best students in each class?

10. Does the school keep parents thoroughly informed about their
child's academic and behavioral progress throuah regular

report cards and parent/teacher conferences?

The Kind of Student Best Suited for This Option
Aithough a wide variety of children might p0551bly benefit
from attending an eption I school the kind of child who will

benefit the most from this kind of schooling is most likely to

be:

e a child who enjoys (or is perhaps even stimuiated by)
competing with other children for good grades and the rewards

that come from academic achievement;
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a child “ho feels most comfortable in a highly structured,
well-organized environment and is willing and able to obey the

school's rules and requlations;

a child who enjoys (or does not mind) performing tasks set

for him/her by adults;

a child who learning and will learn best in an orderly, step-
by-step fashion;

a child who is enjoys concentrating on learning basic skills
and is comfortable studying and learning the basic academic
subjects;

a child who is enjoys (or is willing to abide by) the ruies
of a strict disciplinary code and who enjoys the rewards and

approval that comes from gcod behavior:

a child who needs the security provided by a self-contained

classroom and being with the same teacher all day.
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3.

Option II Schools: Continuous Progress, Non-Graded
Models: Mill Swan Communications Skills Center,

Worcester, MA

Rafael Hernandez School, Boston, MA




THE MILL SWAN COMMUNICATION SKILLS CENTER

WORCESTER, MA




Gilberto Morrow, a slrghtly chubby, curly-haired nine year
old, is the student I am assigned to follow through a morning at
Mill Swan Communications Skills Center, one of Worcester's
ten magnet elementary schools.

Gilberto has been described to me -- w1th an affectionate
grin -~ by Mike Silver, the schooi's full-time curr1culum
facilitator, as "a real bad guy. When he first came here, he
never paid attention, never did his homework I told him at the
beginning of the year that I was going to strangle him. Now hé's
really comlng along. He may not be one of our best students yet,
but he's getting there."

Since Gilberto is nine years old, he is technically
classified as a "fourth grader.® But, in contrast £6 the way
most Option I schools are organized, at Mill Swan that does not
mean that he spends his entire day with other nine year 0lds in a
"fourth grade" class. The school operates by what is generally
known as a "continuous progress" approach to school organization
and grouping, at least in the areas of reading/languagé arts and
math,

This means that during almost the entire morn1ng children
are grouped for instruction in these two subJects not by age but
but by achievement level At EhL Bégihning of each year,
Gilberto and all of the children in the school from grades one
through six are tested in reading and math

At the beginning of each year, Gilberto and all of the

children in the school from grades one through six are tested in

N
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reading and math. All of the children who test out at, for
instance, the third grade level in reading are grouped in one
class. And all the children who test out as third graders in
math are put in one class.

Thus GilBérto, who tested out at an " average" fourth grade
level in both reading and math, finds himself in classes with
nine, ten and eleven year olds (fourth, fifth and sixth graders),

all of whom are working at his level of achiéVément; This means,

in éilberto's case, that hé will have one set of classmates and

classmates and teacher for his math class.

According to Francis J Trainor, "our continuous progress
organizatron, eliminates the situation we often had in the past
where a fourth grade teacher might have as many as three or four
reading or math groups in the same class, ranging from high-
ach1ev1ng kids to relatively 1ow-achieving ones, Since the
teacher cou.d only work with one group and one achievement level
at a time, the other two or three groups were left to dc seat
work; which most often was a complet waste of their time and
continual discipline burden on the teacher.

"Under our present 6rganization; a teacher has only children
learning at the same level and thus can move the entire group
along just as rapidly as possible. And the children move at
their own é@éea; too. If a Chlld does very well at his or her

move that Chlld into a higher group at any time during the year,
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We don't have to wait until the next year, although most changes
occur dﬁrihg the first six months.

"So we have some eight year old ‘third grade' children here
who are working at a fifth and even s1xth grade level and not
wasting their time back in a ‘third grade' class. And we also

he fourth

(9 2l

have some ‘fifth and sixth graders' who are back with
grade achievement group; because those are the things they need
to learn before they can move on,"

The "continuous progress" organization appiies only to the

mornrng readlng and math classes (w1th all teachers teachlng

classes in both subjects). For the afternoon classes in soc1a1
staéiés and science, children are grouped "heterogenously," by
age grades.

When I arrive in Joy Cherrler's readrng/language arts c1ass,
Giiberto is already seated at a desk in the back of the room.
The class consists of 20 ch11dren seated at desks that are more

or less lined up rows. On the chalkboard at the froﬁt of theroom

is a list of the day's spelllng words ~— "cloth, paused, coil,

Ms. Cherrier has the class studylng the comparrtrve and
superlatlve adaectlve forms, Three of the class's boys (not
1ncluding Giiberto) have been lined up at the chalkboard in front
of the room, it belng qulte obvious that they are of different

helghts. The class has been asked to work on the adjective

"tall," oOn the chalkboard are three sentences: "Joey and Joey



are tall;; "Joey Gigliotti is taller," "Joey Gigliotti is the
tallest."

Gllberto and the other students have also been workxng on
pages in a workbook. eherr1er calls on individual students;
asking them to tell the entire class how they filled in the
blanks on the asslgned sheet Tneté is much wéving of arms --
always incluaing Gilberto's -~ as the fledgling grammarlans
volunteer to answer the questlon. The first word they are
working on is "stfaﬁge, and the first sentence is "A giraffe is
a animal.” The children are being asked what form of
"strange" is approprlate for that sentence. The first child

called upon znswers "strange" and is rewarded with a "Good!" from

Cherrier,
The second sentence is "A giraffe is than a
kangaroo. GilBeon 8 wildly waving arm attracts attention this

"Stranger!® shouts Gilberto. "Right," says Cherrier.

(a4
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Now, Gilberto, can you tell me why ‘stranger' is right?"
GilbéfE6 thinks, but only for a sblit second. "Because you're
comparlng two anlmals. "rhat's rlght,' says the teacher.

The next sentence is "A giraffe is the _ __ animal."

Another child called upon is not so sure about thls one. Once
agaln Cherrier calls on Gilberto. "Strangest," he says. And
why? "Because you're comparing three or more." "ﬁight,“ says
Cherrier,

The children than are told £o go on working on their

worksheets, while Cherrier moves around the classroom helping
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individual students, As they finish their worksheets, they are
then to start proof-readlng the stories they have been wr1t1ng
for p0381ble publlcatlon in "Mag Hagazlne.

At the end of Cherrier s readlng/language arts class,
Gtiberto and I line up at the door with nine other kids and march
through the halls, heading for Barbara Méhohe§'é fourth grade

There, Mahoney asks them about their homework assrgnments.
One boy says that he left his book hoﬁe. "No, you didn't, says
Mahoney. "You 1eft it right here in this room yesterday, so
that' no excuse for not dolng the homework " Gilberto also has
not done hls homework, teiling Mahoney that he was sick.

After impress:ng upon the class that it is 1mportant that
they all do their homework, Mahoﬁéy piéke up a bundle of flash
cards and starts goihg around the room, asking each child for the
answer to the problem on one of the cards:. "2 x 12 = 2" "24,
says Gilberto. "1 x 12 = 2" "12," says another child. And so
on around the room. The children are twitchy and squirmy.
Mahoney raises her voice. "I don't call on anyone who makes
noise, Now stop perforﬁihé and start workingl Gilberto, do you
want to work down in the office with Mr. Trainor?"

After the flash cards, the eiass moves on to multlpllcatlon
cards and to a multiplicatlon lesson u51ng a p1ece of paper
tacked onto an easel in the front of the room. Gilberto is
called upon and goes up to the board £o do "{ X 6=2", "3 x5 =

?" and "2 x 8 = ?". He does each problem perfectly.
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Following this lesson, Mahoney has each child put their last
homework éssiénﬁent on the desk and check it over, as she moves
between the rows of desks giving help.

* * *
to its contlnuous progress organlzatlon) is 1ts empha51s on

"communication skills,' the immersion of students in readlng and

student writes every day" )5

Indeed, one of the most unusual and interesting aspects of
the Mill Swan program is the first use in Worcester of IBM's
Writing to Read Program, a computer-based "instructional system”
désiéﬁed to déﬁeiop the ﬁritiné and reading skills of
klndergarten and first grade students.

As Trainor puts it, "we've inst tuted this proéréﬁ -- and
to what I see as one of the maJor problems in educat1on today,
the i nabiiity of children to write well and to want to write.

if they are 901ng to want to wr1te, then they need to see a

Q
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reason for wr1t1ng, why they shouid do It* And that's the theory
we operate under here -- that wr1t1ng is and can be satlsfjlng
and fun and has a point right from the begxnning, right from the
very first day. And one way we do this by gett1ng chlldren to
write about their own experiencés and ideas.,

"The typlcal situation -- especially in fifth and sixth
grade by which time the children kngﬂ that reading and wr1t1ng in



school are boring and pointless -- is that in September the
teacher says 'Let's write about our summer vacation' and there's
a proportionate number of groans -- Oh; do we have to do that!
"So here we encourage all Rinds of writing -~ poems,
stories; essays, debates, editorials, news stories, anything that
will gét the kids writing and then, of course, reading what they
write. Then as they get interested and need more skills, we
gradaaily get them movrng into more formal and highly skilled

writing. And that's one reason we have our literary magazine.

We don't just publish the 'best’ writiﬁg; We publish eiaﬁbies of

} writing, mistakes and all, so long as they are

worklng at it and improving.

The Writing to Read program i“ housed in a spec1a1 room that
teners;bfirst ::‘dérs and resource rocm and speciai needs
children come . “he Writing to Read Center for at least an hour
éaéﬁ day. The (> n:.ir i+ a large open space diVided into five
areas or iiearn?ig Eratiiie."

The £irst ut.cior is :quipped with four IBM PCjr color
computers that are als~ equlppeé with a speech attachment
enabling the machine "5 *tali” to the user. The children T
observed during on» of the first grade sessions could hardiy wait
to get to the computers and put on the earphones. Here they are
abie - with no aifficulty that I could detect -- to use the
computer to learn not 3us- the alphabet but the 42 sounds or

phonemes on which the English lancaage is based. So they are also
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learning to spell words —- but they are learn at this stage of
the game to spell words phonetically, i.e., the way they sound

rather than the way they are actually spelled. The word
They learn later, again without diééiculty, I'm assured, to spell
'correctly.

After beginning to get the hana of the alphabet and words,

they move to a work 3ournal station and the writing/typing
station where they begin to writé their own material -- stories
or whatever they want to write -- and then to type them out on
one of a battery of eight IBM Seiectric typewrzters.

There are Ewo further stations -- one where théy listen to
recorded stories while following the printed page in a book and a
station where they can make words, sentences and stories out of
the phonemes by putting together a whole raft of printed phonemic
blocks.

Janet Bedeii the Writing to Read spec1alist in charge of
the Center, feels that the program is going well even though this
is the first year it has been implemented "Tt will be several
‘7-ars before we know vhcther and how much it pays off in the

per gr edes,” she sa "but I know now that these klds have no
trosble masring the ccmpuﬁérs and the typewriters; and I can
=% 1y see th:um diééoyériij the aayé of using language =- in
\r e sort, T vlirk, because they get to express their own ideas

. ' fe. 'ngs. They ceem to fove the idea that they can
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ﬁéﬁipuiafé the English language and produce things that they can

feel and see and hold on to."
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RAFAEL HERNANDEZ TWO-~WAY SCHOOL

BOSTON, MA
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The eighteen children in Lourdes Barrios' extended-day
kindergarten class at the Rafael Hernandez School are playing a
game of Red Light/Green Light* It is the early afternoon period
immediately after lunch and, although the children have been here
energy shows no sign of flagging;

As the children run pell-mell around the room‘s tables and
chairs, Barrios cries out "Red Light!' and all of the children
freeze == or most of them do. The ones who failed to do 86 have
to sit down, much to their disgust. Barrios says "Green Light!"
and the running starts again. This goes on for a few minites
(and serves in part as the children's phys1cal education period,
since the school has no gym) At the end, the two winning girls
are each awarded a lollipop;

The class is composed almost equally of Hlspanlc six year
olds; some of whom speak no English at all, and black aad white
six year olds (or "Anglos") who speak no Spanish Thus For most
of the children, this class is their first serious introduction
to a foreign language. And since the Hernandez is a "two—way

bilingual' school, this is precisely the point. By the time

Hispanic children will be fluent English speakers and the Anglo
children will speak fluent SPanieh—

Following the "Red Light/Green Light" game, Barrios gathers
the children into a c1rc1e, all of them, including herself,

sitting on the room's carpeted floor. After a few minutes of

-~
=
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getting everyone settled down (nct an easy 30u,, she sets up a
velcro-covered bulletin board on the fioor beside her and opens a
box ébntaiﬁing cut=outs of the human body. She sticks the pieces
on the board to form a crmplete human figure.

"Now," she says; speaking in English and caliing first on
tne Anglo children; "what i: this (ﬁointing to the figure'q
head) ?" "Cabezal™, answers the child called upon. "And this
\p01nting to the figure s arms)?' "Brazos!" shouts another Angio
child. "and this (pointing to the figure's hands)?" "Manos!"
"Quantcs manos?" she asks in Spanish., "tosi", the same chiid
answers.

