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FOREWORD

Gordon M. Ambach
Executive Director
Council of Chief State School Officers

he Counc.' ot Chief State School Officers

is pleased to present this volume of
speeches and papers on educating at-risk youth.
“School/College Collaboration.  Teaching
At-Risk Youth,” was concerved by the Council as
a state-of-the-art colloquium, bringing together
the nation’s finest thinkers to share their expertise
and insight. This gathering, held at the johns
Hepxins University, Baltimore, Maryland in May
1988, provided chief state school officers, college
and university presidents, and others the
opportunity to take an in-depth, intensive look at
the most pressing concerns in our schools.

Many aspects of the schooling of at-risk youth
were addressed effective teaching approaches to
reach different types of learners; improving the
school-as-workplace through collaboration among
and support of teachers, successful teaching
practices for at-risk students, a look at the cultural
orientation of black vouth and its mfluence on
their schoo! achievement, and a blueprint for
action by higher education to promote the success
of the disadvantaged. Also presented were a
teacher’s first hand view of a culturally diverse
urban high school, a rescarch-based proposal,
recughizing teaching as a deeply mtellectual activity,
for strengthening teacher induction programs, and
the mission of the National Board for Professional
Teaching Standards—and how concern for at-risk
youth is part of that mission.

Closely-linked themes that were reiterated
throughout. the need for meaningful research and
evaluation on schooling; the need to redesign and
restructure the mneteenth century model of schooling
upon which we now rely—however unsetthng this
process may be; and real respect for cultural and ethie
diversity in the curriculum and social organization of
schools,

Speakers were ashed, as well, to consider the role
of school-college collaboration m this process of
teachung at-risk youth. In their presentations, they
demonstrated how mcreased collaboration between
schools and colleges would bolster the research
process, improve teacher training, especially the
preservice teaching experiences, and on ¢ musatude
of levels, strengthen the effort to advance education
of at-risk vouth.

Also amimating the conference were calls fee
united action: by educators m the urgent nussion to
meet the needs of tuday’s and tomorrow’s
schoolchildren. There was recogmution of creative
thinking and the determunation that all students can
succeed as potent forces both i the classroomand at
the policvmaking level.

The conference was made possible by a grant
from the Andrew W. Mellon Foundation, which since
1981 has fostered school-college collaborative
activities at the Counal of Chief State School Officers.
Through the sustamed and visionary support of the
Foundation, the Counal has been able to nurture the
collaborabive process inwhichelementary-secondary
ceducation and colleges and universities
work together onwhat they have come to percerve
as a shared mission i education for atl. Specifically,
the Councit has been able to provide more than $12
mitlion for 39 incentive grants and 42
implementation grants to state departments of
education m four award cycles since 1983. (For a
complete hsting of the 81 state-based Mellon
projects, see Appendix A of this volume.)

I would like to thank the Andrew W. Mellon
Foundation for its generous support of CCSSO
school-college collaboration mitiatives trom 1981
to 1989, and, in particular, Claire List, who was
cur program officer for much of this time.

The Johus Hopkms University graciously
hosted and assisted in the planning and

Vil




O

ERIC

Aruitoxt provided by Eic:

Gordon M Ambach

arrangements tor this conterence I extend
deepest appreaation to Steven Mulier, Tiesudent
of the University, Ralph Fessier, Protessor ond
Director, Division ot Education, School of
Contimuing Studies, and Shurley Belz, Divisicaot
Education, tor making this conference possible 1
would also iike to thank Rebecca rount, Mellon
Project Director at the Couvicil of Cluef State
Schoot Officers from 1983-1988, tor her leadership
and skill i bringing about this stimulating

conterene . and, atter her depaiture trom the
Cornadl, or et contimaimg work with Nancy
Magurn in the compilation and editing ot these
conference procecdmges.

We present this volume, theretore, inorder to
share important know ledge, 1deas, and insight
withh all those who must become mvolved and
continue to be mvolved i the work ahead

Vil
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introduction

Rebecca Yount
Director, Mellon School/College Coliaboration Project (1983-1988)
Council of Chief State School Officers

In her comments at the Johns Hopkins
conference, Susan Rosenholtz [Associate
Professor, College of Education, University of
Hhmois) stated that teachers in successful schools
are like “Geiger counters calibrated for
preciousness—therr commitment beating
stronger and faster in the rantied atmosphere of
their workplace.”

At the end of the fifth year of the Council of
Chief State School Officers” project on
school/college collaboration, we were forced to
confront a number of pressing issucs in
cducation.  What works, and what doesn’t n
schools?  And what keeps teachers in certan
schools and what conditions cause other schools
to experience high teacher attrition?

The Hophins conference was designed to zero
in on both successful and unsuccessful school
practices that address the teaching of youth at
risk. Coordinate with this, we focused on how
collaboration did, and sometimes did not,
advance the quality ot teaching m our nation’s
schools as well as what we would be forced to
contront mn the future. Teacher retention, teacher
attrition, minority student success and failure, the
dropout surge, hicensure of teachers, mservice and
preservice training, and induciion were among
the many topics addressed at the conference.

In 1983, when the Andrew W Mellon
Foundation awarded the Council its first major
grant to “enhance and facilitate working
relationships between clementary /secondary
and postsecondary education,” none of us could
have predicted what kind of collaboratives our
state projects would come up with, The only
thing we knew for certamn was that schools and
higher education simply could no longer accept
the status quo and had to discontinue bemng, mere
ships passing m the mght. Inan 1 of rnsing
education reform, bemign mutual neglect would

no tonger do. The Mellon project enabled the
Counal to award grants to the state departments
of education on a competitive basis to support
projects which proved to be cataly tic in bridging
this distance between the institutions.

As these projects evolved, the collaborativ es
began to eaplore many facets of improving
teaching. but particularly the instruction of at-risk
vouth. Increasmgly, teacher attrition loomed as a
dominant 1ssuce, espectally m hight of studies
which substantiated the sucrcase m the aiinion
rate

Conscquently, our state projects began to
concentrate on developing and expanding effective
practices inaddressing the prevaihing problems of
our nation’s youth and those teachers who are
otten discouraged and left powerless 1in the
workplace. Through partnerships between colleges
and universities, schools, local school districts,
and state departments of education, the projects
tackled these seemingly msurmountable taske.

Emerging from these efforts over the past six
vears have been improved teaching practices
directed toward those students most likely to
drop vut of school, as well, better teacher training
was eaplored, resulting m vastly improved
mservice and induction models.

The Hopkins conference reinforced the
concept of “it can be dene’ agamst a backdiop of
ever-growing concerins about American
cducation. We all know that 1t 1s a difficult path.
But we cannot walk at alone. Without effective
partnerships, we will simply continue to awept
the status quo.  Albert Shanker [President,
American Federation of Teachers] commented at
the conference, “1 behieve that you wan’t bring
change about unless people believe the angel ot
death s atthe door.” We may not be quite at that
pomt, but working partnerships will keep us ever
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vigtlant of the condition of educationand serveas
an antidote to mertia.

It is one thing to acknow ledge our problems,
but we fail if we only despair. These proceedimgs
prove that there are sucecess stories being hyed
every day in our schools, and we have a
responsibility to dissenunate intormation about
these practices

I am personally gratetul to the Andrew W
Mellon Foundation for takmg the 1isk of tunding

state-based school/college collaboration projects
to help our teachers and our clildien. We have
been enabled and empowered to be part ot the
olution, and not just sit passively waitig tor the
angel ot death.

ISince 983, the Counal has avarded 39 planning, grants to
as many states and a total of 42 state grants of approvimatehy
S30,000 cach tomplement and expand collaboiatiy os focusing
on advanang the quality of teaching




Remarks and Welcome

Ralph Fessler
Professor and Director
Division of Education, School of Continuing Studies

The Johns Hopkins University

It 1s my pleasure to welcome you to
Baltimore and to The Johns Hopkins
University. You have arnived at the perfect time,
for we have just finished a week of ram and the
spring has finally arrived n full bloom. I hope
vou will have an opportunity to walk the campus
and see typical spring scenes, such as students
cramming for exams and frustrated faculty
scarching for parking places

Iwould Iike to take just a few munutes to share
with you some of the exciting activities
education that are occurring at Johns FHopkns
Although Hopkins does not have a school ot
education, education at Hopkins has a long and
active history and continues to be very vital today
Education-related programs are primarily located
in four arcas of the University. Keeping with the
Hopkins tradition of decentrahization, these
program arcas are quite mdependent of each
other,

Division of Education

First, let me share with you the activities ot
the Division of Education, which 1 serve as the
Division Director  The Division of Education,
which is housed m the School of Continuing
Studies, is the only unit at Hopkins charged with
offering degrees and programs in professional
cducation,  We are a graduate dwvision with
master’s and doctoral programs in selected areas
Major arcas of emphasis include special
education, counseling, and computer
apphcations for educators.  We have fourteen
tull-time faculty and a number of other
mdividuals  with jomt and part-time
appomtments.  While we have a number of
specialized trainig and research activities, fet me
share two special projects,

The Center for Technology in Human
Disabilities

This Center, which was established n june
1986, 15 co-sponsored by Hopkins and the
Maryiand State Department of Education. The
purpose of the Center is to support the use o
computers and related technology to address the
needs of mdividuals with physical, sensory,
emotional, or mental imparments,  Under the
direction of its director, Dr. Marion Panyan,
activities mclude research, traming of master’s
and doctoral level technologyv-special education
specialists; dissemmation of mformation to
parents, educators, and other human service
providers; and direct service to individuals with
disabilitics One current project 1s a training
program to provide physically handicapped
adults with the skills to become entrv level
computer programmers  This program i unique
because 1t uses technology both as the focus for
emplovment and as a means to bypass specific
disabilities  Participants use adaptive devices to
access the computer as they learn programming,

The Center also houses a tederally-funded
research contract thet 1s designing a model for
integration of computers mto the mstructional
program of learning disabled clementary school
children. It has also established an assessment
process for determining how to match computers
and adaptive devices to the specfic needs of
individuals with disabihties  Activities at the
Center have involved a number of collaborative
efforts with school systems and universities
throughout the country as well as with China,
Latm America, and lsracl.

As | mentioned earlier, the Center is a
collaborative cffort between the Maryland State
Department of Education and The johns Hopkins

Q
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University. It should also he noted that Daved
Hornbeck played a kev role m the establishment
of [he Center and has served as charrman of its
governing board during its tirst two vears of
operation

Hopkins/Dunbar Project

This program is one ot several major
collaborative projects we have with the Baltimore
City Public Schools.  Dunbar High School 1s
iocated one block trom the lohns Hopkins
Hospital/Medical School complex i downtown
Baltimore.  Under the direction ot Dr Warren
Hayman m our Division, we have worked with
Dunbar to establish it as a health professions
magnet school. The program 1s designed to otter
an enriched curriculum and attract talented
minortty students mto the health protessions
Activities include a mentor program between
students m the medial mstitutions and Dunbar
youngsters, practicum opportunities at the
Hospital and the Schools ot Medicine, Nursing,
and Hygiene and Public Health, and a summer
enrichment program here at the Homew ood
campus 1n laboratory courses, thinkimg skills, and
Enghish.  Also linked to the Dunbar program 1.
our Master of Arts i Tleaching m sccondary
education, with our graduate students engaged in
asartety of practicum and mternship activities at
Dunbar

While  have highlighted these two programs,
varous additional projects and programs m the
Diviston ot Education address our deep
mvolvement and comnutment to working with
arcschools.

Center for the Social Organization of
Schools

The Center tor the Soctal Organtzation ot
Schools 15 a second major education-related unit
at Hophms  Over the past two decades, the
Center has been one ot the leading education
rescarch centers o the country Under the
leadership of hm McPartland and Ed MdbDill, nt
has been a major contributor to research onschool
mtegrationand organization. nrecent years, Boh
Slavin’s work on cooperativ e learning has had o
major impact on dassroom mstruction and
learnmg environments.  in 1986, the Center
recerved tederal tundimg as the national center tor
research on ettective elementary and middle
schools

In addition to ste deagnation as a nationa!
rescarch center, during the past vear this Center
has made a major comnutment to the Baltimore
City Public Schools it has recent!y been tunded
bv a local foundation to establish the Baltimore
Public Education Institute, which will work with
citv school officials to develop and implement
new mstructional programs  Bob Slavin will
oversee the Institute’s eftorts for clementars
edudation A kev proiect alreadv underway,
Project Success tor AllL 15 an mtensive reading
mtervention program m the first through third
grades.  Early results are dramati,, with
substantial increases m reading pertormances
documented

Institute for Policy Studies

A third unit at Hopkins with a major
comnutment to education-related 1ssues 15 the
Institute tor Policy Studies  The Institute tor
Policy Studies at Hopkans 1s designed to bring the
intellectual resources and academic tacihities ot
Hopkins to bear on the solution of pubhi
problems i Baltimore, the region, and the nation
The Institute conducts rescarch and eogages m
public education and citizenship training to
address complex urban and other pubhc
problems  Schools have been a primary focus of
the Institute’s activities during the past few vears
with a particular emphasts on the problems ot
urban education. Durmg the next tew months the
Institute will be hostmg a s 2w of public lectures
on urban education retorm, with guest speakers
including Ernest Bover, Bernard Gittord, and
Henry Levin

Center for the Advancement of Academically
Talented Youth

Finally. let me mention the Ceater tor the
Advancement ot Academieelly Talented Youth
This center has grown trom the work ot Protesso
Julian Stanley  In 1972, Protessor Stanley
conducted the first talent search for academicalhy
precoctous vouth The talent search consisted ot
administering the SAT exam to bright
12-year-olds to determune how they would
pertorm on this test that was designed tor high
school semors. The Center now adnunisters the
talent search on a national level and coordinates
its activaties with other universtties that have
adopted  stmuiar models  (eg, Duke,
Notthwestern, Arizona State University)

2 dJ
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Youngsters who score at the 50th percentile of
college-bound high school seniors before the age
of 13 are mvited to participate in summer
programs that offer college level courses m the
scrences, mathematics, writing, and the
humanities.  The program, which is currently
directed by Dr William Durden, now serves
children mits summer programs here at Hophins
and at several other college campuses in the East
and in California.