She now continues in Spanish and beg1ns asking the same

questions of the Hispanic children. The answers come thick and

fast. "Nosel"™ "Legsl" "Ears!" "How aaﬁy ears?" i'i'woii

overwhelms thé class; No one pays any attention: It turns out
that the Amtrak trains run d1rectly beside the Hernandez
building, and by now everyone is quite accustomed to the noise.

Barrios continues this lesson (which the children are
obvrousl; *reating as one blg fun game), but now switches to
asking Anglo bhl 14rea cuestions in Spanish and the Hispanic
chiidren questions 3. English. They seem to have little
difficuliy sWitchinq ;ack and forth,

Following the body game, she pairs the children off, half of
them lying dov: on the floor and the others kneeling beside them.

She then puts on a zecord containing a song sung in English,
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again based on parts of the body. When the Singer 51ngs about
wiggling toes; everybody wiggles their toes. When :he song talks
about "my friend helping me sit up 7 the child lying~-down is
helped to sit up by the knéeling child. She turns the record
over, the same song is sung in Spanish, and the children perfornm
the required tasks.

As a strictly monoiingual observer with no Spanish
proficiency, I felt seriously disadvantaged as I watched these
six year ¢ld Anglo children run rings around me. The ease with
which the ciassroom moves back and forth between the two
languages is little short of astonisﬁiﬁg.

% ] 3

The Rafael Hernandez School is located in a converted
building that at one time wcs an automobile dealership (the
principai's office is where the grease pit used to be) on
columbia Road in the Dorchester section of Boston. It shares
its building with the central kitchen facrlity for the entire
Boston soh001 system,

The school houses 200 children from kindergarten through
grade five, 60% of thenm Hispanic, 20% black and 20% white.
ﬁtout éO to 100 of the Hispanic children (or somewhere betwen 60
and 80% of the school's Hispanic population) have a limited
proficiency in Engiisﬁ, at least when they enter the school.
Since the schocl is a cityWide magnet, about half the school's
children come by bus from all over the city, while the rest can

walk.



Margarita Muniz, the school's principal says, "We're aimost
the toughest school in the city to get into: We have a very
have a ?éry high retainment rate. So we have perhaps 19 to 15
openings a year in the regular grades and 25 in the kindergarten.

Last year we had 119 applicants for those 25 kindergur seatsf

up equally of Hispanic and Anglo children, and they do all of the
ieaxning fagether. Then, starting in first grade, we move 1nto a
vt sinurcus p'ogress' orgarizzation that 1nvolves both integration
and “zinstreaming.

"Let me explain what we mean here by those two terms,
“Integration' means chat we group all of our children together in
their home rooms hy crade; That is; ail of our first graders
w111 be together for subgects such as math, social studies,

sc;ence and music and art. And these subJects are taught in

teach any subject in either language;

"However, for reading and language arts, we group our éirst
and second graders who are not English proficient togéther in a
class that is taught primarily in Spanish, And our Angio
children will also be grouped together, since we believe that you
should begin to learn to read in your dominant 1anguage.

"Then in third, fourth and fifth grades, we group the

children according to their various 1anguage abilities., wWuile



remainina 1ntegrated for most subaects, our Hispanic thifd
graders will have reading in Spanish for two periods and then one
period in English And the Anglo children will have two periods
of feading in English and one period in Spanish as a second
language. In fourth and fifth grades, our Hispanic children
will have one period of reading and language arts in Spanish and
two in English while the Anglo chixdren are taught in English and
continue their Spt sh as a second langua

'in all cases we try to put children in reading and language
achieving in that language, so our classes often contain children

of quite different ages.

"By mainstreaming' ¥e mean that our Hispanwc children as

English are gradually exposed te more and more classes taught in
English until in the fourth and fifth grades, both they and the
Anglo children are able to learn egqually well in Spanish and
English’ And although both languages are used, the classes tend
to be predominantly taught in English

"Our Anglo children who are especially advanced in Spanish,
however, will al be in advanced Spanish classes. It's all very
complicated but it works quite well, although it takss a great
deal of effort on the part of all of us on the staff to make sure
every ~hild is ééeeiviﬁg exactly the kind of instruction that is

appropriate to that child."
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While the teachlng of both Engllsh and Spanish is high on
the Hernandez agenda, that is only the beglnnlng of what Munlz
and the school are a1m1ng to aeeomplish*
teaching culture -- and not Just Hlspanic, black and English
cultures, although we do a 1ot w1th tﬁose. We see language as
one of the main components of culture and perhaps the most
1mportant component because it embodies the culture in a
thousand ways, 1nc1ud1ng how you feel about yourself, how you
express yourself, all thlS says a lot about your culture. But
then there are the physiéal, the external manifestations of a
culture -- the ﬁuslé, the dances, :he history, the sciences,
everything.

"So we have Tiere a truly multxcuitural program. In third
grade, the children study Japan, in fourth grade Africa and in
fifth §faaé America at the turn ’of the century. We work with the
Center, Wheelock College and the Museum of Fine Arts. We try to
integrate all of these w1th our cultural studies. For instance,
a*cund Columbus Bay, we integrate Columbus’ dlscovery of Puerto
Rico and the mainland with Plimoth Plantation and Thanskglving,
and we have a big fiesta with a feast of roast pork and fried
plaintiins.

"T thlnk my mis51on here, thxs sehooi's m1s51on, is to help
these children bulld inner strength and character. When you look

at the statlstics, when you see all of the teenage pregnanc1es,



when you see mere children having children, I know that even

in eiementary schools is extremely 1mportant;

"I want our children when they leave this school to have a
real foundation. I want them to really think that edueation is
important and worthwhile if they are going to make it through
school and not drop out, And as you know, a lct of Hispanic
children do drop out, and that has all of us greatiy concerned.

I think at middle and high school level the human element is
often lost. Schools get large and impersonal, there's more of a
lecture type aé teaéhiﬁg; Teachers may not be as w1iling or able
to listen to what's going on inside the chilaren. And so there
are a whole lot of children failing through the cracks, which, of
course, contributes to a lot of children éropping out,

"Also there is a lot of fantasy out there that children are
exposed to ~- teievison, drugs; crime. 1It's very easy to fall
into aii that unless you have very strong parents who are g01ng
to steer vou on the right course and know where they want you to
go; You can easiiy get lost. And that's one reason we try very
They are invited to take part in everyth ng we do, 1nclud1ng
taking English cia" es for our Hispanic parents and Spanrsh for
our Anglo parents. Many of our t acher aides are parents of
children in the schuoi.

"I often arop children off at che project after school, and

I see drug deals going on all the time. In order to reS1st all
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hat's not right, that there is something better. So what

[l

that
I want to give the children here is the kind of inner strength

*So part of the philosophy here is that in this schooi,
we're family. And as in all families there are good days and bad
aays; But when you go out of this school, there are no good days
and bad days. They all have to be good days beeause you are

representing our schooi, and that calls for a higher plane of

behavior. And the kids know that. I give them a little speech
about it every time they leave the building. And, sﬁrprisingly,
it ﬁorks; They know that I hold them up to be responsible, to be
responsible children, and that moral nudge goes w1th them when
they leave the building.

"So I want them to learn to be inwardly tough, not in a bad
sense, but to be self-reliant, 1) that they can do things and
survive, Then they'll be able to get ahead in 1i:2. So there
are only two rules in this schooi. One is that we all have a
right co be safe. The other is we all have a right not to get

hit, If you follow those rules, you never get into trouble,

"So children love to come to this school =- our attendance

is 98 48, the second higﬁest in the city. 1It's nice here, it's
fun, it's exciting, and that's the way education should be.
There's enough variety in this sch001 to make up for all the

things that most of these children don't have that suburban kids
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get —- music, the arts and so forth. That's why it may cost a
little more to educate our children, but it's well worth it.”

* * *

why Piiéii:é iighi: éhooéé iiiie riiia of séiiaéi

actual teaching style, the way the teachers go about the Job of
teaching, is not that different from the teaching in the Option I
schools. The classes are controlled and directed by the
teachers. 1In both Worcester and Boston there, are sets of
curriculum guides that all schools are expected roughiy to
follow, and for the most part both Mill Swan and Hernandez do
follow the prescribed curricuium.

There are; however; some maaor differsnces -- the most
important being being the attempt tﬁrough the "continuous
progress' organization of the classes to make sure that every
child -- at least in reading and math -- is be*ng taught at an
appropriate achievement levei

This arrangement is part of the school‘'s effort to prbviaé

every child not only with a curriculum that is best suited to

that child's needs and intersts but to make sure that every Chlld

is leirning at a pace which enables him or her to progress

Ehrough the curriculum at an appropriate speed and the greatest
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What Children Should Learn

Like most schools; the curriculum of continﬁoas progress
schools will most likely include all of the traditional basic
skilis subJects - reading, wrrting, literature, mathematics,
science, social studies, art, music and should also include (for
both boys and girls) practical suBJects such as woodworking, the
domestic sciences and career exploration and career education.

How Children Should Bearn and Teachers Should Teach

For the most part, classes in a continuous progress school -
- esﬁecially thgose in language arts and mathematics -- are
taught in a traditional fashion. The lessons are prepared by the
teachrng staff and presented to the students by the classroom
teachers Just as they would be in a "traditional® school. The
fact that all of the children in any given ba51c skills class are

all work ng at the same level of achievement, however, makes it

group all at the same time.
In the other subiects - seienee, social studies, art,
music, the practical arts;, career exploration, etc. == the
classes tend to be less formal. Students are often engaged
either on their own or in small groups on pro:ects either
sﬁggested by the teachers or developed by the students
themselves. Often, these pr03ects will encompass several

academic subjects. Thus at Mill Swan, for instance, social
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stuaies and science are integrated into "1nteres€ units" that the
children can select

Indeed, in these classes, in which children of several
different achievement levels are mixed and in which they all work
together on proJects, children are often given a great deal of
choice about what they will study. And much of the time the
students are working and learning pretty much on their own, with
general supervision rather than formal "teaching" by the
teachers.

since continuous progress schools operate in conventional
school buildings, classes are taught in conventional self-
contaiﬁéé eiaséfbbﬁé. In the course of the day, however,
students will be grouped by those similar achievement levels i
one particular classroom for a subject such as language arts and
will then move to another classroom and another teacher and be
regrouped in t. it classroom by their achiéveﬁent levels in math.

Some continuous progress schools operate in school buildings
éﬁét were spec1fically designed for this kind of school
organiiation; In order to facilitate the grouping and re-
gro. uxng of children, many of these schools do not have
conventional self-contained classrooms but rather have large open
spaces within which teachers and students hold classes, separated

only by bookcases or spec1al space dividers.,



During the 19608, w=eny of these "open cpace" schools were
built around the country and have operated with varying degrees
of success. Teachers hzve, in many cases, found it Aifficult to
teach in such Spacts, which tend to be noisy and aistracting to
students; Indeed, cne of major school facilities reform
movements of the 19708 and 80s has been to build walls in cpen
space schools and create self-contained ciassrooms.

Whatever tﬁe space arrangements in a continuous progress
school may be, this appreach to teaching and learning does

arrangement often referred to as "team teaching. Thls means

that, since several teachers will be teaching the same child

work together closely to make sure that each chrld is progress1ng
in all subjects and to traek that progress;

In most continuous progress schools, the daily schedule will
not be laid out in regular chunks of time or periods wrth each
period clearly devoted to each part cular subject. Rather, the
schrdule will divided roughly into large blocks of time, often
two or even three hours in length, wiikhin which teachers are free

to orgaaiie their Eiﬁé according to their students needs.

How Children Should Be Graded
In many continuous progress schools, while students are
fréguént1§ tésted to maké suré that théy actually are ﬁakiné
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direct ééﬁéétition for "good grades" with aii “tisi students.
Rather, each indlv1dual student's progre 58 is measu red in terms

of how much the child has learned in each subjec §i§§ﬁ_§h§;§i§g§

his or her own most natural rate of 8peed, without regard to what
other students are doing. Students are thus in competltion only

with themselves a”d are encouraged to learn as quickly and as
well as they §6§§i51§ can; w1thout feeling that if they do not
learn as quickly as some other etudeﬁté they are therefore "not
as good" as those other students.

Thus students in mos: continuous progress school: are not

graded on a 'bell-shaped curve, . fndeed, many continuous

numbers; with a grade of "1" meaning that the child is
progressing well according to that child's ability and
appropriate rate of progress; A "2" would that the chiid ié not
progreessing as rapidly as the school believes he or she could,
and so on,

It is thus possible in a continuous progress school —-
indeed it is one of the aims of most such schools -- that all
children in the school could get "1t s, which would mean Lhat
every child is progress;ng through the curriculum Just as rapidly

as he or she can,

'aF
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Parent Checklist

Parents wishing to have this "continuous progress" or "non-
graded® form of education for their children might ask themselves
(and the school) the following questions and make the follow

observations when they visit the school-

1. Does the school have a written description of 1tse1f that
places emphasis upon children learning the basic skills and
upon the conventional *academic" subaects of reading, writing,

literature, mathematics, science, social studies and the arts

2. Does the school stress that one of its primary aims is to
make sure that every ch11d reaches his or her full
intellectual and social potential?

3. Does the school believe that individual children differ
widely in their abilitiés, 1nterests and talents and that 1t
is the school's job to provide each child with an education

that fits those abilities, interests and talents?

4. Does the school believe that, while all children can learn
and eventually acquire all the skills and knowledge they
will need to succeed in 11fe, cbildren do not all learn at

the same rate and that schooling should be organized so that




5.

7.

8.

every child can move through the curriculum at his or her

own rate?

Does the school use a grading formula that measures each
student's progress in terms of that child's abilities and
expected rate of learning?

Does this belief lead the school to organize its classes so
that all children who are achieving at a certain level are
grouped together in the same class, regardless of age, at

least for languade arts and math?

Does the school make sure that each child has the
opportunity to explore his or her interests and to develop

all talents -hat he or she might have?

Does the school set aside large blocks of time for language

arts and math?

Doec the school keep parents thoroughly informed of their
child's academic and behavioral progress through regular

report cards and parent/teacher conferences?

The Kind of Student Best Suited to This Option
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The child who will most likely benefit to the greatest

degree from attehaihé a "continuous progress” or "nen-graded”

school is:

a child who does not particularly enjoy or profit from
competition with othe. students, especially academic

competition for grades;

a child who feels most comfortable in an educatlonal
atmosphere that is well- organlzed and basically run by

adults but is also relaxed and semewhat informal;

a child who eﬁj6YS and/or needs an environment in wh*ch the
leafhing tasks are established and directed by the teachers

in the school;

a child who hac a variety of individual interests and

talents and enjoys exploring and using those talents;

child who is able to and 1nterested in obeying the school
rules but is also able to exercise self- d1sc1p11ne when

necessary;

a child who does not mind moving from classroom to classroom
and being taught by different teachers in different

subjects.



4.

option IIT Schools: Montessori, Developmental or "Open”
Education; Micro-Society
Models: Bennett Park Montessori Center, Buffalo, NY
Graham and Parks Aiternativé Pubiié School,
Cambricje, MA
City Magnet School, Lowell, MA
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BENNETT PARK MONTESSORI CENTER,

“UFPALO, NY
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In Evel .. ¢lements' classroom at Bennett §ark; ié young
children move busily around the room: Most of them are three and
four year olds. Most of them are three and four year olds, with
a few fives Ehrown in.

The roon itsei® is brlght and sunny. Most of tlie room is
covered by soft carpeting. The other part has a wooden floor.

As I enter the 1 room, approximatelx nalf of -he children are
bus;ly at work on a variety of tasks -- quite on their own == in
the uncarpeted eﬁaée; Some of them are working at a water table
pouring water from small containers 1ntc iarger -aes or vice
versa., One girl - she must be oxe of the three year olds == has
a cake of soap and is happily making a sudsy P .ttd.’ i1 A bowl.
After working the mixture up to her satisfact:i~n, she vegins
maxlng svap hubbles and watching them form and disappear.

in the carpeted half of the room, children are sprawled
ééﬁfertabiy on the flocor working with a vacriety of different
materiaié; In some rases, the childrzen are worklng by
théﬁééi@éé; In otker, two or even three children will be workino
tégéther. Each child has hlS or her own own small rug, and
whatever materials the child is working on are al:ays laia out on
his or her rug;

As I wateh; two small boys —- one white, one black == go to
one of the shelves that are all around the walls of the room and
take down a set of long, thin wooden red rods, of different
lengths. They carry the rods over to their rugs, an eperatlon

that takes several trips. Once they have the entire set on their
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combined rugs, they begin to arrange the rods according to their
lengthe =- starting with the loRgest.rod and woriing down to the
shortest.

The two boys seem ferociously intent upon what they are

doing. Oc.:asionally; there is sharp disagreement abcut which rod

goes where, The 56§§ discuss things and each ' shows tﬁé
other where it should c. Aftéf a moment's éféuméhE, both boys
agree on the rod that - 10uld be next. In short order, the
complete set of rods is properly laid out. They then take the

set apart ag and begin piling the rods one on top of the

[= i

i

[

6Eﬁéf; with the longets rod on the bottom and so on until the
shortest rod is sitting on top.

After this exercise -- which has taken about ten minntes —-
they decide they have had enough of the rods. They sach take
half of the rods and carefully put them back on the sheif in
exactly 'n their place -- and in the proper order.

Wh.le all this has been going on, a five year old girl has
been sitt.ng beside her rug a few feet away. She and the class's
assistant teacher, Jcan Hyman, have been working with & set of
cards, Each one of fﬁé éeé of éaféé ﬁag on it the outline of an
éppié, but each is slightly different. One card will have the
whole apple colored red and at the bottom of the card, the word
"apple." Another card will have the outline of the apple; but
oﬁiy the central part colored in red and beneath it the word

"core". There are similiar cards with the d‘ <fent parts of the



apple outlined in red and words such as "pulp," "seeds" and
"skin" written underneath

The girl has beside her another set of cards that have the
same pictures but no words and a third set that has nOthlng but
words or "labels", Whilé'the assistant teacher 51lently watches,
the girl begins matching the cards with pictures but no words
with the cards 1aid out on the floor. She places the card she is
kolding -- the one with the piCtdre of the full apple but no word
=~ next to the picture on the floor that ‘s also of the whole
apple; She then contirnas this operation until al2 of the
picture cards on the flcor have been matched.

She sit: back and admires her handiwork for a minute or two
befo'e launching intc the next actlvity - matching the labels to
each of the cards on the rug. When this is flnlshed, she caréfully
c0pies éacn ¢’ "z labels on a piece of pacfr and shows them to
the assistant teac“ﬁr, who smiles anc acknCWledges the completed
activ1‘y. The girl then carefnlly undoes the pi.=z of :cards and
puts each set of cards back into their proper place in the box.
She then carefully replaces the box in its proper place on the
shelf.

While all of this had been going on, the other children in
the room are busy at ihg;; pro;ects, atl of which they have
selected for themselves, using the various materials and
equipment that have been placed all around the room.

One boy, whe has been to the classrooms water faucet and

sink to get weter for his pouring exercises, takes a quick drink
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from his cup berure carrying it back to his table., Another girl
is carefully observing a pumpkin sitting on a table (it is almost
Halloween) and is writing words about the pumpkin on a piece of
paper -- "Holloween®, "Dracula®, "ghost," ;pfiﬁééss;; No one
attempts to correct the spelling, the point being to encourage
the child to use and write words.

The room is a bustle of éééivitg; Wwith viiéﬁaliy avery child
engaged iﬁ one or another ﬁféﬁééfi almost always a project chosen
by the child himself or herself but at times children workin:
together on activities they have jointly selected.

Th addition €o these in-classroom activities, the children
have several out-of-classroom things they ca’ do on their own
when they feel moved to do so. Ouf in the hallway, for instance,
there is a set of climt ag eguipment. If a child feels it is
time to get some large-muscle exerc’se, he or she goes tc the
doorway and takes a fed wristband haiging from a hook there and
puts it on, This means that he or she is one uf the two children
who can go out into the hall and climb on the equipment. If
tﬁéfé is nc red wristband on the hook, this means that there are
already two children on the equipment and the new child must wait
until a reé wristband comes back.

similarly, there is ancother hook with two orange wristbands
on it. These are for going to the libraty. A blue necklace is
for going to the bathroom. Walting for and taking turns is
somethirng the childrsn have apparently learned well.

* * *
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sehools have "atrectors;' not "principals").

"It isn't always easy,” she tells mé, "to see right off
what the point of some of the activities are. and yes, a great
deal of it can seem like play. But, of ¢ .rse, that is one of
the basic tenets of the Montessori system. .o the very young
chil., it should very much seem like play. It is, in
Montessori's words, spontaneous' activity -= children ch0051ng
and abing things because they want to dc them. After all,
chiidren are 1aturally curious and love to manipuiate real,
concrete things and Objeth, to test them out, see what the
things in the room can do and what they can do with them,

"sut the " ~«<»nce nf the Montessori method is that gzg;x
piece of m a the room has a very specific purpose.

ﬁontessori i éif; back at the turn of the century in Itaiy,

spontaneously did outside schooi in their everyday life, and
also what they dia and didn't do in school when they were exposed

to formal teaching. What she discovered was that young children

them through their own cctivity, through uSlng heir own senses

and manipulating concret > materials if the materials they had to

work with were appropria-e; They didn't need to be taught' or
instructed' in the way most formal or traditional schools

attempt to ‘teach' or 1nstruct', ways that often kept the

children from learning.

g0



‘82 she set about creating the right kinds of mateiiais and
suipment. apd trying them out with the children. She discovcred
that these carafully materials were ‘auto-didatic,' that is, they
vere ‘éeif-teaéﬁiné.' By using the materials on their own --
under the guidance of a carefuiiy trained teachei -- children
could essentially teach themselves.

"So she eVentﬁ511§ arrived at what she called 'tne prepared
environment,' a classroom (and therefore a school) that was

filled with just exactly the materials and equipment that the

writing, and math. But, she believed, they would ‘ggilz learn
all these things because they would have developed the basic
concepts through the*r manipuiatzon % the materials long before

they ever had to print them out ani »’e formal rules and

playing with, The smallest rod is one decimeter, the next

biggest roa ié two decimeters or twics the smallest one. The
ten decimeters or ten times the smailest cne; 3oy while the
children seened to be ‘playing' with the rods -- and to them it
was playing -- they were “ ing introduced in a perfectly natural,

easy; ‘epontaneous‘ way to some of the basic principles of
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"On one level, they can see that two of smaller or one
decimeter rods togethéf add up to one of the three decimeter rods
and that ten of the smallest ones are equal to the biggest rod,

Or that it also works in reverse -- that if you have two five
decimeter rods iihed up end to end so that you have a rod as long
as the ten decimeter rod and then you take one rod away, you have
one five décimeter rod ieft* So the§ are beginning to work out

"And they are also beglnning to develop what Plaget calis
the ‘conservation of number,' the idea that the number one always

stands for the same thlng, no matter what context you may use it

in, hat two plus two always equais four.

ihﬁtjﬁéﬁi@ﬁé. It doesn't make much sense to start teachlng young
have through;y grasped the ide: of what a number xs. Which, I
thlnk, is why so many caildren in the reguiar schools having such
diff ticn'+y learning math and may end up hat1ng it.

'And, of course; many of the Montessori materials are
so that the exereise, the task, contained in each set of
materials leads directly and natuzally int a more complex task
cmbodied in the rore advanced set of materials. For instance,
the set of rods vou'll see in the five to seven year old class

wili huve one centimeter number squares to 50 ith them so that
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the children can now begin to match ten number squares to the ten
decimeter rod and so on.

"Or take :'~ the girl working with the cards - - these are
called nome:.::..:re cards. Like all of the mater those
cards are accomplishing a wide variety of thincs all at the same
gime. In one sense, Ehey ace teaching the bas:c principle of

reading and writing -- that words stand for something. The word

apple "stands for" the object apple. But the cards are also
teaching some of the basic rules of classification -- that all
objects in the living world have been divided into categories,
such as fruits, vegetables, animals, fish and 50 on -- and that
in the case of a fruit like the apple that each fruit is sub-

divided into its main parts =- skin, core, pulp and so on. All
of this is in preparation for the Further study of biology that
they will get to later on."
* * f

In Diane Sauer's five to seven year old class; the room is
set up in a fashion very similiar to the three to five year old
class. The shelves surcounding the walls are once again filled
with a rich variety of matevials, some identical to those in the
younger class, some more advanced. The children b-havr -a the
same way, quietly golng to the shelves and choosing the piece of
material or equipment they wish to work on. And, very
importantly, putting the material carefully back in its proper

place when they have finished. ©o this room; too, is full of
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busy cﬁiiéiéﬁ scattered throughout the rcom working on their own
or in §aifs;

One boy is wczkin: on an advanced set of the red rods =- but
now matrhing the number squares to the centimetr markings on the
rods.

Tvo girls are also working on an advanced set of
nomenclature cards, a set about tortoises., But now; in addition
to naming the various parts of a tortoise, the exercise inciuées
simpie, brief stories about tortoises rather than single words.
Part of the exercise is for the children to take pencil and paper
and write down the informatioﬁ they have gleaned and also to
write stories of their own.

Sauer and her assistant teacher are Ehis morning soir :d by
Karen Biernacki, a new teacher who will be taking over 7~. Sauer
when she goes on maternity leave. All three teachers are ».: ire
about the room, observing what the children are doing and
providing help and encnuragement when asked.

Biermacki takes time out to show me a set of materials

éailea "tﬁé golaén beade.i These are small glass sPheres that

20, 50 and 100 held together by coppei wires. By stacking these
beads in different combinations -- and by unstacking them - the
children are once again concretely exploring the ba81c concepts
not only of addition and subtraction but now multiplication and
div151on, since two of the ten group are equivalent in size to

one of th@ 20 group, (2 x 10 = 20).