The brict hughlights that 1 have shared with
vou represent only a surface glance at the many
a<tivities in educatron at Johns Hopkins
Lnnversity. It you are interested in learning more
about our programs or meetimg anv of our faculty,
Fwould be pleased to make the arrangements. On
behalt of The Johns Hopkins University, 1 am
most pleased that vour organization has chosen
Hopkins as the site tor vour conference.
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Opening Address:

Some New Insights into the Attrition of Teachers

Susan Rosenhoiltz
Associate Professor, College of Education
University of lllinois

I am dehghted to be mvited once agam to
this auspicious group.  This time T came
prepared with new data from a large-scale study
ot clementary schools 1 conducted over the last
three years. It 1s now m press and will be
published by Longman in January of 1989. T have
been asked here to speak about teacher attrition.
But, tor policymakers in schools, the problem of
teacher attrition 1s but the tip of the iceberg.
Instead, we need a more expansive view of the
problem—one that mcludes teacher burnout,
teacher alienation, and teacher absenteeism—all
precursors to teacher attrition.  And, more
mmportantly, sentiments and behaviors that carry
unimtended and negative consequences for
student learning,.

Moreover, the very same factors that explain
teacher defection from the work foree also predict
their burnout, their alienation, and ther
absenteersm from school—in short, their loss of
commutient to the profession. Thus, we willfook
at the problem as a continuum, with hugh teacher
commitment at one end, and teachers” loss ot
commitment at the other.

To understand what school factors—what
alterable factors—aftect teacher commitment, we
must first understand the school as a workplace,
and that 1s what I hope to convey to you tonight
In a sort of whirhwmd panorama, 1 will try to
expose to view teachers” varied understandings,
expectations, and cognitions of school life, and
their behaviors that then follow suit. We will
come to see Just how good schools can be at therr
best and how bad they can be at their worst.
Schools where teachers share common goals and
schools more like organized anaichies. Schools
where colleagues help one another and schools of
professional 1solation.  Schools where teachers

and students learn and grow and schools where
most of them stagnate.  Schools where teachers
believe m themselves and schools of contagious
uncertainty.  Schools where teachers spark
enthusiasm and hope, and schools where they
only despair.

To account for these differences between
clementary schools and to explain their various
effects 1s the core of my purpose here. I nught also
add that the research that 1 will be presenting
mcludes quantitative and qualitative data, and 15
now being replicated at the high school level by
some of my doctoral students.

We begin with the multitude of ways teachers
think about teaching. relating a story, enacting a
resolution, concocting an excuse, or dreaming a
drecam.  Through their workaday lives—their
observations and therr interactions with
others—teachers tearn habits of understanding,
methods of reasoning, ranges of feehng, and
chams of explanation. Inother words, we come to
learn that something 1s a fact—all of us do—in
mteractive situations wheie we see that others
regard it as fact. Reality, in short, 1s socially
constructed.

The Culture of Successful £chools

Insuccessful schools, principals and teachers
agreed on the definition of teaching and their
instructional goals occupied a place of high
significance.  These schools have a style, an
attitude, a symbol-minded charactenization  In
their out-of-classroom work, principals and
teachers culled and socialized the brightest
novices they could tind, with all the wholeness
and solidanty of group harmony They remained
attentive to instructional goals, to evaluative
criteria that gauged their success, and to
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schoolwide standards for student conduct that
cnabled teachers to teach and students to learn

Teachers  partook in shared school goals
because their thoughts were not merely their own,
but inhabited by a multitude of supportive,
collegial voices. Their sense of community and
their ownidentity led themto persist unassailably
in their goals of student learning. Teacbers spoke
boldly, nobly, building hurrahs of ideas for
classroom instruction, and creating for their
students’ beginnings instead of endings. Student
mastery of basic skills was the common factor that
united them—the force that welded all the
separate autonomous teachers into one common
voice.

In one question of our study we ashed
teachers, “What do you usually talk about with
your colleagues?” 1f our thinking is correct, the
conversations reflect the common-sense view of
teachers and, alternately, the teachers form
common-sense views through their workaday
lives.  We should then find that teachers from
varied school cultures talk about entirely different
things. Indeed, i successful schools, over half
the teachers we interviewed taltked about
curriculum and instructional improvement. For
example, oneteacher said. “We talk about the new
ideas someone bas tricd—how they worked or
didn’t work., We make an effort to do something
different on a regular basts. One idea that works
for one teacher may not work for another. We try
to figure out why that's so” Said a sccond
teacher, “We talk about the progress of the
students and any problems they are having,
getting advice from cach other, especially from
teachers who have had them in the past. Hf there
were some instructional technique that worked
better for them, we tell cach other about it.”

Unsuccessful Schools

By contrast, m unsuecessful schools, few
teachers seemed attached to anything or anybody,
and seemed more concerned with their own
identity and self-esteem than a sense of shared
community For all of those here who are
university profcssors and presidents, I am sure
you can recognize some of these characteristics,
Here teachers learned about the nature of therr
work randomly—not deliberately—by following
thair individual instinets. For want of common
purpose, there was little substantive dialogue
among colleagues  Without shared governanee in

the school  between teachers and principals,
particularly m managing student conduct—the
absolute number of students who claimed
teachers” attention was greater and therr
experiences left bitter traces and tarmished hopes
as therr time and energy to teach evaporated mto
thinair. Colleagues ta'ked of frustration, fatlure,
tedium—though not in their own person.  To
protect themselves from feeling professionally
inadequate, they managed to transfer those
attributes to students about whom they
complamed, while they themselves remamed
complacent and aloof

While swapping disconsolate stories,
teachers bought in easily to a sense of futility,
without feeling remorse over the work they
inrtiaily had earnestly rendered  With lost
ambitions, teachers went underground while
staving topside to do httle more than required.

In unsuccessful schools teachers responded
to our question hike this. “We discuss a ¢hild that
one of us is having problems with—discipline
problems usually. 1t helps to be able to discuss 1t
withsomeoneelse 1t may not give youananswer
to the problem...” Question. “Does 1t help you to
get support from other teachers?” Answer. “Yes.
Alotof times we get sympathy from ecach otherif
we have abad class.” Said a second teacher, “As
far as education 1s concerned, I don’t know.
Usually what it comes down to 15 that when you
get women together they chat. Tdon’t think that's
unusual.” Question. “"What kinds of things do
vou talk about?” Answer:  “Nothing special.
Stuif like where you bought your sweater, what
voudid ovas the weekend. Tdon't think anybody
really does talk acadenues that much. We all want
a break from the education atmosphere. When
you have to work so hard all day, you need a
chance to cool your heels. We never talk about
lesson plans or objectives, if that’s what you
mean.”

Dreams of possibility were not the domain of
unsuccessful workplaces. Inertia overcame
teachers” adventurous mmpulses and histlessness
devoted itself to well-trodden ¢elassroom paths of
instruction.  In their ordered daily routines
teachers’ self-reliance was not a eivic sm—an act
of selfishness agamst the school communuty. 1t
was rather a moral imperative. And because no
one wished to challenge the school norms of
self-rehance m times of classroom crists, teachers
skirted the edges of catastrophe all alone,
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somehow managing o lead themselves to a safe
haven.

To illustrate norms of self-reliance, hsten to
the thoughts of some teachers in unsuccesstul
schools: “Teachers see it as their job to do what
they’re doing and yours to do what you're
doing.” “I think everyone has their own ideas of
what they should do.” “I'm very hesitant about
the idea of going to another teacher to [providel
help. That suggestion makes me feel very
uncomfortable, like I'm stepping on their toes”
When we asked if there were teacher leaders in
their schools and, if so, what they did, they were
identified as those who vere politically active in
their union or those who empathized with
colleagues’ myriad problems.

Principals of unsuccessful schools—unsure of
their professional knowledge and concerned with
their own self-esteem—did teachers and students
an enormous disservice. In protecting their turf,
even the smallest attempts by teachers to solve
school or classroom problems met distance,
intimidation, or defeat. Some veteran teachers
explained, “The principal likes to have control of
everything. He wants to say, Yes, this will be
done’ and 'No, this will not be done. I think it’s a
fear of a lack of control. If teachers are making
decisions about students, then he’s not in control.
He's msecure enough that he needs to have
complete control. He doesn’t want teachers to be
making decisions that he thinks he should be
making.” Said another teacher, “"His viewpoint s
too authontarian. He has to be above the teachers
inall instances. He won’tallow input intosolving
a problem. Hedoesn’t value input from teachers.
He's mamly dictatorial. He will try to figure out
the problem himself and then he will tell us w hat
to do.”

It was here teachers learned the unassailable
lesson that they must shoulder classroom burdens
by themselves. Indeed, their scattered classroom
motifs suggested where the bounds of
self-rehance were drawn, No teacher could
mimpose upon another. Consider these comments
by teachers from unsuccessful schools: “You can
only do your own job; you can’t do everyone
else’s.”  “I'm responsible for running my
classroom; 1 expect no help and so I'm not
responsible to give anv.”

Diametrically, in the choreography of
successful schools, norms of self-ichance were
regarded as selfish mfractions agamst the school

smmunity,  With teaching defined as an
inherently difficult undertaking, one that
challenged even the best of teachers, many minds
worked better than the few. Here requests for and
offers of advite and assistance were moral
imperatives and colleagues seldom acted without
forethought or deliberate calculation  Teacher
leaders in these schools were identified as those
who reached out with encouragement to others,
with professional knowledge to solve classroom
problems, and with enthusiasm for learning new
things about teaching. With regard to their
collaboration, teachers from successful schools
commented, ”You just have to ask other teachers
if you want to share.” “People who enjoy
teaching are more open to criticisms and
suggestions.” ”If a person is secure in her
teaching, she won't be obsessed with hoarding
ideas and keeping things to herself.” “1 think that
most teachers do share, unless they have a
personality problem.”

Collaborative vs. Isolated School Settings

In successful schools we also encountered
principals who set norms of collaboration
between teachers by conveying that need for
assistance was no threat to their self-esteem.
Rather it was the natural thing to do. Hlustrative
are these teachers” remarks to the question, “Is
vour principal a good problem solver?” First,
from a second-year teacher, “Yes, he never makes
you feel like you're inadequate. For me, he just
made me feel like there was a lot to learn and he
was there to see that I learned just as well as 1
could ” A veteran teacher said, “Yes, 1 think hes.
He can be critical of you, but not make you feel
bad about it. He’s not hesitant to help me. He's
critical n areas where I'm having problems, but
he doesn’t make me feel or look bad. 1 feel like 1
can go to lum no matter how small the problem ”

The freedom to disclose teaclhing problems in
collaborative settmgs strikingly counterbalances
the compulsion to conceal them in isolated
settings. Teachers inisolated settings were quick
to acknowledge in response to the same question
that their principal was a scolding presence—a
direct threat to their sense of self-worth.  One
teacher said, “No. He always makes me fear him.
Ile watches everyvthing you do. If you make a
nustake, he will always call it back to you You
can’t take children to him because he alwavs
nakes you feel ke you are there because you
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can’t handle the problerivoursclt Another said,
“No Sh's mean She comes o my toom and
reprimands me m front ot my students. She does
that to everyone  The prncipal savs teachers
won't hsten unless they are warched s gotten
to the pomt where I can’t handle it anvmore ”

The mplication ot shared geals, principals’
helpfulness, and teachers” collaboration led us
then to teachers” learming opportunities - a vital
component of their commitment in unsuccesstul
schools there was a numbing samen -, an
undeviating routine lurking 1 teachers” work
The same questions, the same answers, no shared
or common purpase, and hittle helpful leadership
by principals who mstead assume the postuie of
a burrowing ammmal, unable or unwiltling to
confront school or classroom problems

Norms of selt-rehance encouraged the view
that learning o teach was a- casy and quick to
master as some sort of user-fitendly computer
One cither grasped it or not. To explore teachers’
perceptions ot thewr learning, we asked them
“How long does it take to learn to teach®” Those
in unsuccessful schools offered 1 termunal view of
therr learning  Here teachers ostimated that
learning to teach would requite an average of
onlv 2.3 years A teacher with nine veaws’
experience, followed by a 12-vear veteran,
explamed  “l'learned by my third year. How to
handle kids so they pay attention, what you're
gomg to teach them and how, takes a httle time.
You also need to be familiar with the textbooks
vou use  Without them you'd be lost ™ “I'd say
two years  The tist vear you're so nervous and
everything is so new, you're tnng to shuifle
through the new paperwork, all the new books,
teeling vour wav - The second year vou start to
relax and you really siart to teach. 1 think that
after that second vear vou have the conhdence
that you know how to teach. The first year vou
make so many mistakes.”