* * *

"I suppose, " says Rosen;, "that you could say that we see
our primary job as preparing the environment to suit Ehe needs,
interests and abilities of the children. And by that I mean
;gg;lg preparing the environment with exactly the right
materials, Nothing is left to chance. Every piece of material,
every bit of equipment, has a prec1se aim and precise exercises
buvilt 1nto it. Every piece of material is part of a carefuiiy
@:-signed sequence of other materials, from 51mp1e to more complei
‘Ad demanding.

"It's the teacher's job to make sure that hib or her
classroom environment is properiy preparea and that the children
know what to do with each of the materials, 1In fact, at the
oeginning of a year, there are very few materiais in a classroom.
The teacher takes each piece of materiai, and before puttlnq it
on the shelf, she gives what we call a "classical presentatxon.
That means that she demonstrates to the chlldren how it should be
ased, This is 1arge1y done non-verbally. Shz 51mply does it
herseif and shows them how to use it. Then it goes on the shelf
and can be freely chosen by the chiidren.

"after the environment has been properly prepared, the
second job of the teacher is to step back and Qbsgxgg to watch
the interuction between each child and the materials, to assess
the child's understanding of the concepts imbe. led in the
material. The teacher may then assist an individual child who is

having difficulty with the conceptual understanding, or she may
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provide additional information or language for a child who is
ready for advancement. In either Eaéé, she will not intervene in
the child's 1earning procesq, unless it is developmenta1iy

appropriate.

"The children, of course, are able to choose the matériaié
they wiéh to work with. And this makes sense, because children
almost always pick the material that is just at their apprOprlate
level, They may pick and work with a piece of equipment that
they ve aiready mastered -- they don't se that as Bérihé -- but
offers them a new chaliéﬁéé, something new to lea:n. Aﬁd, for
them, that's the €in of it ali,®

And why the verticai grouping’" Why put three four and cive

yearx olds tcgetﬁer in a class? Or flve, six and seven year olds9

"That's easy, eays Posen. "Because it's more haturai, more

do you know of whers 2 child assoc1ates only with chlldren
exactly his c¢r her ase?

;a. surse, such grouping has enormous educational
benerits, .3 ., The older, more exparienced children == let's say
the four or fiVe year olds ia a three to five élééé -= can
eéviaﬁéiy provide a lot of heélp for the t.ree year olds. The
older children do a 1ot of Eu: teaching of the younger ones --
what the ciassroom behavior expectations are, how you behave and

don't behave, how to use the material and equlpment. In that

81 94



'After all, we would never dream of teaching one and two
year olds to speak Engiish in a class of some kind They learn
to speak quite naturally and quite 1nformallj first by hearing

themseives; No one ‘instructs’ them; Later on we help them to

language they speak, but that is reaily what tﬁey need -- help to
do what they want to do anyway."

"Perhaps I could sum up best what we're all about hare by
quoting Montessori's saYing that ‘the child's work is to create
the man.' So our main job is to allow children to do 5ust that,
to utilize their play as werk, creating themseives as éé@abie,
1ndependent, functioning adult @eoﬁié;

"And that, I think, is the point of any kind of 'act1v1ty-
based' schooling, whether 1t' dontessori or open educztion' or
whatever; it's oniy through children actually Qging tne1r own
iearning, by choosing and manipulating materiais and objects,
that they genuinely understand what they are 1earn1ng and
therefore that the§ really learn 1t And, of course, as they get
older and have acquired and understand all of thé Sésic concepts,
things ltke books and reading material of all kinds become the

natural ob;ects they need and can use.

"Tt iﬁ sometimes difficult for people -- for §éféﬁés - to

see Just how all this works. For 1nstance; part of what we call
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our ‘Practical Life' exercises 1nvelves chi1aren 1earn1ng what
seem to be simple thtngs like three year olds learning to tie
their own shoes and put on their own coats and iearning to wash
the1r hands neatly and put everythlng back in its proper place.
But these exercises all Lave to do w1th both large and small
muscle control as well as self—reliance and responsibiiity.
"One parent teld me that her three year old came home one
day and told her ‘I washed my hands today!' The mother was a b1t
amazed, but after she had visited the class ana saw what was
going on and what the Practicai Life exercises were all about,
ehe éaia £0 me I dldn t have any idea that something so 51mp1e

as washlng hands could be so important tn
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GRAHAM-PARKS ALTERNATIVE PUBLIC SCHOOL

CAMBRIDGE, MA




Graham and Parks is an unusual school in at least two ways.
It is, first, a modified "open eoucation" or "rntegrated day"
developmental school As is the case with the developmental
approach éﬁpioyéa at Bennett Park Montessori Center, the
educational philosophy, the classroom practices and the informal
belief that children are capable of developlng their

intellectual, social and moral capacltzes 1argely on their own,

formal "instruction” in conventional classes. As with Bennett

Park, this school aims to assist children in déyéloping both

initlatiyé and résponsibility in their learning and, indeed, in

their lives.

As the school's descrxptron of itself puts it, "we try to
balance freedom and responsibility for the students- we are truly
concerned about the child and the curriculum and we are concerned
with educating the whole child -- the head, the heart, the body
and how these inter-relate. There is a strong emphasxs on self-
and social awareness; we want our children not only to be
capable, to have skills arnd knowledge, but to be lovable, to like
themselves and others.

Secondly - Graham and parks is unusual in that the school
believes in and pfactiéés a system of "shared governance" or
"shared decision-making in which all majéf decisions -- what the
school will be llke, how it will run, who the teaching staff w1ll

be -- are all made by parents, teachers and prlnclpal together.
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This approach to governance was built into the school right from
the start since, after all, this was a school started not by the
school system but by a §faa§ of pareﬁté who believed that it was
the duty ef the1r local publlc school system to prov1de all
These "shared §o§erhahce“ arrahgéments at Graham and Parks are
described in detail in Section VI below.

* * *

and for precisely the same reasons,

The classrooms at Graham and Parks are also prepared" by
the teachers as they are in a Montessori school but in a somewhat
different fashion.

For instaﬁée, in Judy Lazarus' fifgé/éééaha éfaaé éiaggiaba,
Bennett Park - a special carpeted area filled with books and
other materials for quiet reading, a math area full of
specialized math materials such as blocks and rods similiar to
blocks and Cuisinalre rods), a sc1ence area that has an aquarium

w1th fish and a terrarium with a toad, another area for social

These areas overlap and are filled with tables and chairs.
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Graham and Parks differ from Bennett Park Montessori in that

use largely as they see fit and while many of these materials are
carefuily selected by the teachers so that the children u51ng
them are involved in very specific Iearning experiences, the
largest amount of the materials are developed and/or selected by
the teachers or are actually brought into the classroom by the
children themselvesa

Rather than using a strict and almost entirely prescribed
set of materials and using them in a rigidly precribed fashion,
the children in a genuine "integrated day or developmental
schooi are free to and are encouraged to invent their own
activities and learning experiences, This can happen
individually or in smaii groups. Somet imes thE' ctivities are
and the materials used a invented quite independently by the
students themselves.

Children will often bring materials in from home of the
outside world == a live toad, for instance, will become the
spontaneous source of a biology lesson for one curious studéﬁt, a
group of intfiguéd students cr even the whoie class, Students
are encouraged to bring in their own books and reading materials
which they are free to go off into the reading corner to read or

tﬁ’t Ehey can add to the classroom 8 library. Students are also

encouraged;at all tines to write about their expriences and



activities, and these productions, too, become a major part of
the class' reading program.,

Thus a truly developmental or "integrated day" classroom may
well, in contrast to an Option I or II classroom and even to a
Montessori classroom, appear to be a somewhat disorderly hodge-
podge of "activity;" with children moving actively and bugily
about the room engaged in a wide variety of self-propelled
activities.

Since the "integrated day" or "developmental” approach at
Graham and Parks is what the school calls a "modified" vétsiéﬁ;

things are a bit more organized in Lazarus' classroom then they
might be under ideal circumstances. For instance, in the quiet,

carpeted reading area, there is on an easel board the class'

schedule for the day [with my explanatory comments in brackets]:

8:30 -- silent reading [often with parents helping out]
9:00 -= class meeting [everyone gets together to talk
about the day's activities]
9:30 -- handwriting
10:00 == music
library [the class splits up for these Ewo
activities which take place eisewherei

10:30 -- recess

11:15 math [broken up into individual groups and

with most children working indépendently]
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12:00 -- lunch
12:30 -- story [stories read to and by children]
1:00 -- language skills [also broken up]
1:30 -- choice [children select their own activities)
2:30 -= circle [everybody gets tOgether to discuss
what 's happened during the day and plan the
next day 8 act1v1ties]

2:45 -- go home

Reduced to paper in this fashion, the sehedule sounds
deceptively rigid (and, 1ndeed, in the purest forms of the
“integrated day ’ there probably would be no such schedﬁlé)*
It is decEptiGé in the sense that 1t conveys no sense of the hum
and busyn s of the class in full swing or the amount of
individual freedom and choice that goes on w1thln those labels.

As I enter the classroom; the children are Just getting back
from recess. They file into the room more or less in single
file, but quickly break their lines and head for a large stack of
cubby holes that line one of the walls. Every child has his or
her own cubby, and some of the children pile their coats into the
one that belongs to them. They disperse in an animated Fashion
throughout the room,

According to the schedule it is time for math actrvrtres.
The session begins w1th everybody gathered together in the
carpeted reading area, with ail of the children seated in a semi-

circle on the carpet. Lazarus and Chris Bentley, the class 5



student teacher from Tufts Univer51ty, are standing in front of
the semi-circle.

"I'm going to show you how we're going to do éﬁe maéi
today—,i says Lazarus. *Wé;ré going to work on lengths and
distances. Some of you are going to get your rulers and a piece
of paper and measure any of the things you want to in the
classroom, For instance, if you wanted to measure this easel” ==
now using the easel the schedule is on == "how would you do 1t?"
Several of the children show her how it would be done;

She and Bentiey now divide the class up into three different
groups. One grounp (apparently the most eagerly sought according
to the number of waving and volunteering ﬁands) will be working
off in a separate area doing geo-boards (small boards with nails
placed at reqgular intervals that children can make different
geometric shapes on with rubber Baﬁd§) The largest group Will
get their rulers and pieces of papér and begin measuring obJects

in the room and carefully writing the results ("Always in feet

and inéhes; or else I might think its three elephants you're

talking about!') on their pieces of paper. These two groups w1ll
be supervised by éentiey

Lazarus, meanwhile, will take a small group of six of the

advanced forms of measurement. She and the group all sit down at
a ééSié;
"First," she says to the group, "find a part of your body

that might be one inch long and tell me what it is." The
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children pick out "toes"f "nose"' "knuckle”, ii§o,’ says ia‘a’us,
“1f you don't have a ruler, you can remember what part of the
body you used to tell what an 1nch is."

She then passes out a 12 inch ruler and a small block of
wood one inch long to each child. She asks them to place the
block on the ruler and £ind the marks on the ruler that are
exactly one inch long; They do it quite éa81ly. "Now £ind the
rark that tells you how long six inches is.” They do that. "Now
seven inches." They do that, too;

She then gets out a box of plasticené strips and gives each
éﬁiia a strip that looks to be about four inches long., "Now how
would two people share one of this pxeces of plasticene equally?"
she asks. As several children suggest that you might break it in
two, Lazarus says "That's right," and they all break their pieces
in two.

While this activity is going on, Bentley is mov1ng around
the room watching and helping children who are either d01ng their
geo-board exerc1ses or moving all over the room measuring trash
baskets, the aquarium, booksheIVES, tables, chairs and each
other; ﬁriting the results carefully on their pieces of paper and
often busxly conferring with each other and comparing results,
point Bentley says loudly, 'Matﬁ people, freezel You're making
to much noise! For the next ten minutes, no talkingi" For

perhaps two minutes, the room is fairly quxet After that, the

hum rises again, but never back to its original noise level.
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* * *

Judy Lazarus has taught at the eambridge, Alternative Public
Séhool and now at Graham and Parks for the past ten years. "r

would say that 1t takes almost that amount of time, she says;

"to learn how to be a really good teacher in a school like this.
And -—," here she sweeps her arm to indicate the entire room =--,
"to get the room deVeloped so that it has enough of the right
ktnd of stuff and materials to make it work. It takes me anywhere
from 50 to 60 hours a week to do al1 of the preparation and the
actual teaching, even with chris and a part time aide to help.

"What we're trying to do here is to have children become

it in all sorts of different ways because they are Intrinsically
motivated to do so, because they zgn; to do it. And that works,
if children are engaged in £h§iz_gun learning and not always
something that adults impose on them. 1It's a little like
plant:ng seeds. You put the seed in the ground and giVe it the
proper attention and encouragement and watering, and all of
sudden you looEs around and -- my goodness' - it's grow1ng' You
don't have to hit them with a hammer.