Simce one cither grasped teaching or not, no
one, not even principals, laid claim to help
struggling teachers to improve  Colleagues
talked about these teachers collusively, but
comments of sympathy, comfort, and help tound
no utterance here One teacher said, “In this
school there are two e particular who anen't
domg well All the other teachers talk about how
they’re not domg well They are not really ginven
any help One of them guit and went to another
system There wasreally roadvice given to them

fo mprove” A second sard, “"Mavbe they got
helped by someone, but the majonty ot teachers
don’t really like having a bad teacher m the
school  You know, one bad apple can spoil the
bartel There's alot of resentment toward them.
Theyv're discussed a lot 7

Helping Teachers to Teach

By contrast, in successful schools, where great
teachers were thought to be made rather than
born, colleagues and principals responded to
troubled teachers with appropriate mstructional
help. One teacher said, “Teachers always prich .
We cover tor the teacher when she has behavior
problems and we sort of take controt of her class
when we goon field trips. And, of course, we try
to be helpful in the taculty room by giving
suggestions ” Question. Do vour suggestions
help the teacher mprove?” Answer. “Sometimes
ves, and sometimwes no” Question. “Can you
give me an example?” Answer "Well, there was
a beginning teacher with trouble hanahng her
class. They were so loud, vou could hear them
down the hall. One of the teachers came mand
took over the class to show her what could be
done. This first-year teacher improved a lot after
that.” Questions “What about tenured teachers
when they’re having trouble?” Answer: “We try.
The principal encourages us to try, but he does the
most tohelp them. He spends a lot of time m thar
classrooms 7 And another teacher said, “Most of
11s pitch i to help, mcluding our principal - We
ofter advice, materials, and any other kind of
assistance the teacher may need. We don't
hesitate at all to do these things We want every
teacher to teach as well as she can. That imakes for
a better school and far fewer problems ”

In successful schools there was an abundant
spirit of contimuous provement gomng on
schoolwide, because no one ever stopped
learning to teach. In response to our question
about the length of time needed to learn to teadh,
teachers thought that their own learning was
cumulatiy e and developmental and that learning
to teach was a hfe-long pursuit, For example,
they said, “You never quit learnimg.” “I think you
learn every year”  “It's a continous process ”
Teachers held a sustained rather than a ternmunal
view of thar learning, they explamed, because
nweeting the challenge of diverse student needs
required an ever-expanding portfolio of new
ideas, skills, and dasstoonm strategres.  Indeed,
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wped togeth s !
fucl rods m a reactor, teachers generated new
professional knowledge, the ensumg cham
reaction of which led to greater student mastery
of basic skills.

Principals’ useful and frequent evaluations
were also a powerful mechamsm for delinvering
on the promise of school improvement, as they
also served for guides for future work  Urincipals
crchestiated collaborative relations between
more and less successful teachers, explicitly
acknowledging that improvement was possible,
necessary, and expected. Teachers saw that
working with others reduced therr uncertamties
and increased their classroom suceess  For
mstance, “He seems to recognize people’s
strengths and weaknesses and 1s great at pulling
teachers together to help one another. If he can’t
help vou, he’ll admutat. He's not afraid to admut
when he doesn’t know something,. But he knows
most of the time which teacher can solve the
problem.” A second teacher. “The principal puts
stronger and weaker teachers together to team
teach. Often that 1s conducive to sharing ideas.
New teachers are automatically given team
teachers mour school. Tthimk it helps them to get
started. 1 know that if | hadn't had a team teaches
to help me out, | would have had a lot harder
time.”

In explormg the uncertamties ot teaching, we
found both standardized and unstandardized
cultures  In standardized school cultures, all
teachers had were therr observations and habits ot
complamt that seemed to yohe one’s nmusery to
another’s m resigned sadness  With Jost
deportment and effort in their classroom viewed
as the frurt of parental depravity, and with gossip
by teachers about parents and cluldren running
rampant, suspieion gave way to punitive and
standardized classroom practices  Teachers
codes of honor became private, based on
something other than instructton They consoled
themselves with the thought that somehow, at
some level, someone else shouldered blame tor
cach and every classroom fatlure.

For example, one teacher said, “Students
havean attitude problem. They really don’t seem
to care. It scems like cach vear it becomes more
and more difficult.” Question "Why do vou
think that is?”  Answer.  “Well, we teachers
discussed this and we think probably at’s the
home situation  We think they have less

Another teacher said, “Parents cause me the most
problems. There seems to be more apathy than in
previous years ” Question  “What have you
done to deal with this situation?” Answer “"We,
the first grade teachers, have sat dow nas a group
inorder to try and figure out what to do about it
So farall we have dearded is that parents” apathy
15 1eflected in students” attitudes 1t shows there
1sn’t much direction at home ”

Teachers here seemed  worse  than
richets —ready to topple—teetering over an
abyss  Yet cach punitive and standardized step
was a measure of their school’s failure to protect,
to nurture its teachers with a body of professional
knowledge, to actively engage its parents and
dtizenry, to set standards tor orderly student
conduct—m short, to make teachers feel more
catam and committed to student learning and
therr own protessional growth.  For mstance,
when we ashed teachers, “What would you do if
vou had a particularly difficult problem with a
student?,” this is what the majority of uncertain
teachers said “Fheep Rids after school all the time
to pumsh them  You're not supposed to do that
without parents” approval, but I do it anyway
because | think that problem children have
problem parents  Aud if the parents don't
support me, how am | ever gomg to be able to
control their kids”  There’s got to be some
punishment for bad behavior”

A second teacher said, “Actually, I can’t say
that I've had any real support from the
administration. | have a couple of extremely
ditficult kids this vear. For example, one of them
tHushed a library book down the totlet. 1 wasina
big hurry at that ime Fdidn’t have time to take
out and deal with that particular child, so | sent
him direetly to the principal’s office e was
totally meftective mn this situation. That's why |
think teachers i general don’t consult our
prinapal very often Since we have no counselor
and the principal doesn’t help, most teachers try
to solve their problems on their own.”  The
possibility of onlv lnmuted, if any, admunistrative
support 15 exactly how teachers and students
became casualtios n the skirmush for classroom
control,

One veteran from an unsuccessful school put
it this way  “The principal goes so far as to
publicly recommend that teachers handle their
own discipline problems — Also the prindipal
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discipline problum to her. I don’t think that is the

best way to handle those situations I think
there’s a lot of abuse of cluldren just because
teachers get so frustrated | know teachers w ho
swat kids and put their jobs on the line But I do
think that they feel as if 1t’s their only recourse
because they can’t consult with the prinaipal.
Oftentimes we beg for other ways to deal with
problems. We really wanted to have an m-school
detention room, but our proposal never got
anywhere. No one in the admiustration wants to
take responsibility No one is willing to pull the
bull by its horns.”  That prinapals overlooked
parent and student problems had dramatic
implications for teachers” dealings with problem
students. Nothing could be dore except
punushiment. In this way principals” uncertamty
defined school culture, and the actors engaged m
its drana, no matter how disingenuous or
wounded they became.

For teachers who survived this ordeal, the
only recourse was coercive controi and punitive
treatment of students.  Indeed, the indifferent,
unapologetic sarcasm of a veteran from an
unsuccessful school testifies to the abuse cluldren
suffer at the hands of teachers who receve no
administrative support. She said, “1 usually try to
dismiss the student from the room, I continue
with whatever | was doing so that when |
confront them [ don’t slug them One time |
didn’t do that and I immediately paddled the
child The mother called and said that the kid had
bruises | didn’t believe it, but I was mad. If there
was ever a time that I was mad enough to hurt a
child, it was that time  Usually, though, I try to
shame kids rather than use physical punishment
Most kids just act up for attention anvhow They
don’t give a darn about what kind of punishment
is used with them ”

Question: “Do you ever consult the princtpal
about these problems?” Answer “If I can’t solve
the problem, my principal certainly can’t either”
The opposite was true of successful schools with
their nonstandardized professional cultures.
With greater professional knowledge and the
belief that students could learn, teachers searched
for reasons and ways to help, not excuses for their
failures  They found what they were looking for
in the sage counsel of principals and colleagues
and m the cooperation, trust, and support of
parents.  With nonstandardized and humanistic

stadents cans persunal Proituses
fulfilled—the sweet pronuse of helping children
learn, the glittering promise of societal
contribution, the warm promise of freedom from
farlure, from taithlessness in themselv es and tharr
students

When we asked teachers, “What would you
doif vou had a particularly dithicult problem with
astudent?,” this 1s what teachers from successful
schools said (and this was from a second-year
teacher). “There was an maident that happened
last year. | really blew up at one of my kids
because be repeatedly refused to fimsh hus work
Well, he got fairly abusnve. The principal and his
teacher from the year before and | had a meeting
and they went over the progress he had made last
vear. Then T understood why he wasn’t working
for me. | didn’t supervise his work too closely
and the work I was giving lum was too hard.
They gave me some ideas about how to help lnm,
like having another boy in the class work
alongside him and not giving lum assignments
unless he really understood what he was
supposed to do. It was rocky at first, but things
did get better. 1 had to consult the prinaipal and
other teachers a whole lot less this year.”

Next, we observed that without learning
opportunities, task autonomy, and certainty
about their professional knowledge, teachers
burned out their bright but brief candles of
commutment i a string of broken promises. They
lost faith in therr talents and values. They no
longer cared enough to devote therr energres to
doing good work  They became so crushed and
despairmg that they couldn’t recognize the
consequences of abandoning their students 1t
seemed an appealing 1dea under these
arcumstances to simply let go, though it was
heavy tocarry the strain of destructive shepticism
m their nature,

For example, one veteran said. A lot ot
teachers would rather let it shide than go through
the hassle. Tthink this s what's happening. They
don’t resist, they just give . Sometimes 1 think
that we take things that we shouldn’t. You feel
sometimes like you're beating vour head agaimst
the wall. You try and you're pushing, and you get
criticized tor it. You just don’t have the
enthusiasm you once had  You think, 'I'm taking
all this abuse.” There are times when maybe 1've
not been as patient as I should have been with
students, Treahze this, IS Tike a cvdde You seem
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to get wound tghter and tighter. Between vou
and me, 1 started workimg on my master’s and |1
quit because 1 thought, “there’s no future m 1t/
I've made the comment time and time again that
it 1 thought 1 could get out of teaching and mto
somethmg clse, would. I've heard that tromaa lot
ot teachers  Somctimes vou can put up with
certam things, but when things begin to
overwhelm vou, everything seems just to drag
vou down. You feel ike you're swamped to start
with, 've discouraged any chuld who's ever come
to talk to me trom going into teaching,. i tell them
there’s no future inat, and there 1sn’t.”

Even n this current era of pohtical
tribulation, successful schools remained as
uphttmg as wron fragments to a glant magnet.
Here teachers experienced the edifyimg sensation
ot hopes fultilled and portending dreams as they
mvented new school futures. They were ke
Gerger counters cahibrated tor preciousness—
thetr commutment beating stronger and faster n
the ranfied atmosphere of their workplace. Tt was
one of the charms of successful teachers that,
unlike the unsuccesstul, they were not fatahstic
people  Teachers trom successful schools held an
ideology that was the reverse of fatalism
Everything was possible. The demands of then
work brought torth virtues such as mgenunty,
loyalty, communty, mutual support, and
concern that seemed m ncreasingly short supply
withim unsuceesstul schools.

Listen to the remarks of a second-year teacher
trom a successtul, collaborative school. T was
having some ditheulty last year and everyone
pitched mand helped me. My prinapal took lots
ot ime with me explanung things and made sure
I got a chance to talk to other teachers.” Question.
“Did you mamly get help with the curriculum?”
Answer  “No, it wasn't so much with teaching
materials, although everyone was really generous
with those It was more with teaching
problems—how to handle chuldren who dudn’t
know thar multipheation tables, how to mvolve

this chuld or that Jduld, what to do when kids
didn’t do ther homework Fast year it seemed
that all I did was pump these teachers tor ideas
But they seemed to enjoy helpmg me ” Question
“In what wavs did they show that they enjoyed
that>” Answer  “Thay would ask, ‘Did vou try
this and that?” And ‘W hat happened?” They took
arcal mterestin me [elt hike they really wanted
me to be successtul ”

Oppressed teachers from unsuccessful
schools looked through the other end ot the
telescope. They wern mterested m- freedom
“from”, thev thought irttle of freedom “to.”  The
range of teacher “untreedoms” was wide, subtle,
and often alarmung  Boredom, putitiy eness, ind
selt-detensiy eness wore unticedoms  Feeling
helpless and unablc to cope was a state of
unfreedom. Yet even those teachers who wished
to be out of therr present arcumstances proved
cagey survivors  When unsuccesstul and ina
state of unfreedom, they contrived their own
covert iberty —created thewr own inner freedom
As a form of treedom trom distressing work,
teachers absented themsclves n trequent,
one-day breaks and, ke throw g bricks through
a window, 1t was much to the detriment of their
school as a healthy, cducative place. Children
with teachers absent did not learn  As the
ultimate manifestation ot lost commutment, of
course, teachers detected from the workplace.

The central lesson to be drawn tromu this
rescarch and other research s that the culture ot
tbe school renders meanmg to the nature of
teaching  Whatever impact cducation pohey has
on school success compared to other tactors, such
as socloeconomie status, it s sl;;mhmn!l_\ attected
by the quality of the hnkages between poliey and
the mtended beneficiaries ot that policy, namely
teachers and students, Thus we see that the
question of what teaching 1s, how 1t s pertormed
and regarded, and how 1t 1s changed cirrot be
divorced trom the schoal culture mwhichit oceurs
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Remarks and Introduction

Steven Muller
President
The Johns Hopkins University

Good morning, ladies and gentiemen 1t
is my great pleasure to welcome vou to
The Johns Hopkms Umiversity and to sav how
pleased we are that the Council ot Chiet State
School Ofticers is holding its conterence on
school/college collaboration at this mstitution
As you may know, The Johns Hopkins Hospital
and The Johns Hopkins University were
established throu;,h an O\traordlnar\
bequest—$7 muthon in 1873 dollars—from Mr.
Johns Tlopkins  Mr. lopkins, who never
married, was a successful merchant in Baltimore,
and he left hus considerable fortune to -erve the
educational and health needs of the citizens of
Baltimore

When the University first opened in
Baltimore in 1876 under the leadershiy . f Daniel
Coit Gilman, it was modeled exphatly on the
precepts of Withelm von tHun.boldt, a remarkable
German statesman and educator. Johns Hopkins
was America’s first true modern rescarch
university—aeranting the doctorate, committed to
freedom of teaching and rescarch, and dedicated
to the unity of research and teaching Within a
few years, von FHumboldt's model w as emulated
by other American institutions of higher learning,
mcluding the oldest, Harvard

Simce its founding, the University has always
been commiitted to excellence m education. For
many years it has been the home of the Center for
the Social Organization of Schools, a national
research institute, and simee the nud-1970s it has
been the base for the Center for the Advancement
of Academically Talented Youth In the past
several years we have devoted even more of our
resources in a direct way to fostermg school and
university collaboration. The Hopkins/Dunbar
progranum the health professions began formally
the summer of 1986 to work with high school
students at the magnet school adjacent to the

East Baltimorecampus of the medical mstitutions,
This 1s a collaborative ettort that mvolves taculty at
Dunbar and the universitv and medical
practitioners at the hospitat as well as parents The
first class of students in this prograni will graduate
m 1990, and we hope tobe able to report to vou at a
future conference of this conngil on the success of
our ciforts.

Now 1t 15 my great pleasute to mtroduce this
mornm;,skcvnutc speaker, Dr Theodore Sizer Dr.
Sizer 1s well known as a passionate adv ocate for the
reform of the American public school and has
been especrally outspoken about the “over-
burcaucratization” of publiceducation, flehasalso
cloquently addressed the basic problens of teacher
education and the plight of the dassroom teacher
In a recent article tor the fournal of Teadher Education,
he wrote, “There has never been much popular
charisma assodiated with the mentors of
runny-nosed seven-year-olds or acne-ndden, norsy
adolescents.”

Dr. Sizer’s career spans a wide range of
educational experiences—from: being headmaster
of Phithps Academy m Andover, to Dean ot he
Graduate School of Education at Harvard, to his
curtent posttion as Chair of the Education
Departiment at Brown University. In addion, Dr.
Sizer heads the cotlaboratiy e Coalition of Essential
Schools.

As a practitioner and rescarcher who 1s
comnutted to collaboration between the schools
and higher education, Dr Sizer has a reputation for
spending more timwe in the public school classrooms
than most ot us hugher education colleagues. Ths
highly praised book, Horace's Compromie The
Didemma of the American High School, made a
tremendous impact on how subsequent research
studies approached the American pubhic school
Please jom me i welconung Theodore Sizer
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When a Teacher Says, “l Quit”

Theodore Sizer
Chairman, Education Department
Brown University

thn a teacher says, “b quit,” what
should our response be? By “our” 1
mean chief state school officers, their colleagues,
and university and college types, as that s what
we are here. 1 think we should have at least three
responses.

If the teacher 1s good, we should be sorry and
sad. If the teacher isn't good, we should sav
quietly, “That’s fine that you're quittmg.” The
departure of teachers sn’t always a bad thing
Secondly, we should understand why teachers
quit.  For example, we should understand that
coming and going isn’t necessarily a bad thing,.
Some kind of turnover 1s healthy  The late Charles
Brown, who used to be supermtendent of the
Newton, Massachusetts public schouls, would
argue that the 20 percent turnosver in the schools
in hus system was healthy. That's a Iittle hagh in
my evperience, but 10 to 20 percent annual
turnover may be a good thing. A certam amount
of quitting may be helptul.

We must also understand how difficult
teaching 1s—cven if 1t’s done poorly. Susan
Rosenholts put it very well in her talk last might
when she called it “an ipherently difticult
undertaking.” 1t's the imcessant pressure of those
hids, They're never away from us. There's no
hiding from the incessant pressure of therr
judgment of us as teachers, particularly at the
middle and high school level—they jabber about
us all the time. We're on stage all the time.
There's real pressure and strain i that, Butabeve
all, there's the frustration of takig kids, and
especially therr munds, seriously—particularly as
those same kids may not take themsehes very
seriously. Taking kids seriously when they
don’t— that’s tough.

The final response should be to ask ourselves
the question, what specttically can we do to fessen
the likelthood of departure of the ablest teachers?
How can we lessen the hikelihood of having to say
that we're sorry that one of the good ones has left?
And 1t is on this third response that 1 wish to
tocus Twant to tatk about w hat we can do, rather
than talk directly about teachers.

If we're honest, we can do precious ittle,
really, from our vantage pomts n the college
classroom or in the state capital. The action is in
the schouls, as Susan powerfully reminded us last
night  Or, as Gordon JAmbach] said to me at
dimner last might, maybe the most pow ertul thing
that a successtul state school officer can do s to
raise lots of money. While accepting the
hmitations of our leverage on the situation, |
would hike to give two examples wlich strike me
as exceedimgly important, things that we can most
assuredly do, even while we're on the edges.

Teaching is Complex

The first example arises from a recent incident
which forceably remunded me of 1t There s a
large public, mner-city high school that b know
well, which for a number of reasons was
evaluated by a university. The university group
was ashed to make a judgment about how good
the school was, and that evaluation took the
tollowing torm. a brief visit by a couple of
uny ersity staff members, chats primarily with the
prncipal, a quick tour ot the school, and a request
for data  What were the data?  Whatever
numbers the ity or the principal had collected,
which were swept together and used without
very much regard as to how those data were
collected or what mstruments were used to derive
that data.
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Indeed the tests were briet, rather tnivial
quick and dirty excrcises, largely of rote learning,.
The numbers were put together away from
school.  Then they were crunched and then
crunched agam. Of course, some of the numbers
came out rather bizarrely There weren’t many
kids involved, and the data were awfully sloppy
if one looked at them seriously. So the findings
suggested some bizarre things But those were
explained away, and the report delivered was
highly complimentary and influential.

The principals and teachers at that school and
some of us who knew the school well knew that
this exercise was a joke It rested on
pseudoscience—"pseudo” m the sense that this
science lacked any sophisticated or balanced
assessment of what was really going on in that
school  There was merely the acceptance of
whatever was around that could be reduced
statistically and then manipulated—even if the
data were clearly superficial and, in some cases,
crazy. Most important, much was missed. There
was no assessment of the faculty’s judgment.
There was no assessment of the faculty’s
competence in their subject matter There was no
assessment of the intensity of the kids” work
There was no assessment of morale There was no
assessment, indeed, of most of the qualities, as
Susan reminded us last mght, that are the
hallmarks of successful schools

The report came out rather favorably about
the school, and the principal was happy about
that. Yetit was a joke. Why do university people
dothis” Why do respected scholars engage in this
kind of exeraise? One reason s, tis expected. We
university people are asked to make evaluations
quick and dirty, so we make them quick and dirty.
They have to look substantial, so we put numbers
in them. That gives the appearance of science.

Even more devastating 1s the fact that many
of us in the university don’t know how to do any
kind of evaluation except number crunching.
Unless somebody else feeds us the data, we are
bereft of anything to do because we do not have
experience in schools. We do not know how tobe
Margaret Mead.  We only know how to engage
through socio- or psychometrics We are number
crunchers; therefore, if vou want an evaluation,
we're going to crunch numbers. 1t's like a
physician who, when greeted by a patient with a
pained foot, takes the patient’s tonsils out  We
only do tonsillectomies here

Finally, we university types need the money.
We'se got to keep employed. Nobody pays very
much for serious evaluation, so we'll take what
nmoney is available and do the best we can—a
couple of quick and dirty days, hire some
graduate students, crunch the numbers, wnite a
report—that’s a $10,000 job, even though we're
ashed to do something far in excess of that level ot
funding 1t's not very prettv But what does 1t
have to do with teachers particularly, the best
teachers—the folks that we don’t want to lose?

It has a great deal to dowith teachers because
it tnvializes their work  There’s nothing more
devastating than to have people in authority
trivialize vour work It offends the best teachers
sense of professionalism and mdceed therr
scholarship  Those teachers know full well that
no university would ever allow such evaluative
techniques to be applied to them. No, only to
schools, only to other folk Trv sometime todo an
evaluation on a university faculty, then we'll talk
about methods, number crunching, sensitivity,
richness, and all that stuft - The hypocrisy of it
galls teachers. It mocks, by ignorimg the teachers’
sense of community - Again, as Susan ashed last
night, 15 the cenversation in the teachers’ room
about the Boston Bruins or is it about the kids?
And does that make a difference? Yes, it makes a
big difference But nobodv cares, it appears It
signals a deliberate inattention on the part of very
powerful acadenuc allies.  What this way of
cvaluation says s that the teachers are not
appreaated  They are not appreciated. Their
work s trivialized - And that's cause for leaving

We university folks and cluef state school
officers and their stafts should not be complicit in
this kind of pseudoscience  And 1t’s hard not to
be. When one makes eriticisis of this kind, the
retort s, “Well, everybody does it. 1t's the way it
goes. s the basis for comparison.”  And
comparison 1s the big, “in” thing  We've got to
have comparsons these davs  And we have to
have apples, apples, and apples, we can't have
apples, oranges, and bananas - The pubhic expedts
outcome measures, theretore we will gnve them
whatey er outcome measures we can get, even it
they trivialize the compley, moral cratt that s
teaching,

I find this retort particularly dismaving,
because the public T hear expects honest outcome
measures, not just any outcome measures. And 1
think the public mereasigly expects honest talk
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about the ditficultios of getting honest outcome
measures. We don’t want wall charts ot whatever
numbers are available, in spite of how much sand
they rest upon. No. What we need 1s some
honesty. And it's my responsibility and it's vou
responsibility to say, “Folks, we'd lovetognnevou
this stuff, but we can’t because 1t trivahizes,
distorts, and basicaily undermines serious
teaching.”

So, to go back to the ongmal questiin—w hat
can we, here m this room, do to hinut the
departure ot those crackhng good teachets that
we want to keep? We must accept and defend the
complexity of teaching and thus not triviahize the
craft. When you and | are ashed to evaluate, we
must constantly use these touchstones  we will
accept no cvaluation other than that which we
would accept for ourselves and for our children,
we should ask no school to make a judgment
about a child that we would not accept for our
own child; and, in the universities, we should not
accept any kind of assessment except that wiuch
we would accept as the basis for accountabihty
ourselves. With these touchstones, I don’t think
we'll go wrong. We can make them clear to those
who work with us. And I think using them has a
way of bringing us, In many cases, to our senses
That's one thing we can do.

Compromises are Inevitable

Let me turn to my second example  As most
of you know, I was given a marvelous
opportunity for three years in the carly part of this
decade te visit many schools—just go on the road,
listening and watching, north, south, cast, and
west. What came through the many voices was
ultimately that which my editors at Houghton
Mifflin identified as “compromise” [ had not
seen it; it took an editor to say that what we were
doing in A Study of High Schools was identifying
kinds of compromises. The people whom you
respected were saying, “We must compromise teo
much or we must compromise in the wrong way.
What we are doing is cutting corners with Kids we
do not wish to cut.”

The nonfiction character, that composite
teacher, Horace Smith, that I used in my book is
that kind of person, the kind that you and Fwould
be sad to see leave teaching. But he 1s a man who
1s suffering from the slow rot of too much askd
for, too many kids, and too many compronuses in
anill-structured setting.

Al activity requites compromises  God
knows, the schooling ot children requires
COMpromises. fhe question s, which
compromises’ The argument we made A Study
of Hign Schools 1s that pethaps we’re making the
wiong compromises, ¢ven as we understand
historically why the compromises we hive with
arein fact in place.

You're famuliar with the critique. It's a
critique now menponed often e the context of
“conditions of work”---the conditions of work for
teachers, but also the conditions of work for
children . We have been remunded powerfully
agaim of work such as that by Seymour Sarason,
whose very angry work—the work that he did in
the late 1960s and carly 1970s—identifies the
regularities of schoofkeeping and how the
regularities are getting mn the way  Unless you
deal with all the regularities at once, any attempt
at improvenment is smothered by those aspects of
the school that are not dealt with.

A few examples, just to give a hittle of the feel
and bring 1t back mto the conversation. The daily
schedule, that five-, six-, seven-period day, bang,
bang, bang, bang. The bell, the kids begmn to scttle
down. They don’t settle down very fast, it takes
about fir 2 munutes  You know, “Mr. Sizer, 1 don’t
have my peneil. 1 forgot my book, it's in the
lecker,” ete. And then during the last five minutes
of the pertod the kids are just watching the clock,
moving one minute at a time. So vou have about
35 nunutes, as John Goodlad tells us, to hold the
attention of those high school and middle school
youngsters to their work.  Then it’s another
35-minute chunk of time. They have socal
studies with me, then physics, then math, a study
hall, then physical education, and then tunch
Bang, bang, bang. And for the teachers, a new
wave of kids every hour commg at us with no
common notion of what preceded—some from
French, some from biology—no gathering, no
mtetlectual focus. Pow! mto the room.

And we as teachers have no hime to get
together and talk about these things. 1T was at a
mecting a couple of nights ago where a very well
intentioned but very naive member of a school
board was saying, “All the teachers should get
together” And you want to say, “Mrs. Jones, ook
at the teachers” schedules that your comnuttee has
sctup. Thereis o way in hell that all the teachers
of any particular kid could ever get together at
once, because the schedule doesn’t atlow it.”
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The kind of collective work and collective
responsibility that Susan Rosenholtz spoke ot last
night is totally impuossible in most high schools
unless people stay after work or come early in the
morning. Subjects are segregated—English
having nothing to do with social studies having
nothing to do with biology having nothing to do
with math. The only people who are expected to
be generally educated m a high school are the

kids. The teachers work in complete isolation,

one frem another, even able to be scornful of cach
other’s work.