"What I am 1nterested in doing here -- and I think the whole

cricket catcher in the class. We have an enormous range of
children among the 25 in this class, everything from children at

a kindergarten level to children reading at a 51xth grade level
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So you can't teach them all the same way or use the same
materials,

"In fact, we create most Of our own curriculum. We —-

myself, Chris and the éﬁiiéféﬁ -~ all decide together what our
‘units' will be, This year we've had units on Autumn Changes;
the Hopi people, Winter Celebration, Peace; Lines and Sizes,
We'll be doing at least one more, and we haven't decided yet what
that will be,

"I guess what I'm basically trying to do, what the school is
trying to do, is to empower children to become their own
learners, to feel good about themselves, to make their own
choices and have lots of self-esteem and lots of self-confiderce

in their own abilities,"
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CITY MAGNET SCHOOL

LOWELL, MA
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The building is old and diiapidated buiit in 1935 by the
Wbrks Progress Administration (WPA) as a trade high school in the
middle of downtown Lowell' It is surrounded b miii buiidiﬁgs
that are aow being rehabiiitated and restored as part of the
nation's first urban national historical park

Over the battered front door is a bright blue sign séyihé
"The Lowell City Magnet Schooi " after passing through the door,
visitors are greeted by two more §i§a§; One says "Welcome to the

City Magnet School, the Nation s Only Hicro-Society School:" The

Long, We Can Now Do Anything With N’orhin’g," a saying that is fast
becoming the school's unofficial motto.

It ié 3 saying that sums up the v1tality of this magnet
school (one of two in the city) where students partlcipating in a
m1nature society run their own court system, businesses, law
firms, publishing companies and even their own poiice force.

The magnet schooi s first Job is the téaching of basic
skiiis- reading, writing and arithmetic == all th1ngs every
parent expects a school to do.

But a micro-society attempts to achieve this goal in a very
different way. The school its students, teachers, principal,
and its parents have created a minature society where young
peopie have to 1itera11y work to "make it. Just as importantiy,
in this micro-society, students must participate; To facilitat
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this participation; the City School has set up an intricate
system of participatory structures for students, teachers and
goﬁérnanéé of the school:; These decision-making bodies are
engaged in shaping the future of the City School, working to make
it more 6f a mirror of our society and more of a part1c1patory
democracy.

* & %

City Magnet School fairly hums with activity. In the
principal's cluttered office, a volunteer parent mans the
secretary's desk while the bearded, 38 year old principal, Robert
Weintraub; talks on the phoné; answers questions from students
and teachers and welcomes me, all at the same time,

Between phone cails and interruptions, Weintraub filis in
some of the Baékgfauﬁa on the school, It was created, he tells
me, almost five years ago now as a maJor part of Lowell s system-

wide pian to reduce minority isoiation. It started from scratch

as a c1ty—wide magnet running from kindergarten through grade

eight. As "city-wide school" 1t has no neighborhood attendanee
area, The more than two hundred students (w1th a 1engthy waiting
list of students who wish to get in but for whom there is no
room) come from ali over the 61ty. Théy are ali voiunteers -
that is; their parents have taken them out of the neighhorhood

schools and asked that they come to ths school. So, in that
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on a first come, first served basis, with 40% of the seats
reserved for minority students.

"Our teachers are volunteers, as weTi," says Weintraub,
"And 80 am I. So; in that sense, everyone in this school -=
students, parents, teachers and principal - has chosen to be
here and wants to be here. What that means is that everyone here
is in agrééméﬁt that thae school is and should be a m1cro-society
school. There is probably not total agreement on exactly what
that means, since we are still very much in the process of

deVéiopiﬁg the school. We are growing and chang1ng th1ngs every

that's healthy and as it should be. But it does make an enormous
difference that we all have a basic agreement about what kind of
school we should be. It makes us abie to get on with the job,
with everyone participating instead of arguing about whether we
shouid or s.ould not have a school like th1s.

7 “micro-soc1ety schoo? is based on the 1dea that the
students -- with the help and guidance of their teachers == have
) design and run their own democratic, free—market society iﬁ
sghggl. The students == w1th the help of the teachers, of course

- have over the past five years set up their own government,
creating their own legislature, executive and Judicial branches.
They have written and (and are cont1nually revising, amend1ng and
up—dating) their own school Constitutlon and their own school
laws, set up their own courts and system of justice, their own

system of taxation through their own internal revenue serVice,



the;r own elected legislature, thelr own C1+y School ‘ottery and

Stéppeis;
They have also created their own school economy and their

and a whole slew of businesses; includ1ng law firms, corporat1ons

that manufacture and sell decorations and toys, retail
éﬁtéfpfiééé Eﬁaf sell such things as éféfiéﬁéfy, §éhéiié and
erasers and so on. There is also a thriving publishing side to
the curriculum, which essentially constitutes the school's
1éﬁ§65§é arts §f6§féﬁ; Students write, edit and publish their
own newspapers and magazines. |

And all of these activities are real JObS -- everyone gets

most ﬁééﬁié do in real 1ife. Another of the school's mottos is
"In this school, there's no free lunch.
In order to 1earn all of things a student needs to learn in

order to earn a living and participate in this school society,

students have to "go to school." They have to take classes and
study and pass what the school calls "competency exams". These
are exams established by the teachers that every student must

take and pass before he or she can get and hold a job.
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For instance, 1n order to get a job in a bank or start a
business, students have to pass the banking and accountwng
competency exam, In order to get a job on a newspaper or a
magazine, a student must pass the publishing exam, In order to
become a lawyer or a judge in the judicial system; a student has
to pass the bar exam: Before aﬁy student graduates frof thIS
school, he or she has make a hard, honest attempt to pass gll of
these comptency exams, thereby demonstrating that they have
aégﬁired all of their basic skills -- and, the school hopes, a
great deal more besides. Most of the students do pass the exams,
even though a few do not pass them all.

And since students must go to school to learn all of the
things they need to learn, the school operates a school w1th1n a
school, called the city school Academy. These are the more or
less regular classes that are conducted during most of éﬁé
morning hours. But these classes aren't free -- every student
has to pay tuition out of the money he or she earns by holding
jobs iﬁ the rest of the micro-society. These elasses (and the
necessary tuition payments) are required of all students, up to
the poiﬁt of passing the competency exam,

Once the exam in a particular subJect is passed, students
are able and qualified to move on to real working jObS in the
micro—society where the skills acquired in the Academy classes
are practlced and put to use, thus (1n theory, at least)
cementing the learning and promoting the acquisition of more

complex skills.



In Norm Charette's City School Academy intermediate cluster
"economics" class, one of the walis bears an eiaborate, student-
made bar graph labeled "Intermediate Cluster Money Supply.” Week
by week the growth or decline of the ciuster's total income of
Hogans -- earned income, savings, etc. ~- is calculated and put
on the chart: A separate bar next to each income bar calculates
the cluster's expenses -- taxes, tuitton, purchases, etc. The
éifféréﬁce between Eﬁe two bars is the cluster's net rezerves.

As I slip into the room, Charette and the class of mostiy
fourth graders are using the bar graph to work on common business
problem, which also happens to involve muitiplication and long
division.

'What 1f,' says Charette, "we wanted to buy 86 S§ice rages
(a decorative, scented product manufactured by one of the
cluster's businesse ')? What do we first need to know?"

A student pops up with "How much a spice rope costsi”

"Right,“ says Charette. “How much does one cost?"

Another student suppiies the answer: "75 uégaﬁs.ﬁ

"Okay;" says Charette, what do we need to do to find out
what our 86 spice ropes are going to cost us?"

"Muitipiy;r comes the answer.

"Right again," says Charette, "so let's do it."
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All hands -= or at least most hands -- settle down w1th
penciis and paper to work the problem out, After a few minutes,
one student sings out, "6,450!"

"That sounds fight to me,” says Charette. -Boes everyone
agree?*® Most of them do.: "Now, how many Mogans do we have
altogether as a cluster?"

A student goes to bar graph and calls out, "15,000!"

"0.K.," says Charette, "if we spent 6 450 Mogans on spice

ropes, how much would we have left over?” More pencils

scratching on paper; "8'550; says one student.

répes, how much would each of us have to pay?" Charette counts
the number of students in the class., "There are 28 of us, so how
mach would each of us have to pay?"

At this point, realizing that what we have here is a problem
in 1ong division, I get my own pencil and paper 901ng. My
answer, speedily arrived at by dividing 28 into 8,550, is 351.

After considerabie effort, several members of the class are ready

with their answers. "305," says one student. Poor guy; I think;
"That's right," says Eharétté. T check my figures, only to
find that T could hardly have been more mistaken.
* *
The City School Legislature is ca 3 to order at 2 psm; on
a Monday afternoon by Maria Dixon, an elgiLh grader, the school's

elected president and the Legislature 8 presiding officer,
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The school's governing body, all 28 members elected by their
respective classes running Erom grade 2 on up, has been wrestling
for the past several weeks with a maior financial crigis. The

government had run out of money, and the government employees,
from Maria on down, had not been paid for five weeks. This
created an enormous deficit, since the employeEs were not able to
One reason the budget got out of control was a deci51on the
ﬁegislature made several weeks ago aimed at solving the welrare"
problem -- a decision to fund a student loan program. This was
deemed necessary because a handful of the school's students ==
about 15 to 18 in each of the school's three "strands" of
their competency exams. They have therefore not been able to get
§a§ih§ 5655; Citizens without paying Jobs, the government found,
don't pay taxes.
One solution gae fafgafa was a straight welfare progran.

students unt11 they passed their exams, Members re3ected this
solution on the grounds that "the students would lose their
motivation to pass the exam if they were paid by the government
A second possibility considered and reaected was a workfare“ or
public works approach under which the students would work at

various clean:up JObS around the school to earn at least a

Legislature reJected this idea because the members felt such
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make-work would not allow the students time to study for their
exams,

The third possibility - and the one finally accer>ted -- was
a student 1oan program. The government would lend the students -
the money to pay their living and tutoring expenses until the
next testing period in February. The students would then have to
pay back their loans out of the income earned when they passed
the exams and were able to get jobs; The faster they acquired
the skills necessary to pass the exams, the faster they could get
jobs and the less money they would have to pay back. The
Legislature thought such a system would provrde just the right
amount of carrot/stick motivation.

The decision on the student loan program had inmediate
consequences- money was needed to fund it; money that was not in
the government's original budget Already though, the
ﬁegislature was in the midst of a fiséal crisis: government

The representatives wvere thus faced with a dilemma of no
small proportions. They could raise taxes (which many had
pledged to 1ower when they ran for election). Or they eouid cut
government programs and salaries and not institute the loan
program. aAfter painful deliberation, the legislature passed a
budget that lowered government salaries and limited the loan

program to only four weeks whiie maintainrng a tax rate of twelve

Mogans a week.
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That decision left the short-term problem of producing
enough immediately available money to pay the government workers
(including back pay) and the long term problem of funding a
larger budget;

This afternoon's session has concentrated on solutions to
the two problems. One motion authorizes the government to borrow
4,500 Mogans to pay the government workers so they could pay
their taxes. Another proposes a corporation tax on the micro-

After considerable wrangling over which bank to go to for
the loan (and choosing the bank offering the lowest interest
rate), the group passes the bank loan motion. Time, however,
runs out on the zorporation tax proposal, which is put off until

To an outside observer who had 3ust that morning been
reading the news of the latest Congress1ona1 budget wranglings in

Washington; the events taking place on the first floor of the old

trade school building in Lowell exuded an aura of authentieity

* * *

session. The school is divided into three clusters == a primary

(grades 3 through 5) and a senior cluster (grades 6 through 8y .

Each cluster has its own form of local self-government, including
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éiéeéiﬁa its representatives to the Legislature and having its
own municipal court (a Supreme Court is convened for especially
difficult appeals).

The case before the court thié aététﬁééﬁ ié Béi’né tried -

grade bay;

The case being heard is complex. It has turned out to be a
case in Constitutional law, It all began some time ago with an
alleged bank robbery. A seniot cluster male student was working
in the sehool office and appeared afterwards with a large roll of
crlsp, new Mogans. He then turned around and shared his ill --
or well -- gotten gains ﬁitﬂ two friends.

When finally arrested and charged with robbing the baik, the
ééféﬁaént claimed that he had not stolen the Mogans but had
simply found them lying around and -- finders-keepers ~ had kept
them. The jﬁry found him innocent on the grounds that, yes,
flnaérs-keepers was a perfectly legitinate reason for his having
the money .

The two friends who had shared in the bonanza, however; made
the mistake of selling some of their Mogans for real money -- in
one case selling 300 Moganc for $2. They were caught and hauled
into court, charged with illegally posse551ng and selling Mogans.
Their trial is being held at this session.

The prosecution, conducted by two female distr1ét attorneys,
first establlshes that, yes, in fact the transaction of selling
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the Mogans had actually taken place. The defense attorhey

willingly concedes that such is the case. The progééarafé
attempt then to establish that a crime has been committed by
pointing out that such actions have clearly injured the social
and legal fabric of the sehool

simple claim that, although there are miero-soeiety 1aws against
stealingp there is nothtng in the City School Constitution or any
laws passed by the Legislature forbidding the selling of Mogans
for real money.

The Judge carefullv reads both the Constitution and the laws

before rendering his decision to a breathless courtroom; He eéﬁ,

the seliing of Mogans as a crime and therefore is forced teo find
the defendents innocent. However, he is issuiﬁg a strong
rééoﬁﬁeﬁdatioﬁ that the Legislature pass such a law immediately.
(Such a law, I'm told later, was passed shortly thereafter)

The defendents -- having sat through the trial looking bored
and playing it cool in the best traditions of B movies == now
leap to their feet with 3oy and slap each other and their lawyer
on the back, They also announce that they are going to file a
c1vi1 suit against the school (including Principal Weintraub as

the school's ultimate source of real legal authority) for false

arrest.