There are many tasks in a school. Most high
schools take on many, many things, and teachers
are highly specialized. We have school
psychologists who are different from school
counselors who are ifferent from special
education teachers. The special education
teachers are different from regular teachers who
are different from assistant principals-—rife
specialization. There is far more specialization in
an American middle school than m an American
law school—far more. The result is that kids are
rotated in a well-intentioned, but utterly
unknowing way from one specialty to another.
And, ironically, the higher the Kid’s level of risk,
the more specialists are involved, each of whom
knows that kid only a snip at a time. Endless
pull-out programs, ten minutes, fifteen minutes,
thirty minutes, in/out, in/out. Nobody really
remembers, but they try to keep notes.

As John Goodlad showed us again and again
in his book, ours is a pedagogy of talking,.
Teachers talk at the kids 70 percent of the time, his
research shows. I you count other forms of
talking, it’s about 90 percent. Ninety pereent of
those 35-minute classes 1s tatking—a notably
inefficient form of pedagogy, which assumes also
that teaching and schooling are about
donation—"T know something and I'm just going
to open up your head and pour it m” We “cover”
things. The very rhetoric of teaching flies m the
face of our understanding of how we learn.

The abuse of the notion of time: how do you
get a diploma? You get a diploma by collecting
credits, What's a credit? A credit is a number of
days of seat-time. Completionof high school, the
way we do it, deries common sense. Common
sense would say to give them a diploma when
they shbow us they can do something with their
heads. That’s not the way it works.

Frnally, this 1ssue of load  if we believe that
kids ditter one trom the other and that we must as
teachers make sense of that difference, how many
mdnidual kids can we get to know at once? One
hundred and fifty, 1602 1t you're lucky, 120. Let's
say that yvou have 120 semor high school Kids.
You assign three or four short writing
assignments a weck, and you want to spend some
time after school talking with the kids and
grading those papers. How much can you give
per kid? Twenty minutes?  Impossible. Ten
minutes?  Ten minutes a week, 120 kids, that's
twenty working hours  So you don’t, You fakeit.
You grade only every third paper. You make all
sorts of compromises. Those who've taught large
numbers of kids (my maxmimum number at the
high school level was 204) can play all kinds of
good games, and the kids like you if you're a good
actor or an extrovert.  But that’s different from
Knowing how a particular Kid's mund works. And
unless you really know how that kid’s mind
works, you cannot help that kid learn inany very
powerful way.

These kinds of issues, painful to recount,
desperately depress the best folk. The Horace
Smiths hang m, both because they enjoy the hife
with kids and because, in many cases, they don’t
know quite what else to do.  But they are
exhausted—the best of them. When they get the
chance to teach fewer children, to make a different
set of compromises, indeed to try something
ambitiously different, many of them will say, as
one Texas teacher said tome, “I will never go back
if they make me teach 150 kids.” She was
exhausted by domg 1t differently, getting the kids
to do the work, broadening her subject matter
obligations in order to get the ratios down
without changimg the budget. But she said, "I'll
never go back. I'won’t ever make the mistake of
farling to understand the kids agam.” 1'm sad to
say she's quatting teaching this June because she
would have to go back to teachung 150 Kids. And
one survivor, again referriig to Susan’s talk, gives
this eynical response: “The hids are merely the
fruit of parental depravity ” Wonderful phrase

What Can We Do?

So, what can we do about that? This 15 a
fundamental problem  the best teachers are
dismayed by the compromises they must make
and trapped by the fact that there are virtually no
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models out there of ambitiously different
compromises. 5o, what canwe do, you and 12

We can do three things.

One, we can resist sweeping this issue under
the rug. Itis a great temptation, for you and for
me, to speechify about it and then forget it And
the reasons are several

To really address the question of the
conditions of work in a realistic wav—by which |
mean  within  the  existing per pupil
avpenditure—absolutely means there will be all
kinds of oxen gored all over the place. W ho s ants
to get mto the ox-gormg business? The effort to
find new compromises raises philosophical
questions of purpose because 1t mvolves choices
among dozens of good things we would Tike the
schools to do—which ten can we do?  And,
imdeed, 1t rarses the fundamental question ot 3 hat
v a teacher? Hf a teacher o0t a talker, what 1s 1t?
If a teacher 1s not a purvevor of truth to kids but a
provoker of truth from kids, doesn’t that mean
that 1 not only usc a different pedagogy but also
change my own self-defiiution? Very tough.

This sort of ambitious changing of the
conditions of work has few advocates. Who
wants 1it” The system doesn t appear to want 1t
very much for the reasons atoresaid  But at's
cractal Our research tells us it’s crucial, common
sense tells us s crucial, and findings about
teachers over and over agam tell usit's cruaal, As
Susan reported last might i her study, salary 1s
second to workplace conditions on teachers” wisl
lists This is the heart ot the matter. So, the firs.
thing we can do s the most necessary, withall its
hazards resist sweeping it under the rug,

Sceond, we must resist pohicies that reiforee
harmful regularities. We must look carcfully at
any mutiativ es 1 the retorm area that, i an
unintended way, reinforce the very obstacles
identified by common sense and by rescarch
(such as dhat by Seymour Sarason) The obstadies
that legitimate even turther a svstem which
doesn't work by adding tasks to the « ool day
without subtracting any, that extead the
separations  among,  subjects by turthes
specialization and remtorce rote learning with
assessment procedures that give an advantage to
timed memory work - And there are others, Thus
1s very important. Any issue of retormthat comes
across the det s has to be »naly zed wath this set ot
spectacles on. How willy ffect the conditions ot
the children’s work, the conditions of the

teacher’s work?  Will this new policy, however
well intentioned, strengthen the fractionated and
chaotic reality that is the typical middle and high
school day?

Finally, we must actively support ambitious
restructuring. This takes more than recognizing
it. It means trying to make it happen It involres
pohitical advocacy. Not i some kind of
sabre-rattling, radical chic sort ot wav —that’s not
what I'm talking about—but with a quiet
recognition that the way we teach school arises
from the late nincteenth century and the basic
design of vur schools is a late nincteenth centuny
design. We're doing extremely well with an old
system. Oui Model | runs jolly well. But we can
afford to do something better now  We know
more about kids and how they learn Scholarship
"as changed since the late nimeteenth centun.
Maybe we candesign a better high schoul than the
model that arose during the same decade as the
Modcel T

This applies obviously to chief state school
ofticers. It applies very much to umiversitics,
« hose silence on this 1ssue bas been deafenimg,
The universities In many wavs arc complhiat with
the narrowly specialized nature ot the profession
Few munn ersities see schools whole, And when
there are programs to prepare adminmstrators
whose responsibility it is to see schools whole, the
programs are largely on management issucs—nol
on the profound moral and behavioral issues that
have to do with the leariing by chiidren and the
working with them by adults

So this pohitical advocacy s very much m the
universities” laps as well as the laps of the leaders
in the states. You must also actively support
ambutious restructuring  1lere is the opportunity
represented by chiuef state school officers, with
money and waivers “Money” m the sensce that
teachers need the time to figure out how therr
schools should be redesigned and “warvers” n
the sense that room has to be given to folks who
want to do somethig differently

S0 we come back to this question what can
we do to hold the best people m teadhing when at
comes Lo the question of the workplace? You and
I can resist sweepimg the 1ssue of the workplace
under the rug, knowing that the workplace 1s not
just for teachers, but tor kids We must work har
to resist policies, w hether in state regulations and
legislation or mouniversity policies, that remnforce
harmtul regularities. And, tinally, we must
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actively support the best of our friends n the
schools who have a vision of a different set of
COMPromises.

I was chatting last night with Verne Duncan
[Oregon Superintendent of Public Instruction]
about his brief tenure as a cluef state school officer,
a veritable flash of time—14 vears. | said to him,
“Boy, it's more stressful now.” He said, "Yes,
more stressful, but it’s a lot more fun.” I thought
that was a neat answer, but | didn’t quite know
whathe meant Ithink he meant that this is a time
of unprecedented promise  What Verne signaled
to me was that, yes, it’s tough, but alimost as a
result of those pressures, opportunities have
arisen m the past couple of decades that are
unique

As some of you know, my work inside of
schools is being joined to the work m the
regulatory, pohtical, and legislative area which
has been long the special province of the
Education Commission of the States (ECS), and in
a number of states a partnership is bemng formed
between the Coaliion of Essential Schools, the
state authorities, and the ECS. it is n the
comversations over this prospect that I have
learned in a very powerful way of the
extraordinary promise represented by leadershup
mn the offices of chief state school officers.

With all due respect to the thousands of
dedicated teachers and admunistrators, thinkats
tair to say that the most progressive, powerful
group i American public education now i this
room In my hearing, there is more nsk-taking
seriously bemg considered by chief state school

officers than by any other group. Mavbe that's
because most of vou have been both practicing,
school people and practicing politicians.  You
don’t just see one world or the other—you see
them both. T think you are as a group
substantially ahead of the thinking of the
collective superintendents. | know you're way
ahead of the teacher education faculties and the
universities i which I work.

It1s highly promusing that those of you whom
I'm beginning to get to know better are so clearly
out m front in facing these hard realities. 1 think
the acceleration of what you n various states are
doing and collectively can do is one of the most
fateful prospects. You really have ashot atit. Not
only because of your positions but because there
15 among your number an understanding of how
comphicated all of this 1s and how one must move
in a constructive way.

Good people can be held. There is absolutely
no questaon in my nund.  Teaching 15 the most
moral, if you will, of the public professions
because we're dealing with mimds and hearts. It
sounds sentimental 1o assert that, but it is the
truth If you and I and our triends in the schools
can find a wav of setting up a situation where
good people can ply this complex moral craft
called teaching in a way that makes compromises,
but the least damaging compronuses, and if we
can in our pubhic policies and in our university
work remforce the complentty and the moral
quality of the cratt and not trivialize it, then |
think we can and will make a significant
contribution
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Patrick Welsh
English Teacher
T.C. Williams High School
Alexandria, Virginia

must adnut that I'm a httle nervous up

here, especially atter hearing Susan
Rosenholtz last mght. To me, her most Culling
comment was chidren with teachers absent do not
learn  As | look at my watch—10- 40 a.m.—not
only 1s my third period class not learning, but it s
inflicting cruel and unusual punishiment on a
helpless substitute. am also a bit uncasy because
I'm the kind of teacher who cannot stand having
even one adminustrator i the room  You know
the kind who slide in the back row and start
taking notes. “At10°15 the teacher looked out the
window. At 10:20 the teacher opened the book.”
To be in a room full of administrators is a httle
unnerving.

Last night Susan Rosenholtz was talking
about good schovls and bad schovls. 1 would Iike
to talk about my own school, T.C. Wiliams High
School in Alexandra, Virginia, a town of about
110,000 located on the banks of the Potomac just
five minutes outside of Washington. My school
has about 2,400 ninth, tenth, cleventh, and tweltth
graders. Weare 41 percent black, 43 percent w hite
and the rest foreign students, mostly refugees
from Afghamistan, El Salvador, Nicaragua, and
any other place where there 1s revolution.

Are we a good school?  Well, we have I8
National Merit Scholars this vear, which 15 the
highest number in the state ot Virginia, the second
highest in the Waslington metropohitan area, and
lugher than prestigious schools ke St. Alban’s
and Sidwell Friends. Two years ago we had seven
Westinghouse Science winners, the most of any
public school m the country.  We have peer
tutoring; we have a course in human resources m
which students go out and woik with retarded
stizdents, we have peer observation among
teachers. Inmany ways we could say that we aie
a very good school.

Graduation 15 conung up on june 16th
Graduating with those 18 National Merit Scholars
who are gomg to the best unis ersitics—sevenai to
Brown—will be at Ieast 200 kids who read no
better than seventh or eighth graders. One
hundred of them probabily read at tiwe fifth grade
level or below  As many as 70 or 80 of the girls
have babies. Some have two or three children,
one of them has tour There are a good number of
professional crack dealers who will be graduating
1 that dass who have gotten so little out of schovl
that they have already turned to a hife of crime to
make money. I vou look at that side of our
school, we're alousy school

Teacheis, Parents, and Kids

When vou look at my school or at mdvidual
schouls around the country, vou have to be very
carcful about making pdaments. As Ted [Sizer|
was sayving, we have to be very cautious, notonly
in judging teachers, but m judging what s a good
school and what 15 not  In my school we see a
stark contrast i the nature of parents. | don’t
want to beat on parents 1 know that the phrase
“the depravity of parents ” was an excuse on the
teachers” parts.  And vet, what we see i my
school 15 a parent gap - We look very good as far
as Kids who have the “right” parents go, and we
look lousy as far as kids who don’t have the
so-talled night parents, who have no parents at all,
or who are living with grandmothers and seldom
Kknowing who brought them into the world.

Susan made a good dislinction last night
about committed and uncommitted teachers. |
know manv commutted teachers and many
fantastic teachers that vou people would love to
have teaching your own children who are just
hangmg on by their nails  They are committed,
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but they are burning out tas
questioning their commutment

Anexample frontmy own teaching—mwy hirst
period class this year can appieciate James Joyce's
Portrait of the Artist as a Young Man, William
Faulkner’s Light in August, o1 a Shakespeare play
Kids pick up the ball immediately - There is much
discussion (I'm almost more the basketball coach
than the teacher), though there is otill too much
teacher talk 1 can come out of there feehng, “I'm
a great teacher,” and really excited. Then 1 havea
periodoft - And then Thave my third period class,
which 15 seniors agam, most of them reading
around eighth or nith grade levels, although
some of themat sixth and seventh gradelevels. In
my tirst period class we sit i a big cirele and we
talk about hiterature and writing. Betore my third
peniod class 1 have to stand outside the room and
wat until the teacher comes out  As svon as the
bell rings, T run in and rearrange the desks m nice
hittle rows so 1 can keep control. [comeout of my
third period class usually feeling pretty
incompetent, often feeling verv angry and often
blaming the parents, blaming the kids, and mn a
sense blaming everybody but myself

I think all of us have to realize that whonm a
teacher teaches has an enormous impact on
whether a teacher stays or doesn’t stav - Ideally,
we would like to say all kids are the same and all
kids are wonderful.  You know, as Father
Managan ot Boys Town said, “There is no such
thimg asa bad boy” T'would beg to disagree with
Father Flanagan, my Irish Cathohe background
notwithstanding,

For example, a colleague ot mine was
teaching all of our low-track students two vears
agoe  This woman was miserable—angry in the
teachers lounge, angry at thekids, frustrated, and
thinking about quitting teaching. Then her
schedule was rearranged so she s teaching kids in
the higher top t +ks, and she 15 now a totally
ditferent person. She is happy agam, she 1s
committed, and she is feeling that feeling all of us
as teachers need to feel most—that we are having
an impact. We're not just sitting in there, doing
what our superintendent calls the “ditto
curriculum,” in which dittos are handed out and
the kids fill in the blanks and shut up. We are
doing mwore than just keeping control, which is
what a lot of us are forced to do with poorly
motivated kids in high school whe cannot read,
write, or compute very well.

Thev are

In the wpeech last night a teacher was quoted
as saying, “Kids today don’t seem to care as
much. There seems to be less direction and
discipline at home.” Thnow it is too easy to blame
others.  Wilham Bennett blames Ted Sizer, the
universitics blame the high schools, the high
schools blame the grammar schools, and we all
blame the parents. And the mother looks at the
dad and says, “Well, you know, that gene is not in
my famuly.” But the statement that kids don’t care
as much and that there is less disapline in the
home is largely true. One of the top science
teachers in the country, who had seven
Westmghouse tinalists a few years ago at our
sthool, was tearig his hair out about the fact that
kids simply are not mterested m science as they
used to be fifteen years ago, and that fewer and
fewer kids are willing to put in the hard-nosed
work every night that physics, chemistry, and
calculus demand  Many of our wonderfully
committed and dedicated science teachers feel
this way.

Those of us who are English or humanities
m¢ ors know that one can fake it, and a lot of us
probably did fake it through college and graduate
school, but physics separates the men from the
boys, and the women from the girls. Science
teachers are finding kids simply are not willing to
put m the work they used to be willing to do.

Another frustration. there are a lot of lousy,
rotten, stinking teachers. They have no right
bemg near kids, and the kids cannot stand them,
but they have been m the school system, ten,
twenty, or twenty-five years. They are
untouchable. On the other hand, one ot the best,
toughest, and most popular teachers n the social
studies department at my school got riffed. Sheis
the only teacher who assigned a twenty-page
term paper, just as kids were deep into the senior
slump and the senior prom. The kids were
screaming and hollering.  But they love her and
flock to her classes.

There are a lot of rotten teachers, but, at the
sanwe tie, | think many teachers are sick of bemg
blamed for the problems of the schools.  Your
pohcy statement [“Assuring School Success for
Students at Risk”] says, “We have abundant
analysis and evidence that students at risk are
often poor, minority, or non-English-speaking.
Students at risk frequently lack community and
tanuly support. Evidence shows clearly the
schools’ failure to serve students at risk results
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from these factors. low expectations for student
performance....”

[ know it is true that low expectations do
defeat students, but I also know many, many ve
good teachers whom you would love to be your
own kids’ teachers, who have very high
expectations and who are having no impact at all
on high school kids, especially with the at-risk
kids whom we are talking about. I think we will
have to come to a point where we admut that
many of these kids are lost by the time they get to
high school. We are going to have to find, if not
another place for them, certainly other methods of
reaching them What we really must find, as we
all know, is a way of reaching them even before
they are in school, reaching themr mothers, or
reaching them even in nursery schools

Today’s Social Environment

It may sound like a cop-out, but I would like
to talk about some of the social forces (and 1 think
we all know them) that I and other teachers
confront every day. When [ went to school at
Notre Dame High School in Batavia, New York in
1958, you either had a car or you were mn the
National Honor Society. In a sense, you simply
had to study, not only would the nuns beat youif
you didn’t, but there simply wasn’t that much to
do. There certainly wasn’t that much television.
Today, I don’t know exactly what the percentage
is, but the majonty of my students work after
school. 1 have doctors” daughters and
high-rolling Washington law yers” daughters who
work anywhere from four to eight hours after
school, obviously not because they need to, but to
keep up with the latest fashions—to pay for cars,
not just those like my own Citation, but the
flashiest cars that you can possibly buy.

The work problem gets worse in lower
socioeconomuc groups. For example, kids come
into school who live in dire poverty, but they are
dressed in as much as $700-800 worth of finery.
The $160 Timberland boots, the Gortex $300
leisure suit, the gold chams, the whole brsiness.
Jobs are taking an enormous amount of time away
from school. When you ask a high school Kid to
read 60 pages one night, the answer is, “l can’t,
['ve got to wotk.” 1 have heard it and most
teachers in the country have heard it. And the
expectation is that work comes first.

Another little distraction that we never had in
1958 in Batavia, New York is the infamous VCR. |

know that those of us in the schools ate probably
using them to good advantage. Some of my
students leave the house at 7 am  to go to school,
and they set the VCRs to tape the soaps. One girl
says that she wants to pick up that 12.30 one,
which  think 1s “Santa Barbara. ” Would anyone
admit to knowing what it is”> She says that she
sets her VCR for 12.25 because she likes to pick up
those ads so she can kind of swing nght into it
when she gets home and have the tHlusion that it
is all hve. They tape about three hours of the
soaps, get out of school at 2 o’clock; go to some
menial job like filing at the Pentagon, get out of
thereat 5.30, and get home at 6 and start watching
“Laverne and Shirley” and the reruns on Channel
5. Then they come out of then rooms to eat with
their parents and then go back, watch the regular
fare maybe until 8 or 9 p.m., and then plug in the
s0aps.

Now, as unbehievable as it sounds, it’s true.
There are kids watching six to eight hours of TV a
day. One girl said tome, “I don’t hive in my home,
I hve in my room with my TV.” They are hike
Cistercian monks cloistered away m therr rooms

The other problem that we never had when |
was a kid—the empty home. For some reason,
our school starts at 7.30 m the morning. In my
morning class the kids are just zonked out. When
they are full of energy at 2 p.m. we send them
home. The vast majonty of them have empty
houses where they can go and at best snooze or
just lie around, at the worst engage in casual <ex,
drinking, whatever. I'think kids today are getting
angry about their parents’ neglect.

Last week a reporter from the San Dicgo Union
came to our school and interviewed students.
He's wnting a book on raising children today,
which will be called I'll Play With You Tomonow.
Listening to him interview these kids, seeing their
anger, was like a window opening for me. One of
my top students said, "Whea | was growing up
my mother was home, my dad was home a lot,
and | got a pretty good deal, but my little brother
15 messed up, because nobody’s home anymore
and 'm having to take care of him. And my mom
1s exhausted when she comes back from work and
he’s very angry about it, and I'm angry about it.”
And another girl, a top student who was aceepted
by three vy league schools said exactly the same
about her fanuly, that the vounger kids in her
family are not being taken care of the way she
was.
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What Will Keep the Teachers Teaching?

In our school the problem of teenage
pregnancy grows as socioeconomic levels decline.
We are all aware of this, but let me make this
point. Out of our 2,400 students, including 18
National Merit Scholars, 120 girls had babies last
year and slightly more the year before. ( That’s not
the number of girls who got pregnant: that’s not
counting abortions or the girls who didn’t go to
public health to have the baby.) These girls are
provided with homebound instruction and
complete care. Even though most of them are
semi-literate, each gets a meamngless diploma.

Another distraction in my school is
crack—and the new drug that they discovered in
Alexandria and the Washington area last week
called bazooka. This is a cheaper form of crack
that anybody can buy for five bucks. As
unbelievable as it sounds, there are drug dealers
going tothe houses of my students, in the housing
projects of Alexandria, offering parents cash up
front if their younger children, especially the
junior high kids, will push drugs for them. They
are promising the best lawyers in the Washington
area to get the kids off if they are arrested, and if
things really go wrong, they are promising to
relocate them in another city.

Faced with these and other problems, I don’t
think it is an exaggeration to say that teachers
today are up against the wall. 1 talked to 300
advanced teachers at a New England conference
recently. I had the scnse they were top teachers.
Their feeling was, ”1 can hold on maybe ten years,
maybe fifteen, but I really feel sorry for the new
teachers coming in now.” The sense is that
schools are being overwhelmed by these kinds of
social problems.

Solving the Problems

And what do our leaders give us? 1I'm
certamly glad that Susan mentioned this last
night. It is not the role of principals to be
instructional leaders. Most of them simply do not
have the talent. What's needed 1s some kind of
renaissance man, a John Donne or Thomas More
who hasn’t existed in the last three or four
hundred years, to really do the job of instructional
leader ina high school. Most of our principals are
managers. Many of them in our system are
control people. They were mn a classroom maybe
three or four years, often running a crisis center,
or they were coaches who were in the public eye
and known in the community. Then they were

promoted to principal or to some kind of
administrative post.

What do we get from these people? Very
often it is the clichés of Madeline Hunter. The
teacher should go m and do a sponge activity
Something should be written on the board so that
when the kids come m, they can sit down and get
busy. There are three varying activities during
classand thena closure activity, where the teacher
tells them what they learned today. And the
bright kids aresaying, “l can’t stand it. We go into
one class and they tell us what we learned
yesterday.  They’ve got something up on the
board that they go through, and then they tell us
what we learned today. Then we go to the next
class, and 1t goes on and on and on.”

But this approach may look good. As Ted was
saying, it's an easy solution and it looks good on
paper. Given these challenges, perhaps your
biggest job is to reduce the isolation of teachers, as
Susan was saying yesterday. That 1s an easier
task, I think, in junior high schools and
elementary schools where there 1s a lot of team
teaching.  But from talking to teachers and
looking at schools i my area, my feeling is that
isolation is the rule m American high schools. We
work ina closed-door culture. you walk mto your
room, you close the door, and you feel very good
about it because you are safe.  You take your
education courses, you get certified, you go mto
the classroom, and 35 years later you come out.
Hardly any adult has seen your work, haidly any
adult has offered you encouragement or prase.
The only adults wwho were in the classrc om were
the note-takers who slid in and wrote the httle
things i the back of the room. Then they talked
to you about them and put them n file, but they
really didn’t encourage you or make you feel
good about teaching

One of the hughlights of my year was a letter
I received the other day from a mother who went
on about how | helped her daughter. Her
daughter was in an advanced placement class,
and she had difficulty getting mto the class and
had trouble in the begimning, so 1let her shde with
a ”"C” the first quarter. That’s all 1 did, I think. But
the mother wrote me a letter saying how good the
girl felt to be in this class and to compete with
these kids she had difficulty with during her
whole school carcer. That’s almost all the
encouragement 1 have received all year about
what I have done in the classroom. Maybe | have
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done such rotten stuff that 1 should not get any
encouragement, but I don’t think that is the case.
Teachers get very httle encouragement from other
adults.

It 15 easy to knock adminstrators, sometimes
it gets to be a favorite pastime of mine or a favorite
pastime of teachers in our workrooms. It 1s very
hard to be a lugh school ad mmistrator, especially
in a diverse school like mine. The principal will
have a mother on the phone complaining that the
gwidance counselor’s recommendation to Yale
wasn't long enough and that's why the kid didn’t
get in. The Afghans and Nicaraguans will be
fighting in the parking lot. Insome dark corner of
the stage in our enormous cavernous auditorium,
there will be a couple making strange sounds. We
don’t know what they are doing. The principal is
running around putting out fires, and the
assistant principals are simply too busy chasing
troubled kids around and keeping order in the
school to really keep an eye on teachers or really
encourage teachers.

Let me give you my favorite example about
my getting help as a teacher. 1 have taught some
twenty-one years and the biggest help I got was in
my twentieth year, last year. 1 met a woman at a
conference named Peggy O'Brien who is the
education coordinator at the Shakespeare Theater
at the Folger in Washington. 1 knew shehad to be
good because the Royal Shakespeare Company
sends her to London every year for three weeks to
teach British teachers how to teach Shakespeare.
So | mvited her to come and teach my classes
about Shakespeare.

She came before a group of about 100
students. Everybody sat i a crcle m a
theatre-like setting. She began talking ebout
Shakespeare and their complamt was, “The
language 15 so hard and he makes us memorize
thus stuff.”” She said, “Well, does he ever get you
up on your feet to act the stuff out?” They said,
“No. He sits there and he reads it to us, or he has
us read it to each other,” and their general point
was, “Welsh is boring as hell when he teaches
Shakespeare.” She said, "OK, T want to get you
up on your feet.” She grabbed a bunch of kids
and they did a scene from Romeo and Julict. Then
another group of kids did a scene from Hamlet.
She said, “OK, I want you to tell him that when
you go back mto the classroom, he's got to let you
act the plays out.” She said to me afterwards,
“You've got a lot of problems, but the gaod thing

about you 1s that at least vou realize you've got
the problems. Most teachers don't ”

I went back to the classroom and not only did
Othello take off with my advanced piacement
students, who are very bright and motivated, but
to my amazement it also tool. off with our phase
two students. (In our school, “phasing” is a
euphemisiit for tracking ) These kids, who don’t
even like to read the Washington Post sports page
or anything in print, loved to read Shakespeare
when they were up on therr feet acting.