Why Parents Might Choose This Kind of School
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Parents interested in this kind of public schooling for
their children might well ks lOOking for schools that subscr’be
to an educational philoscphy set forth by Jean Plaget tre fwiss
developmental psychologist-

"The principle goal of education is to create men who are
capable of doing new Ehings, not 51mply of repeating what other
generations have dcne -- [people] who are creative, inventive,
discoverers,

"The second goal of education is to form minds which can be
critical, can verify and not accept everything they are offered,
The gréat danger today is of slogans, collective opinions, ready—
made trends of thought We have to be able to resist
individually, to criticize, to dist1nguish between what is proven
and what is not., So we need pupils who are active, who learn
early to find out by themselves, partly by their own spontaneous
actiV1ty and partly through materials we set up for them: who
learn early to tell what is verifiable and what is simply the
first idea to come to them;"

In this "deVelopmental" view, then;, all normal children are
born w1th the capacity to develop a wide variety of forms of
"1ntel1igence"' According to the Harvard developmental
psychologist Howard Gardner, there are at least six distinct

forms of 1ntelligence including.

® verpal (the ability to think and communicate through

speaking, readlng and vriting a human language) This

=
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would include all forms of verbal communication, including
the creation of stories, novels, plays, poetry, etc.

e logico-mathematical (the ability to think,; communicate,
perform tasks and solve problems using numbers and other

mathematical symbols)

kinetic (the ability to think, communicate and to perform
tasks through the use of the Bbéy and Eeéiiy ﬁétieh) This
would include most of the practical and mechanical skills
such as carpentry and auto repair and so on but also

sports and the dance.

e spatial/visual (the ability to think, perform tasks and
solve problems involving visual skills), This would
include architecture and the visual arts such as painting,

sculpture, etc.

e musical (the ability to think, perform tasks and create °
uzing sound, musical scales and notation, etc.)
e personal/social (the ability to understand and be skillful

at working with people).

Although the capacity to develop these intelligences is a
biological given in all but a few children; these intellectual
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"intelligent" as they grow older) only if these capac1t1es are
carefully nurtured by the child's environment.

And since every child is endowed W1th a natural curiosity
about how the world works and about how and why people behave the
way tﬁey do, since every child uanga to learn and therefore has a
built-in Jesire or initiative to discover and find things out, it
is the JOb of school to encourage and assist children to pursue
this natural or "intrinsic" bent for learning and continuous
developnéntf

Appropriate schooling can therefore play a major role in
assisting each child's development, and 1nappropr1ate schooling

can depress or even arrest it.

skills and knowledge they need most effectively through their own
agt;z;;z, through exploring their env1ronment, through testing
their developing intellectual structures againsE the realities
they encounter in that environment In this aay, they construct
in their ﬁeads a convincing and workable framework for
understanding how the world operates. "To understand”, as Piaget
says, "is to invent.

School should therefore be a place in which children, guided
by knowledgeable and understanding adults, are assisted in this
process of éiploration, tésting and inventiona
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responsibiity for learning, an environment so arranged and
organized by adults that children =- sometimes working alone and
sometimes in groups -- can generate most of their own learning
activities.

Parents are probably more important to a child's development
than any school can be and therefore parents should play a major
role in all school activities, including school governance and

classroom activities.

What Children Should Learn

In most Option III schools -- as in the three described
activities children will pursue are determined by the principal,
teachers and sometimes the parents of the school.

In alﬁost all of these schools to a §reéter or lesser
degree, however, a great deal of responsibility is given to
indiV1dual students to deeide Just when and how they are going to

undertake particular activities.

In most 0ption III schools, the style of learning and

e, that 1s, teachers and students will

teaching is ¢o
work together to decide what the §§ecific activities for the day
or week will be. Students are then expected, under the

superv1sion and guidance of the teacher, to direct many or most

of their own activities.



In most Option III schools (including all Montessori
schoois), children w1ll be grouped "vertically" for most of the
time (all primary classes will house Rindergarten through grade
two or three ehildren, intermediate classes will be made up of
grade four through five or six children).

The daily and weekly schedule, while basically determined by
teachers with contriButlons from the students, will allow for
constant adiustment and ré:aajustménf as the needs of individual
students and groups of students require. Most of these schools
believe it is of utmost 1mportancé that, once a student has
embarked upon a task or become interested in puzsuing a

particular topic, that the child is given time to finish studying

that topic without interruption.

Most Optlon III schools, while they may eénauéf more or less
regular testing (especially in basic skills) do not issue or

record formal grades; Rather, they rely on sometimes 1engthy

even moral development; These written comments are sent home to
parents at regular intervals,
These schools are, as a general rule, very strong on parent

involvement in the education of their children and augment the
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also encourage parents to visit the school regularly and take

part on the learning activities,

pParent Checklist

Parents exploring the possibility of this kind of schooling

for their child or children might want to look for and ask the

approach that stresses not only the learning of basic

skills but also the developnent of every Child'

, Does the school believe in giving each individual

student a great deal of responsibility for his or her
own learning, allowing and encouraging children to play
an active role in making decisions about what will be

studied and how such learning will take place?

Does the school believe that children will learn most
effectively through their own acgigitz through
exercising their own curiosrty and initiative in
pursuing the studies they have in part selected for
tliemselve § Does the school actively encouraging
children to exercise such initiative?

- i2y
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4.

Does the curriculum of the school, while a1med at
insuring that all children acquire their basic skills,
approach the 1earning of those basic skills and a w1de
variety of other 1ééfﬁih§ éi@éiiéﬁées in a way that

and subject matter that arise égahﬁahébusiy from day to

day?

Are the school's classrooms divided up into different
areas devoted to different kinds of activities rather
than with desks and chairs lined up in rows facing the
teacher? Are the classrooms equipped w1th a wide range
of learning materials that children can use on their
own, including books, objects to be manipulated,
animals, science materials and kits and art materials?
Is the school's schedule flexible enough o allow
cniidrén and teachers to organize their own 1earning
activities and carry them to completion before launching

1nto a new set of acE1v1t1es°

through written comments descrlbing éach child's

progress, on not only basic skills but in all other
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aspects of a child's development? Does the school try

to arrange regular parent/teacher conferences?

King of Student Possibly Best Suited to This Option

Children who have the following characteristics will most
likely fiﬁa themselves profiting from Option III schooling:
in all sorts of self-initiated projécté upon which théy
can coften spend long periods of time without a great deal

of supervision.

) Children who are not particularly interestea in compet-“g
with other cﬁilaren for high grades but who prefer either
doing their own work in their own way or working in

collaborative groups w1th other children,

e Children who enjoy and who can flourish in a school
atmosphere that is informal and relaxed rather than highly

organized and structured.

e Children who like to be involved in maklng up the rules of
behav1or and d1501p11ne ander whlch they will operate,
children who may not take kindly tc rules that are simply
laid down by adults.
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® Children who are able to work and who enjoy working by
themselves on their own projects but who also are able fo

and enjoy working with other children.

e Children who enjoy being able to move around the room and
school as their needs dictate;, children who may have
difficulty sitting in one place and remaining quiet for

long periods of time.
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Schools With Curricular Specialties
Models: Arts Magnet School, Lowell, MA

Isaac Newton School for Science and Math,

Community District Four, East Harlem,

New York City
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Many schools of cho1ce - Includlng and perhaps especxaily
“magnet" schools —- will offer a curr1culum that prov:des
instruction in basic skills and most or all of the trad1t1onai
as science and technology, the fine and performing arts, foreign
languages (including two-way bilingual schools such as the Rafael
Hernandez) or computer science, etc.

However, 1t bears repeatlng here that any such school, no
matter what its ehosen curricular spec1alty may be, nust first
and foremost decide what its basic educational philOSOphy and
approach to learning and teaching will be; Low the curriculum
will be organized and presented to chlldren; how it is going to
organize its classrooms, its schedule and how it will grade

children and report to parents. No school can function or can

Thus, in a very real sense, a schooi that w1shes to offer a
curricular specialty must firét decide whether; as a public
school of ehoice, it is go1ng to be an Option I school, an Optlon
II school or an Option III school. For example, The Isaac
Newton School for Science and Math, described briefiy below, is
organized and operated as an Option I school, while Lowell's Arts
Magnet is essent1a11y an eption II school,

Once this basic set of decisions has been made, the planners

of the school and the school's staff can beq1n makzng the next

set of decisions -- how the school's curricular speciality will
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fit into the school s overall philosophy and organization and how

Such schools also must ﬁrestlé with the problem of whether
they are going to be selective in their admissions. In many
specialized high schools, including the famous Bronx High School
of Science and the High School of Music and Art in New York eity;
students must pass a test or otherw1se display some marked talent
in the field in which the school specializes. Students must make
a special application to be admitted to the school and are then

selected" on the ba51s of the tests or their demoustrated

ability in the special field.

Some elementary and middle schools of choxce are also

interest and record of achievement in the school's speoialty or
of a minimum record of achievement in hasié skills. Isaac Newton
is an example of this.

Other schools, such as the Arts Magnet in Lowell, are "non-
selective” schools that do not requxre any tests or other spec1aJ
criteria; Any student who expresses an interest in attending may
do so, providing there is room and oertain minority/majorxty
enrollment restrictions are met.
face is whether, in order to find the time necessary for such
specialization in an already crowded school day, the school must
devote less time to some other part or parts of the curriculum?

In order to spe01alize in the arts, for instance, does some other
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subJect have to be sllghted? Or is it p0351b1e to do both things
at the same tlme, to comblne the teachlng of all of the subjects
in the establlshed curriculum with the teachlng of the school's
Specialty? This approach is called "infusion," or the direct
iuclusion of curricular maeerial relatlng, say, to science, into
the curricular mater1a1 (and therefore the teachlng) ef such
subJects as 1anguage arts, mathematies and social studies.

The follow1ng are examples of these two approaches,
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ISAAC NEWTON SCHOOL FOR SCIENCE AND MATH

COMMUNITY SCHOOL DISTRICT FOUR, EAST HARLEM, NEW YORK CITY
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The Isaac Newton Schooi for Science and Math is a huge brick
and stone bullding sitting on an asphalt covered lot overlooklng
the East River on the very fringe of the east side of the East
Harlem section of New York Eity;

Thig forbidding monolith was until recently the home of
Benjamin Franklin High School, one of the 01ty s "zoned” or
neighborhood high schools and consrdered to be one of the c1ty 5
worst Ben Frankiin was closed down several years ago, and the
buzlding now houses three distinct schools ~-- Isaac Newton, the

'alternative concept' schools; thls one devoted to science and
math from early childhood through grade six) and the Manhattan
Centet for Math and Sc1ence, one of the c1ty 8 5pec1a11ty high
schools, Thus the over-all Manhattan Center provides
concentrated math and science ieafﬁiﬁa from early childhood
through grade twéivé;

iséée ﬂéWton; is a small school of 240 students in grades 7
and 8, contained within the north w1ng of the bu1ld1ng s seeond
floor, The school's space is rows of perfectiy typical, self-
eontained classrooms marching in orderiy fashion down tiled
corridors. Most of the classrooms contain the usual moveable
desks and chairs, but in several rooms there are still the old-
fashioned combination desks (with ink wells) and chairs all iined
up in str1ct rows and screwed to the floor.

Newton is a highly academic "seiective" school, that 1s, in

order to get in a student must be reading two years above gfaaé
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level, must have a strong "character” recommendation from his or
her sixth grade teacher and must pass an examination. Both the
student and his or her parents must demonstrate a commitment to
the school's rigorous academic program and some degree of genulne
interest and acéoﬁﬁlishﬁént in science and math. About 400 to
500 students apply for Newton each year, but only 120 are
accepted.

Since, in a sense, the students at Newton are the cream of
East HBarlem's academic crop, they are expected to do well and go

on to academic successes. Almost all of them do. About 35% of
the graduates are adm1tted to such highly selective hlgh schoo‘s

Manhattan Center next door, and another 58 to private schools.

The school's director is Leonard Bernstein, a tall, compact
man w1th a crew cut of white hair. He was a teacher of science
and math for 16 years in a Junlor high in ne1ghboring District
Five and has now been a New York C1ty teacher for the nast 26
years., Bernstein is also a well-known author of tex tbooks, a
curriculum developer and a consultant to many school districts
arouné the country. There is aiso a rumor that in hls spare
moments he conducts g&ﬁ@ﬁaay orchestras, but that, I'm told, is
the gother Leonard Bernstein.

“Wﬁen I was téaéhiﬁg in District Five," Bernstein sa§s, "our
klds were almost entirely low—level, disadvantaged children, just

11ke the kids here in District Four., But there was always a

handful of very bright kids who got lost in the shuffle of the
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big junior highs. There was nothzng being done for them in those
big seﬁébig. S0 one day I came over here to District Four and
talked with Anthony Alvarado who was the d1st ict §uperintendent
here {and who later became chancellor of the entire school
system] .

"I told h1m I wanted to start a schoc1 for kids whe were
gifted in science and math, He said Greatl' and wangled my
transfer to this district for the 1980-81 school year. I spent
six months designing the écnooi; the curriculum and recruiting
teachers who, of course, are the key to everythlng.

"For instance; I had heard about a wonderful comﬁutéf
teacher in a junior hzgh in Queens. His name is John Ferro, and
I went to v1s1t him and told him about the school and what he
could do in it. He decided to come, and ﬁe has turned out to be
a real genius =-- the most unselfish, glving in61V1dual I've ever
known. But I had that kind of latitude w1th picking all of the
teachers. I didn't have to pay attentiou to seniority or union
ruies or anything iike that If you are going to do what you
yourself or the UFT contract above the interests of the kids."

The curriculum at Issac Newton is very traditional and the
academic expectations high. Every student takes the regular
junior high progrém of Eﬁéiieﬁ; a foreign language, s ociai
studies, mathematics and science plus special courses in computer
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advanced math for Ehosé interested (61&&&5119 all students take

science courses, the school offers no music or art. "Students
interested in those subjects,” says Bernstein, "have schools here
in the district that concentrate on those sﬁbiécts. What we try
to do here is not to teach eVer§thing but to teach what we teach
and teach it weii And nobody - not the State Department of

and teach what and how s we believe is best.

"What we are trying to do here, thé baS1c aim of this
school," Bernstein continues. "is to get kids to think for
themselves and to give them_the eqnlpment to do that. Just
learning facts is not learning. Eearning is learning how to
understand basic principles and then use them to solve probiéms;
Facts ‘you can forget and forget easily. The application of a

After Bernstein developed the school's curriculum and
recriuited the initial crew of teachers, the school opened in

September 1981, with 67 seventh grade students and five teachers,
including Bernstein. The school was an instant success, added an
eighth grade the next year and three years ago moved into its
present location in the old Ben Franklin.
* * *
In John Ferro's seventh grade computer science class, the

students are being introduced to the basic principles of computer
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programming. None of the students in Ferro's class are the least
bit hesitant to venture into programming men and women in Ferro's
class. Perhaps thxs is because Ferro is starting at ground zero,
right where they are., Although the students are 81tting at two
rows of dasks with each desk having a computer sitting on it, the
machines are turned off and are not to be used in this lesson.

Rather, Ferro -- a lively, bearded man in his thirties —-
has in previous classes used the device of asking the students
how they would go about planning a trip from East Harlem to San
Francisco. The students have apparently said that the first
thing they would do is o get themselves a map. Ferro tells me
that he then asked them, "What kind of map? A map of Kansas
City, Missouri?” No, the students answered, a map of the whole
United States, one that included both New York City and
california.

And then what? Well, tﬁe students decided -hat in order to
make the trip they would have to map out a very precise route
from East 116th Street in New York City to San Franc1sco. Why?
Because if they didn't; if they took a wrong turn in Kansas City,
they would end uﬁ in Texas rather than California.

Ahal, says Ferro, now they are getting the basic idea of
programﬁinga A progfaﬁ is nothing more than a very carefully
laid out route for the computer to follow, a series of
instructions telling a not too intelllgent piece of hardware the
exact steps to follow in solving a problem (such as the "prohleﬁ"

of how to get from New York to San Franc1sco)

125 140




So, Ferro starts out this class with a simple problem all of

the students appear to be famxllar w1th. how to convert

emperature readings from Farenheit to centigrade or vice versa

f"‘\\

and how then to tell the computer (or how to write a program
instructing the eomputer) how to solve the probiem. Th? <
requires converting the problem into a formula that contains
within itself all of the necessary 1nformation the computer will
nééa in order to solve the problem. It must also contain the

aesirea final destination (i.e., the solution to the problem)

" Now, " says Ferro, standrng at the head of the ciass and

"Whoali®;, says Ferro. "That is exactly what we don't do.
You don't even know yet what you want the machine to do. So what
do we do as our very first step?"

"We have to analyze the problem!" says one attentive young
man.

iRigﬁt;; says Ferro, "ana how do we begxn to do that?"

"We write out the formulal," says another student.

"Right," says Ferro. And, with a bit of eoaeﬁiﬁg froi hif,

the class arrives at several different ways the formula could be

phrased:
C=5/9 (F - 32) F=29/5(C+32) F=(Cx9/5 + 32
F=1.8C + 32

"0.K.," says Ferro, "What next?"
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"Put it on the computer!®

Ferro makes a face that exudes disgust. "No, No, No!
Pretend you are on a desert island and you can only write in the
sand. Remember, the whole th1ng is, can you do it yourseif?
Because if you can't do it yourself; you're not going to be able
to get the machine to do it: You've got to learn to do thxs step
by step. So what I think we'd better do now -= or at least what
I always do == is to test my formula and make sure it is rlght "
of the boiling point of water (190 degfees centigrade) for the C
in the formula and ééﬁiﬁg up ﬁiEﬁ 212 degrees Farenheit.

" Now éﬁeE I'm confident ﬁ§ formula is correct," says Ferro,
"what do we do next in our ana1y31s?"

*We make a flow charE?"

"RighE;" says Ferro, " But what does that mean?"

No one seems qu1te sure,

"What it means;" says Ferro, "is that we break the analysis
down into its logical steps == what, in order to solve the
problem, do we have to do in logical order. Aand then we put
that into a flow chart.®

He and the class together proceed to draw the following flow
chart on the overhead projector's screen:

Start

Print F
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End

"Now," says Ferrc; "we're ready to write the program. Do we
need the computer yet?"

"Surel"

"Nol We're still in the thinking stage. Normal people like
us have to think before we open our mouths. So we'll write this
out on paper, too. What we have to do do now is to translate the
flow chart into the Basic language so that then perhaps we'll
know what to type into the computer and tell it what to do. and
here's where we have to ﬁéii? about every éihgié detail, because
if we miss one little detail, that's like taking a wrong turn at
Ransas City."

Step by step, using the overhead projector, Ferro ieads them
through writing the program. At every Bﬁép he makes éﬁé éEﬁééﬁEé
tell him what the step should be, explain why that particular
step is necessary and what would happen if the step was left out.

Eventually, as the end of the class period nears, Ferro and the
students have come up with the following set of instructions (a
genuine program) telling the computer how to solve the problein of

\

converting centigrade to Farenheit and back again:
L} - o - N
100 Input "Input Centigrade"
120 Let F=1.86*C+32
140 Print "Farenheit=";F

i60 End
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"There now," says Ferro, as the final period bell rings,
"isn't that beautiful? Remember, you can write the best computer
program in the world, but if nobody can understand it, if nobody

can appreciate it, then it's useless. You've got to write

programs for people."
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ARTS MAGNET SCHOOL

LOWELL, MA
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"It doesn't have a name yet, but 1t's about Xavier, this
r1ch guy whose got three different personalities. He llVeS in
Sw1tzerland, but his parents were killed in an aatomabile
accident; Up to the age of thirteen, he § Xavier. Then he
becomes RlChafd* And after that he invents Adolph "

"It" is a novel that is being written by the entire class in
Jim Neary 8 eighth grade English class at the Arts Magnet School

works are part of the attempt to teach the basic skills through
the arts,

Here students might also apply math prineiples to building
sets for the schools theatrical company, learn about human
aratomy in music class, or master the alphabet art1st1cally w1th
crayons and paper at hand. The intent is not to train budding
professional artists, but to use che arts as a vehicle for
effective and eqn table education. As one teacher says, "I think
that here the students learn to appreciate the arts, appreciate
each other and to respect each other's differences and talents.

In Jim Neary 8 eighth grade English class, three members of
a team writing the last chapter of the class novel are wrestling
with the question of how to kill off Xav1er, the book's
protagonist* The entire class has been divided into such three
member teams, each writing one of the book's chapters. The whole
class has worked out the plot's general outline and has planned
to end with Xavier's death at the age of 43. Each team is given
six years of Xavier's life to write about while keeping
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faithfully to the 516t The team members do most of the writing
at home at night, then bring the results in the next day and
compare what they have written -- as well as to make sure that
one of the other teams has not written something that will "mess
up what we were pianning to do."

The final chapter team now faces a dilemma: since none of
the other characters are supposed to know that Xavier is also
Richard and Adoiph, there is a slight probiem of how all three
are to be killed off while @téseroihg the secret of Xavier's
multiple personalities.

The team has come up wzth what strikes me as an ingenious
and creative solution. Three people will be seen entering a
closed-off room -- Xav1er, thhard and Adolphf Three shots w1ll
ring out. When the other characters burst into the room,
however, there is only one body, that of Xavier.

One of the other loose ends that has to be tied up is hbw to
dispose of Imogene Shepherd, the novel's heroine, since it has
been decreed that in the end everybody in the book gets killed
off., The soiution that the team is toying with is the
possibility of Imogene being buried alive in the cellar, bricked
up behind a wall. This is reminiscent of a story called "The
cask of Amontillado" by Edgar Allan Poe. Is that where they got

the idea? No éay; it turns out. They are borrow*ng the notion
When completed, says Neary, the novel in its final form will
be typed into the school's computer, printed out and Xeroxed for
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ipubiicatibn;; ;Aétﬁaiiy;' says Neary with a laugh; "I'm not
sure I want to have anythlng to do w1th this production. There
must be at least one murder or kiiling on every page: But then
worry too much, But I am attemptlng to prevail upon them to
limit some of the violence, such as gett ng them to let Imogené
survive; And I hope that by writing a novel, they w111 begin to
get some real notions about how to seivé problems and make
decisions, how to cooperate in a group and what their place is or

could be in the writing process."

class's tééehéf; Deborah Tucke Dupuis, is holding up a large
plece of white poster paper with the outline of a hearf drawn on
it in red Magic Marker. 1In the middle of the heart is the letter
"ta"

"Today,' says Dupuis to the assembled mass of eager faces,
"we're going to make our own Valentines: Each one of you is
going to get one of these posters with your very own 1etter in
the middlé. When you get your Vaientine, I want you to decorate

two on this side of the Valentine and two on this 51de, but all

inside the big heart. Now I'm only going to say this once" --
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there has been great bustle and noise at the prospect -- "quiet
people and good listeners are going to get their hearts first."
Dupuis moves éround the room passing out a poster to each
child. Johanna, a brunette first grader dressed in a red shirt
and Oshkosh coveralls, has the letter "L" in the middie of her
heart and sets to work immeoiately with her box of crayons. At
first it is difficult to figure out exactly what she is drawing,
but rather quickly her first picture turns out to be a very
expressive 1ion. Thxs is quickiy followed by a brlght yelloW

lemon; a brown lamp and a small yellow lamb, 5upuis; whb has

by and says "Very good, Johanna." Johanna smiles triumphantly.

As Peter Downing, the principal of the Arts Magnet puts 1t,
"The two th1ngs you saw being done -- the novel be1ng written in
Jim Neary's class and the Valentines in Debbie Dupu1s' class are
Just two examples of how this school goes about the job of trying
to integrate the teaching of the arts and all of the basic skills
and other subject matter.

"T don't Enow," he aaas with a smile, "whether it should be
called teachlng the basics through the arts or teach1ng the arts
through the basics or Just teachlng them both together, but
that's the way we try to do it. we think both things are
important. Because you just can't do a lot of the arts if you
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don't have the basics == you can't write a play or act in it if
you can't read, you can't build a set if you can't measire and dé
math -- we really stress the basics in the first three grades.

"As the children go up in the grades, they do more arts and
the integration of the arts and basic skills becomes much easier.
We de a lot of production work here, Sixth, seventh and eighth
graders -- with considerable ﬁeip from the teachers and a lot of
other volunteer adults - heip write and produce their own plays
and musicals. Last year and this year we have done a major
original musical production in the spring -- it's the focus of
the whole year 8 work. The students help write the book, they
heip design the sets and costunes and build the sets. They are
the actors; the stage maﬁagéfé;"

Or take another example from the same school. Tﬁe "art
room® in which Dan Gaudette's art classes are held is actuaiiy
only a small part of tﬁe 1arger cafeteria space, a section
somewhat cordoned off from the rest of the school by six foot
tall metal cabinets. The sides of these cabinets -- and the two

full length waiis that make up part of the room -- are covered

industriousiy working in Gaudette's art room. They are each
indiyidﬁaiiy planning out on paper a line and shape design that
they will later enlarge into a painting.,

"What we are working on here,r says Gaudette, w1p1ng his
hands on his plastic apron, "is prgggr;ign They are first
135
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working out on these small pieces of paper the éesigﬁ tﬁéy will
use when they do their painting. But when they start that
process of translating this small design into a large painting,
they have to wrestle with how to take something small and make if
proportionately larger. That is not only an art problem. It's
also a mathematical problem. So they have to work on that, too."
He walks over to a model sitting on a table beside his desk.
It looks like the inside of a medieval castle. "This is also a
similiar problem. This is a model of the set for our spring

production; ‘King Didrick's Will.' The students -- with some

help from me -- made this model as an , of the stage
at Mahoney Hall where the production will actually take piééé;
They had to take all of the mcasurements of that stage and reduce
them —- precisely == to the dimensions of this model. They also
had to work out and show how the scenery will change for all of
the different scenes. Pretty soon now we'll start building and
painting the actual scenery itself."”