One of the problems in helping the teachers 1s
who is going to do the helping. A lot of
administrators simply are not capable of helping
people in certain subjects They can go in and
look for the big picture, yet that is why m our
school system they really were “digging” the
sponge activity. If you don’t have your sponge
activity on the board 1 can write that down.
That's observable. But what 1 think most teachers
want is coaches. | want a Peggy O'Brien, who is
an expert i Shakespeare, to teach me how to
teach Shakespeare. 1 want somebody else who 1s
an expert in poetry to teach me how to teach
poetry. 1 have always had good luck with poetry,
but drama has been a disaster with me until
recently.

When | found out that for twenty years I had
been doing it the wrong way, 1 felt angry, but then
there was a sense of guilt about 1t 1 had the
feeling that there is more out there that I could
learn, that when I complainabout my third period
class (which mercifully will end in five minutes
and release the sub), and my difficulty reaching
them, that there are ways that I could reach them,
but nobody showed me. Nobody has come into
show me and because (as Ted was saymng) of the
way that school is structured, with a rushed day,
it is very difficult for teachers to get together or to
come in, see each other, and coach each other.

If there is anything you should do as the
icaders in education, it is breaking down the
1solation of teachers, getting them to see each
other teach, and getting experts to help them. 1
know that is hard, because 1f you live behind
closed doors for twenty years, you get to love it
It is so comfortable and when any adult comes in,
you panic. It could be anyone. It could be a friend
zoming in. Perhaps new teachers coming into the
schools are accustomed to adults walking m and
out of their rooms, as it is often done in
clementary schools. Perhaps they are able to
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break down that closed-door culture, so teachers
can improve, so the best can get better, and those
who arereally desperate can either improv e or get
out.

Helping At-Risk Youth

An issue that haunts me a lot in my school 1s
that there 1s greater teacher attrition where kids
are most at risk, and that is in inner-city schools
today. In Alexandria we don’t have a strong
middle-class black population. Because of
discriminatory housing patterns, blacks who
have made it in Alexandria would move to
Maryland or into the District of Columbia. We are
just now building a strong, middle-class black
population. We have very affluent white students
who hve in these federal homes on the Potomac
and very poor black children, many of whom hive
in housing projects.

Our school board, this year and last, declared
minorty achievement its main goal. What 15
minority achievement for our school board? It is
focusing on the hottom 35 percent of kids in the
school system. As I said before, we need to reach
these kids early. The pomnt in your little brochure
that I agree wth the most is the guarantee of “A
parent and early childhood development
program beginning ideally for children by age
three but no later than age four” If we are going
to catch low income minority kids, these kids in
my area who happen to be black and who hve in
dire poverty, if we are going to turn the situation
around so they don’t become the absolute scourge
of the high schools, we must reach them early n
therr lives.

They are really the victims of the schools.
They've been passed along. They are going to
graduate with their phony diplomas, many of
them reading at the fifth and sixth grade levels.
Unfortunately, we don’t look upon them as the
victims.  We look upon them as the
troublemakers, but we're going to have to admit
the other side of it. They are the kids who are
driving teachers out of teaching, and I mean white
teachers as well as black teachers 1don't think it
is a racial issue. Some of it1s, but [ think a lot of it
comes down to a class issue.

If we are going to pull up the at-nsk kids,
many of whom happen to be black, we have to
start looking at the top black kids inour school. In
a recent Washington Post article, I wrote about the
difficulty that the high achieving black kids inour

school system have. They face an academic
apartheid - which the honors programs are
almostall white, with three or four black kids, and
the low track classes are predominantly black. 1
was amazed to hear them talk. These black kids
i the honors courses are under enormous
pressure in our schools, and they are getting 1t
from both ends.

They get pressure from white kids who are
questioning their achievement. One senior who
just got into Harvard, Yale, and Brown, 15 a
brilliant kid with straight A’s. White kids with
lower SAT scores are saymg to her, “You only got
in because you are black.” Throughout her career,
she and other bright black students have had to
deal with white kids who assume their success is
due to their race, not real achievement.

There is even worse pressure to prove to other
black kids, to the low achievers, that they are
really black even though they are smart. Recently
a black girl who got mto Wilhams College (one of
the brightest kids | have ever taught) was sitting
on the front porch of our school with a white
friend. A semiliterate football plaver who reads
below the sixth grade level and cannot get the 700
cumulative SAT score to play football in college,
came up to her and called her, “a white nmigger
scho-o-lastic bitch.” In my school the-eis a whole
group of very bright black students who find 1t
very difficult to achieve. There 15 an
anti-achievement ethic that 15 rampant among
these kids, especially among the boys. This 1s the
kind of pressure the top black kids face.

This year our football team won the state
championship. I'm not anti-athletic (in fact 1am a
wild sports fan), but it bothers me that the football
team got a parade downtown, a night at the city
council, and plaques in the city square, while the
eight black kids who were recognized by the
National Merit Corporation for outstanding
achievement got no recognition.  What kind of
message does that send to other kids, especially to
the younger ones?

I think we haveto pay special attention to top
black kids, to bring them together to talk with
each other. I'think we have to glonfy them. Now
the District of Columbia has instituted a program
where each child who comes in the top ten
percent of his/her high school class will get
$1,000. That may sound hke a quick fix, butitis a
start to recognize these kids and to hold them up.
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I know that the chuets are concerned with the
dropout rate. We have all got t be concerned
with 1t, but there 1s another rate | am concerned
about, and that is the kick-out rate. As a teacher,
1 just can’t help but feel that we have got to be
willing to boot more kids out of school. T think 25
or at the most 50 students, perhaps one percent,
should not be attending my school. Recently the
captain of our football team, was arrested with a
gun i his trunk, $5,000 worth of crack in his tront
seat, and $1,100 in cash. lle was arrested on a
Friday. The story appeared m The Washnigton Post
and on the news, and he was back m school on
Monday morning,.

Within the same month, he was arrested
agam for mterferig with his brother’s arrest. He
was m school the next day. He was arrested for
malicious woundig—beating a guy with a
bascball bat; he was m school the next day. He
was arrested agamn, the fourth time m one month
This guy hikes pubhicity, he has become a
houschold name m the Washigton area Every
day he was back m school.

We have to abide by the law. The s mnocent
until proven guilty. The guy did beat the rap on
the crack. They could not find hus fingerprints on
the plastic bag, and the two guys in the car with
him, who are sophomores in our school, pleaded
the fifth amendment. They are back m school
Sister Carmehta, my teacher in eighth grade,
would dispateh those guys quickly  None of my
high school or grammai school teachers would
have tolerated this.

I do not know about other states, but in the
state of Virgimia, the principal and teachers cannot
be told if a kid 17 or under 15 on probation for a
crime, no matter how serious the crime 1s. One
cop sard over 200 hids m the Alexandnia school
systemu are on probation. A cou; of years ago
one of these kids hut a teacher v.nuna club One
hired a hut man to come inand it a teacher who
made him take off his hat in che.. But we as
teachers cannot know who 1s on probation

The big joke 1s that the kids know who are
dealing drugs. When someone 15 arrested tor
deahing drugs, the admmustrators and teachers
say, “Oh, we can’t believe this. Our hero!” The
kids say, “It's been gomg on for two vears. FHow

could you not know?” They all know what 1s
gomy on. 1Us veny demoralizing to teachers and
admunistrators and, I'msure, to yourselves, to put
up with thus.

However, 1 am convinced that a small
nunmber of Kids need to be somewhere clse.
Father Flanagan was wrong. There ts such a thing
as a bad boy, and thereis such a thing as a bad girl.
And the real tragedy hies in ther defeating and
destroyig themsclves. They're having no nipact
on the lugh achieving kids in our school. These
Kids look on the criminals, the bad news kids as
amusements.  They think it’s funny that in our
school they can ask one kid, “Are you going to
Harvard, Yale, or Brown?,” and ask another guy
m the hall, “Are vou gomg to plead the fifth or
gutlty?” They find this amusing 1 think we will
have to be willing to get nid of a small number of
kids, if we want to keep teachers teaching and a
decent morale in the schools

There’s that obsession about kids getting
diplomas  Well, these people are going to get
their diplomas on June 16th at my school 1t will
be meaningless to so many of them. They've been
domg the ditto curricutum, filhng n the blanks.
We've been keeping them quiet, and they really
didn’t get an education  I'don’t know what kind
of jobs a lot ot them will get.

Ted Sizer said that we have a late nineteenth
century design for schouls, and 1 agree Those
teachers who | thought were so great in my ligh
school founded their teaching on that design
However, we don’t have late nineteenth century
kids 1n schools today. Whether the kids are
poverty-stricken or affluent as can be, they are
distracted, they need all kinds ot attention, and
most of all they need exciting teachung,. If there s
any thing 1 learned in writing a book and focusing
on my school, 1t 15 that schools are colossally
bormg to students—to the brightest as well as
those who can barely read.

I think evervthing 1s up for grabs  Be willing
to look at things ana change the structure of the
schools, the structure ot the dav. As Sizer said, be
bold If you do, we can finally start reaching these
kids who are at rish. We can start reaching them
carly, finatly make changes m our schools, and
keep good people teaching,




ERIC

Aruitoxt provided by Eic:

An Overview of the National Roard
for Professional Teaching Standards

-

James Kelly, President
National Board for Professional Teaching Standards

I am happy to have an opportunity to talk
with you today about the National Board
for Professional Teaching Standards. I thank the
Council of Chief State School Officers for
arranging this conference, and David Hornbeck
for his leadership of the Council and scries of
commitments that the Council has made on the
subject of the education of at-risk children 1t's an
outstanding program, a group of distinguished
speakers, and 1 know that there are many in th »
room who can think back a number of years when
it would have been literally impossible to
conceive of the Counctl of Chief State School
Officers taking a national leadership position and
forthnight mitiative on the subject addressed by
the policy statement on at-risk vouth.

I commend the leaders of the Council for
adopting the policy statement. The fact that the
Counal has chosen to declare this a central 1ssue
for its own deliberations and 1ts programs 1s
something that all of us who care about education
in America should applaud  I'd like today to
make a few comments about the environment
within which we're working on improvement ot
schools in the United States and then say a few
words about the National Board for Professional
Teaching Standards.

There are two thoughts that scem to me to be
central to the Council’s thinking and my thinking
The first 1s that the education of at-risk children
involves the entire education system and not just
anarrow segment of institutions and personnel 1
don’t think of the education of poor children or
educationally disadvantaged childrenas a project
or special area, or as a temporary theme or set of
1solated institutions.  The education of at-risk
children is not exactly the same thing as the
education of all children because special attention,
efforts, resources, and knowledge are needed. 1
do believe that all elements of the education

system, trom the President of the United States
and the governors through the chiefs and the state
and local boards, are  essential and must be
engaged.

This leads me to my second pomt, that even if
all of those great dignitaries do wonderful things
on behalf of the education of at-risk children,
teachers remam the central resource. When all of
the shouting 15 finished, you end up with some
children m a classroom with a teacher. What
happens there is vital, not just to the daldren who
are at rish and to the education system, but to the
country as a whole

There are several, major environmental
reasons why the status quo 1s not good enough for
the challenges w e tace at this trme. Tdon’t behieve
that the schools serve only themselves. T sav as
the President ot the National Board for
Professional Teaching Standards that T don't think
the education sy stem enists just for the teachers, |
think the education system seryves the nation, the
society, the future, and the cconomy  We need to
think caretully about the kinds of demands that
are bemg placed on us by the broader socety—the
kinds of needs the society has—as we think about
issues the Counal has rased in its pohicy
statement

The Good News

It is very important that we keep the good
news and the bad news in perspective. 1t s
entitely possible to tocus so much on the
shortconungs and tailures of the schools i the
United States that one fails to remember the many
astonishing changes and accomphishments m that
system that took place over a relatively short
period of time. For example, i less than 50 years
the system has moved trom 20 percent hugh
school graduation to 70 percent. From
segregation in St Louls, where T grew up, to a
constitutionally desegregated system. From an
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clites-only in higher education to more than 50 During the 1980s, we have been floating
pereent of high school graduating classes going to along on a sea ot Japanese dollars—borrowing m
college From separate and madequate education our extravagance almost $2000 per worker per
for handicapped children to the revolution that vear for the last seven years, which our kids are
has occurred i the last ten to fifteen years From going to have to pay back in one of two ways.
monolingual education to bilingual education One of them s a decreased standard of living
The system has gone from 65 pereent reliance through the fluctuatin in purchasing power of
on the property tax to states providing over half the dollar. The other s through increased taxes to
of school revenues. This 1s m part because state pay back not only the debt we have accumulated,
revenues are clastic and m part because states but the huge imterest payments on that debt.
struggle constantly agamst the inequaties which Even if the cconomy were fine, we have
they themselves created when they established another problem in this country that demands
school districts with such mequitable powers to major cfforts to restructure and reform education
tax and provide resources per student. And, so that it will work better. That 1s the 1ssue I call
during the last twenty vears especually, states “social cohesiveness.”  Alone among the great
have provided large mereases i real dollars spent industnally advanced nations, this country has a
on the education ot children. diverse population We like it that way. It 1s
These are accomplishments i which growing evermore diverse as there 1s = constant
evervone concerned with schools m the United wave of imnugration coming into this country
States can take pride. Our system, perhaps that goes back, not five, ten, twenty or fifty years,
uniquely among all of the large, advanced, but since 1619. The common school i America
industrial nations, subscribes to the goal of the has a special burden to carry. Compared to any
education of all chuldren—not just those who pass other institution that has been given this
a test at the end of the seventh grade and not just challenge here or elsewhere, schools have done
those who arenich. So these are really important, very welll But very well 1s never good (nough
positiy e accomplishments upon whuch we cannot wit' the income and racial distinctions that
rest, but i which we can take pride as we look persist in this society along with a growimng
forward to the kinds of challenges we have. underclass.