He keeps a watchful eye on his busy charges, frequently
answering pleas for help. "What I think we're trying to do here
in the visual arts program is to teach the basic skills of
perception. We want to strngthen their senses, build up their
visual perception muscles, so to speak. We want them actuaiiy
to See things in the environment they may have never really seen
before. We want them to see and construct the visual world in

new and wonderful ways.
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ability to create. When they come here they tend to think that
eVEEYEhiné has to be perfect and perfectly representa*ional, an
exact ‘right!' copy of what's out there. We try to wean them away
from that, to give them the confidence to make their own
interpretations, to express their own vision.

have ability and talent in the arts. Some of them discover these
abilities slowly, but some of them -- and many of the best of
these are not good at conventional academic subJects -- seem to
grasp what it's all about instantly, as if they came with a
blueprint already in their heads, some kind of strange
intelliwence that enables them to understand and create almost
without thinking about it. But in general, the school provides
50 many opportunities for creativity that almost every student
finds seﬁééning he or she is gooa at. The real problem is
channeling all of thasir energy into the creation of things they

find satisfying and beautiful "

Why Parents Might Choose This Kind of Schooi

Parents are attracted to specialized schooling far their
child or children for a number of reasons, but in most cases it
is because a child has evidenced a strong interest and perhaps
even an unusual talent in the field in which thé school

specializes.

137
=
L2



On the other hand, it is not unheard of for §éféﬁﬁé to
select such a school because of its general atmosphere, its
reputation for ;éiﬁg a igoéé' schiosl of becaise théy feel it is
iﬁ?&fféﬁE for children to be ﬁéii~§f6ﬁﬁ8é& in the arts, the
sciences, computers or whatever the school's épéciaiiiééibﬁ is.

In any of either case, the First thing a parent should
péfﬁé?é do is to make sure that the school's basic approach to
téaching and learning fits the child in qaéstiéﬁ; That is, will
the child be most comfortable and successful in an Option I,
Option II or Option III school and which kind of school is the

school that teaches the speciality the parent may be interested
in hé@ihé for his or her child?
If the basic approach is deemed suitable and the specialty

is one in which the child is interested or shows talent, then the

school is most likely a good choice.

Parent Checklist
Parents interested in selecting a school with a curricuiar
specialization might thereore ask the school {and themselves) the

following questions:

Does the school offer the :ind of schooling (Option I, II

or III) that you feel will be best for this child?

Does the school offer the kind of curriculum

specialization that the you feel you want for your chilad
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or children, a specialization that will develop your

child's talents in that particular subject area?

® Is the specialized subject matter offered by the school
added onto the regular curriculum? Or is the specialized

subject matter infused into the entire curriculum?

Rind of Student Best Suited to These Kinds of Specialized Schools
The type of student who wiii most proflt from and probably
1ike1y to be children who in their act1v1t1es at home and/or in
school have demonstrated an interest in and/or an aptitude for
the particular subject area in which the school specializes. It
should be remembered here that in these spec1altzed schools
children often discover talents and interests they did not know

they had before attending the school,




7.

A Further Dimension of Difference: The Involvement of Parents
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In addition to the basic differences in educational
phllosophy and school organizatlon that dlstlngu1sh the three

which parents are involved in the day-to-day operations of a
school and in the actual process of maklng the lmportant
decisions about how the school will be run.

In one sense, it appears to be a fact that all schools of
choice are strong on the 1nvolvement of parents. That is, the
fact that parents have been able to choose the school they want
for thelr children greatly increases the de51re of parents to pg
and encouraged by most schools of choice.

Also, the d degree to which parents are or are not involved in
the opefations of a school does pot appear to depend upon the
partlcular educatlonal optlon any particular school choice
chooses to be. very traditional, back to basics bption I
schools, for instance, can have a high degree of parental
involvement while non-trad1t1onal opéieﬁ III schools can have
very littie.

While keeping this in mind, however, it is probably accurate
to say that, in generai, 1t is the Option III schools that are
more iikeiy to advocate and practice the more complicated forms

of parent involvement, such as shared governance,
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In general, then, the degree of parent involvement in

schools of choice (or any kind of school, for that matter) breaks

down into the following general categories:

Minimal Involvement

In some schools, the role of parents is carefully defined
and 1im1ted by the school and has mainly to do with encouraging
parents to support and re-inforce the established aims of the
school when dealing with their children.

Parents are expected to convey to their children the
1mportance of good behavior in school and the rmportance of
obeying the rules and being respectful to teachers, the
importance of workng hard and doing everything they can to
succeed in school. Parents are aiso expected to supefvise

t is done in a proper and timely

e

homework and make sure that
fashion. Farents at Isaac Newton would be a good example of this
degree of parent involvement.

Parents are also expected in many cases to become active
members of a parents association or a parent/teacher group and to
support the school through fund—rais1ng efforts. They are also
expected to be available for parent/teacher conferences should

the nééeéé1£§ for such conferences arise.

Significant Involvement
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In many -- and probably most -- schools of choice, the role
of parents is somewhat broader. This is true even in Option I
schools that espouse a vetry traditional educational philosophy.

At the Nathan Hale back to basics school in Boston, for
1nstance, parental involvement has, according to the parents,
very much been a process that has evolved from minimal to
significant. .

One of those parents is' Barbara Kibler, a resident of the
Roslindale seetion of the c1ty whose chrldren attended the Hale
and who is now the school's half-time parent coordinator.

"I came here," she says, "five years ago as a parent of

tﬁins; a boy and a girl; both in krndergarten; I have not llved

born and brodght up here. We have three children, and it was

1mposs1b1e for us to send them to prlvate or parochlal school,

. me

oy

which was what most people in Roslindale were do1ng at th;t t
[as a result of the desegregation problems the school system had
experienced]* This was five years ago, 1980. We had to make a
decision. We started looking at private schools, and we knew we
couldn't afford it, so we thought we'd try the publlc schools,
"I visited all of the nine magnet elementary schools. You
really dtdn't Rnow back then whether you'd be able to get into a
magnet school or not' My children were geocoded into a non-
things about 1t So I was very nervous. I looked at all of the

magnets, including the Hale. I knew nothing about this school,
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much 1mpressed witﬁ its kindergarten.

"So I came here first as a parent, I pickéd it because I
liked the smallness of the school, and I knew that I personally
wanted to be able to be involved in the school, And the school
worked out well for both my children. And I think it works well
for all of the children here - wﬁite, black, everyone.

"And one reason is the involvement of parents -- we have a
strong parent group here. And that's partly due to hav1ng a
parent cbordiﬁator. I think every school should have a parent
coordinator. It glves parents someone they can taik to if they
need help, someone for parents to rally around, someone to give
directién aﬁd ﬁéi@ to parénts.
the relation between parents and teachers. When I first came
here there was a really strong feellng on the part of teachers
tﬁat the classroom doors should be closed Teachers felt
threatened by having parents in the building., Now all that's
éhaﬁgéd Teachers are really excited by having parents areund,
and parents are much more comfortable about belng here, 1It's
been an eduéationai process on both sides. Teachers began to
understand that parents weren't here Just to critlcize but to
help. Now we have a real partnership.

"Now parents and teachers and administratbrs can sit down

and talk to each other and plan. For 1nstance, there's our Bank

of Boston computer project. Last year the parents were upset
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about having a lot of computers here and nct doing much about it.

The teachers were reluctant to use them. So the parents, the

teachers, and Pat Lochiatto, our principai, alil got together and
wrote a §r6§os51* The parents did the research, and everyone got

excited. And we got a $5,000 grant from the bank, last year

mostly to train teachers; this year to train §arents to be part-

time ééﬁﬁatér tutors working in the classrooms."

Shared Governance

Other schools of ch01ce, for the most pért éption III
schools, have moved several steps beyond even these "siénifiéant"
forms of ﬁarentél involvement and have developed genuine systems
of shared governance" in which parants have a strong voice in
the major dec sians affectiﬁé the scnool's life,

At the ¢::ham and Parks Alternative Public School in
Cambridge, Mas:- Ll a8t t3, for 1ﬁStance, the school beiieves in
and practices ¢ syscem ¢ "shared §o§érnance“ or "chared
decision making .1 wrnich all major decisions =- what the school
will be 1ike, how i wi‘l run, who tﬂe teaching staff will be --
are all made by ;aiéith, te~ci=rs and princ1pal together.

This approac- to jovernance was built into the séheei fiéht
from the start since, after all, this was a school started not by
the school system but by a group of parents who believed that it
was the duty of their local public school system to provide all

parents with the different kinds of schooling parents wanted.

160



So Graham and Parks is governed by what used to be called a
policy board and is now called a steering committee made up of
five parents elected by the parents, five teachers elected by the
teachers, the princlpal and the parent coordinator.

As Leonard Solo, the school's principal, describes the
process, "the twelve of us make the decisions about every aspect
of the school. Nothing happens of policy importance unless it
has been decided by the committee. Each of us has one vote; and
nobody overides anybody on that' The decisions of the committee
are binding on everyone, including me,

"The committee has wroliferated several sub-committees for
special purposes -- buildings and grounds, fund raising,
curriculum and most 1mportantly the hiring of staff, When a
position opens up in the sehool, the hiring committee interviews
the applicants. The committee is made up half of parents and

ha f of staff members, all carefully mixed by race; sex and
socioeconomsc backgroﬁnd I'm on the committee, too. 1In the
olde» days, we would make our selection and send one name to the
uupe..? +tendent who would méké the recommendation to the School
Compi-ize, New we have to £ond three names in order of our
prefér w2 -- an. then lobby vor our first choice,"

J:.; as Ann B:ider, the school 8 fuil time parent
coue?tiver. sums i- up, "I thirk that the combination of choice
a03 s ced Lo ‘atnance gives parents a much greater sense that
they hees powse wver what's going to happen to their children,

and T thiﬁk trat is feally good."



Or in another case; that of the City Magnet School in

Lowell, the school's principal, Robert Weintraub, puts 1t th1s
way:

"There is another thing about this school that I think is
3ust as important as the micro~society, and sometimes I think it
is more important; And that is the process of participatibn and
the sense of ownership that it engenders, Ths kids feel
ownership and excitement beéause tr 2sponsibie for rﬁnning
their own lives and their own sciet - e teachers and the
parents also have 1t.

"In fact; hat we have here amourts tu what should be called
‘shared governance,' For instance; many of the major decisions
about what's going to happen here are made not be me alone but by
the various particxpatory structures we've developed; by the
teachers in their weekly workshops, the parents at PTO officer
meetings, the children in their Legislature and all of these
partic1pants together in what we call our Executive Council. I

chair the council, but that's all. TIt's not only lonely but
stupid for a principal to try to make all the decisions. The
best decisions are made with the people who are affected by those
decisions.

"And we really do try very hard to get g;i of our parents
1nvolved Not long ago, one of our three Hispanic Executive
Council members, Anna Baez, saia at at a parents organization
meeting that our Hlspanic parents were not participating as much

as we hoped they would (after all they are 30% of our population)
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and that this was happening for a variety of reasons, including
the fact that they felt inadequate because of their lack of
English language skills,

'And so what we all decided to do was to set up a separate
HiSpanic parents group where Spanish is the only language used
(and I made a commitment to learn Spanish); So we sent a
questionnairb to all our Hispanic parents, asking them if they
wanted such a group, They did; so now we have one. I'm Just
c1ting this as an example of the process that we' 've always tried
and hopefully respected for their opinions and listened to by

~rybody else.

;Aﬁa this kind of participation, incluaing the Executive
Council, is built right into the school's Constitution. This
school is designea to be a democratic, participatory 1nst1tut10n.
We could have de51gned a typical autocratic school. Adults can
impose their will on kids very easily, schools can impose their
will on parents very easily, and most of them do both. Here we
could have created a kind of fake aemocracy. We could have
created a constitution that gave kids and the parents very little

real power or responsibility. We dian't do that. And we've

gotten more democratic over thé years."




ABOUT THE INSTITUTE FOR RESPONSIVE EDUCATION

The series of publications, 'Parent ehoice and the Public
SChools,' of which this volume is a part, has been developed and
published by the Institute for Responsive Education (IRE).

IRE is a Boston-bas ed nationai, non-profit research and
advocacy organization with a 14 year history of work designed to
make schools more responsive to citizen and parent involvement
and concerns, Although private and independent, IRE is housed at
Boston University, where its President and founder, bon Dav1es,
formerly Deputy Commissioner in the Hnited States Office of
Education, is now Professor in the School of Education. All of
IRE's work centers on two premises- that parent and citizen
participation is an essential ingredient in school 1mprovement
and that citizen access to information is indispensable for
sfficient participation.

IRE conducts severai other progects focusing on parent
choice, The magazine Egn;;g_gng_ghgigg (three times a year)
reports on much of this work, working closely with school
districts around the country, IRE prov1des technical assistance
and consuiting aimed at promoting parental choice within public
school systems. Participating schooi systems and interested
others have also Joined network the National Partnership for
Parent Cﬁoice in the Public Schools, to share their experiences
and insights., For information on any of these activities,
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