The third rationale for education reform is the

Four Major Concerns American ideal for citizenship. That is to say, the

More of the same 1snt gomg to be good cnvie education function of the schools needs to be
enough.  The world’s economy 15 changing. reexanmuned. When less than 50 percent of the
Americans who w ere tramed to work n factories population votes m presidential elections and
and on farms that no longer exist have children where fiv e or ten percent turn out for school board
comng to school who will have to learn to think clections, this 15 a sertous problem, especially
for a living. I'm not going to go through the combined with the social cohesiveness issue and
panoply of problems tacing the American the constant tmmigration and linguistic
cconomy, but it 1s being transformed and the heart differences of our population  There are serious
of the future of this economy is in brain power, problems which the schools need to face with
human capital, and m the human resources the regard to educating people to be atizens na
nation can attract mto productive ccononie modern, industral democracy. Maybe someday
activity.  The economy 1s in and of itself a very there will be a generation which will say, “No, we
mmportant reason why we must reexammne the refuse under ethical grounds to borrow $2000 per
content of schooling and the productiveness of year per person and require our children to pay
schooling. 1f wedon't, we willend up witha very that back.”
unhappy situation where we have an insufficient A fourth major reason—ceven if the rest were
proportion of vur population producing cconomic only just so much rhetorie—is that wehavea firm
wealth and a much too large proportion unable comuutment to the education ot cach mdividual.
to produce wealth and demanding consumption That’s what motivates most of us who are in the
and support, largely because they did not, for one ficld of education. We want to do thebest we can
reason or another, acquire the proper kind of for cach and every cluld in America. So there are
cducation while going through school four macroenvironmental concerns. the demands
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of the ecconomy for competitiveness, the
cohesiveness of the society, the education ot
citizens to run this democracy, and the maximum
development of each mdividual. In addition,
there are two special issues within the teaching
profession itself that require a lot of attention
They are classic examples of the old adage that
you'd better watch out what vou want because
you're liable to get it

The Supply of Teachers

The first of these has to do with the supply of
teachers, both the quantity and quahty of supply.
’m not going to recite at length the statistics with
regard to the quantity of teachers. but in 1982, the
country hired 115,000 new teachers and in five
more years it is expected that the number of new
lures coming into the system will be approaching
a quarter of a mullion  More than half the teachers
now teaching will be retired or will have resigned
within a few years and will be replaced  So we
have an historic opportunitv to replenish the
teacher workforce, or we have anhistoric problem
about the replacement ot this workforce,
depending on how you look at the issue. The
prospects of having a sufficient number ot
teachers coming out ot the colleges and mto
teaching five orten years trom now would require
almosta fourthof all college graduates in America
to enter teachung—a goal we are not likelv to
achieve.

Within that problem ot quantity 1s embedded
an even more serious phoblem. which is the
suy ply of minority teachers  The numbers are
extremely disturbing when one looks at the
increasmg propertion of minority enrollments in
schools and the decreasing proportion ot
minorities incollege who elect to go into teaching,.
Teaching as o profession has benefited for a long
time pecause women and minoritics have had
relatively few occupational choices  Now able
women and minorities i colleges are luauriating
in many professional opportunitics. I have a son
who is just graduating from the Stanford MBA
program. Back when 1 was at Stanford for my
doctoraiv, irere probably weren’t ten women
the Stanford MBA program. llalt of my son’s
graduating class of 300 is female.

So, as a profession, we in the education field
need to find ways to mobilize the ideas and
resources of the country to make teaching more
attractive as a profession so we canattract the next

generation of teachers. What we do about this
the next ten or fifteen years will have a tot to do
with the quality of people who are i teaching tor
aquarter of a century and more. The solving of
that problem involves m part the financai
support ot teachers” salaries. Salanies have come
up m real terms in the last several vears, but this
period of increasing teacher salaries follows a
ten-year period of decline in real terms  Despite
the mcreases of the last several vears, teacher
salaries are near the bottom i companson with
those of other professionats

The Status of Teachers

A second aspect of this 1s the esteem for and
sense of self-worth in the teaching profession
When my mother became a teacher m the late
19205, she did so because there were almost no
other occupational alternatives for her  Several
vears later she was told that she could not teach
any more because she had the temerity to get
married That was m 1932 Fifteen years later the
system changed and she returned to teachung,.
She taught until she reached retirement age The
point of this story 1s that ey en during that time she
telt good about being a teacher She didn't sav she
was “Just a teacher”  Today, when kids think
about teaching, they say “I'll just be a teacher
You can’t change that without some monev, but
money alone won't change it Changing 1t, as a
self-esteem 1ssue, as a perception issue, m a real
marketplace with real competition, 1s gong to
require some restructuring  It's gomg to require
not just restructuring teaching within the school,
but new wavs ot thinking about the role ot
teachiers and the meaning ot the professional, o1
the teaching field will continue to be percaived by
prople outside of 1t and at the margins as a
low-status, low-pay, lock step situation with no
hope  The labor market would tespond to
demands for new teachers by Tow erig standards

That 1s myv view of the environment within
which the National Boaird enists, and also the
environment within which we're tiyving to think
of new wavs to improv e the education of at-rish
children.

The National Board for Professsional
Teaching Standards

I've been ashed to talk about the National
Board tor Professional feaching Standards and 1
wi'tdoso, Lappily and briethy, and then take some
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questions. The National Board was established a
vear ago, with 64 members, and the statf began
work in November of 1987, The mission ot the
Board is to establish high and rigorous standards
for what teachers should know and be able te

do-—not just what they should know in a passive

knowledge sense, but what they necd to be able to
do m the classroom because teaching 15 an active,
performing, interactional professional activity
involving judgment. It 15 not u rote procedure
Second, the Board’s mission 1s to establish an
assessment system that will ascertain which
teachers meet the standards and which do not.
Third, the Board will address a series of related
education policy and/or reform issues which are
related to its core mission of certification and
assessment.

The certification system that the Board
contemplates is intended to be voluntary and
national, but nonfederal (nongovernmental)
We're a not-for-profit corporaticn. We mtend to
establish a certification svstem that allows
teachers across the country to elect as to whether
they will present themselves for the assessment
process or will not. Teachers who elect to present
themselves for the assessment process will go
through it and we hope many will
pass—probably some will not. Those who pass
will become Board-certified—analogous in the
ficld of teaching to what happens to accountants
who become certified public accountants or to
doctors who pass, in addition to a state licensing
for general medical practice, aboard exammation
and become a specialist, lawyers passing the bar,
architects becoming board-certified based upon
knowledge and competence.

The National Board does not at this point
have a view regarding the relationship of 1ts
certificates to the decisions that vou as state
policymakers make about cducation policy m
your state. The Board 1s a professional
certification board. It 15 not a state or local
operating and governance board. Many of vou
know that I have a career-long respect for the
federal system and the roles of states in that
system. | think that the simplest thing that can be
said about it is that the Board 16 real; it’s going to
happen. There are going to be Board-certified
teachers and it 1s incumbent upon all of us to start
to think about the imphlications for state
governance and adminmstration of schools. One
helping hand has been extended by the National

Governors” Association, which has just ssued a
pamphlet called “Getting Ready for the National
Board,” authored by Governor Tom Kean of New
Jersev It makes a number ot suggestions about
some of the ssues ratsed at the state level by the
existence of the National Board.

The National Board was estabhished at the
suggestion of the Carnegie report, A Natwn
Prepared 1t emerged and was formed with the
active endorsement and participation of the
National Governors' Association, which
unammously endorsed the establishment of this
Board two vears ago, and by the National
Education Association and the American
Federation of Teachers, whose national unions
have endorsed 1t and some of whose clected
officials, including Mary Futrell and Al Shanker,
serve on the Board

The Board 1s composed of 64 people. Its chair
is Jim Hunt, the tormer governor of North
Carolina and a person many of you know as an
acuve feader m drawing education, political, and
business interests together for school reform
Two-thirds ot the Board is drawn from the
teaching professton. This may sound hke a lot to
those of you who are chief state school officers,
but it 15 n fact a lower proportion of members of
the certifying profession than n the other
professions that have national certification. 1t
would be unthinkable that the doctors would
have only two-thirds of the members of the
certifving board being members of that
profession So, one-third of our Board is from the
sector called “public and other educator.”  This
includes chief state school officers (two of whom
serve on the Board), superintendents, principals,
local school board members, state school board
members, governors, former governors, business
officials, and state legislators.  For example, the
President and President-elect of the National
School Boards Association serve on the Board,
and the past president of National Association of
State Boards of Education also serves on the
Board. Half the members of the Board are actively
engaged in classroom teaching,

The Board is a working one. It meets
quarterly. Those of yeu who ! we boards of eight
or ten or twelve can give some thought to how
much funit is to run 48-hour, morning, noon, and
night board meetings with 64 members. We have
had excellent attendance—some 53 to 55 per
two-day meeting. The Board works. It s actively
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engaged in a very important set ot policy
development processes which are tocused on
three main issues [standards for teacher
knowledge and performance, teacher assessment,
and related education policy and/or reform
issues] that I mentioned.

Standards and Assessment

We have a working group of about one-third
of the Board which is addressing the issue of the
standards and certification process itself. That s,
when we say that we will establish high and
rigorous standards for what teachers must know
and be able to do, what does that really mean?
What are the domamns of knowledge that should
be expected of Board-certified, excellent teachers,
and what kinds of standards should there be?
What kind of specialization should there be
within this system? I can’t imagine only one
generic Board-certified teacher—that is to say one
kind that would cover all subject matters and
levels; but we have not vet established the
architecture of this system as to the numbers of
specializations. It is possitle to imagine sone
15-20 different speciahizations, if you look at the
grade levels, subject matters, and specializations
that are prescnt n the system in large numbers
right now.

A second working group is looking at the
issue of assessment methods and process. In this
instance we have much to learn from the other
professions that already have years and m some
cases decades of experience. In the case of the
mnedical field, 75 years of experience have led to 22
or 23 different specializations. In every
professional certification process, there is the
need to define general education background and
special subject matter.  There is the need to
translate that knowledge into a professional
application.  And, finally, there is the need to
know how to perform the service that the
profession stands for.  So knowledge,
competence, and capability to perform are
common elements across all the professions. We
have a lot to learn from the other professions

We'll be hard at work conducting research
that examines those fields as well as other
possible sources of knowledge about methods of
assessment.  We will, of course, draw on the
reforms in teacher policy or in the way in which
states are licensing, paying, and rewarding
teachers. We will look at research in the field of

teaching behavior itself m order to be well
mformed and get the best minds in the country
working on the development ot the assessment
products and instruments that we will use

The Board has a small staff It has offices
Detroit and Washington. Our operating budget
this year 1s $1.5 milhon. 1t wall require a period of
several years, probably four to five, before we are
able to bring the first assessments onto lme. 1t 1s
going to require most of 1988 for this Board to
develop the first cut of its mtended pohicies
regarding the architecture of the system, the
knowledge base, and the assessment methods
that it chooses to pursue. YWe then will have a
F.riod of three or four vears of intensive msearch
and development znd product development m
order to bring a system of assessment onto line.
All of that research work will cost a lot more
money than the million and a half dollar
operating budget level.

A given assessiment could contain eight to ten
different components in a given certification
specalty. For examiple, m American history, one
might expect several d:fferent periods of history
each to be a separate component n which
knowledge would be required. Board-certified
teachers would also be expected to know how to
teach that subject to all children, not just to certain
kinds of children, and to know the pedagogical
knowledge base relevant to delivery of that
knowledge to children  To provide assessments
for, say, ten different components in 20 different
specialization areas, will cost an estimated
$200,000 per component, which is two to three
man-years of work per component. The
arithmetic works out to some $40 nmithon of
research and development activity needed to
produce 20 different speciahzations, certification,
and assessment methods.

The Board, m order to rai<e those funds, is
seeking a one-time commitment of the federal
government for $25 mithon under the following
three general stipulations. First, the funds would
be restricted to research and development
activity, and not to operating activity. Seeond, the
federal funds would be drawn by us on a
matching basis. That 1s, we would have to raise
nonfederal dollars to get federal dollars. Thurd,
the Board cannot accept the normal federal
detailed control, contract by contract, of the
allocation of these funds to the research
community. [t may be proper in other domains
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but, m this mstance, none ot you in this room
would want the United States Department ot
Educatton making detailed decisions about s ho
will and who wili not be the contractor to wnite
the teaching standards. So we have pledged a
wide variety of accountabihity schemes, a
prestigious research and development adyvisory
group, a variely of mernt review procedures,
publication of the results of our rescarch, and a
request for proposals procedure seeking broad
participation in the education rescarch
communutv. We'll be tollowing those practices as
we go forward.

In addition to federal funds, we have a $5
nuthion commitment from Carnegie Corporation
of New York to get us started - We will be seeking,
additional substantial tunds from national
private foundations with an mterest in education,
as well as from state governments having an
mterest n furthering the rescarch and
development at the Board or those that are
already engaged in the attempt to develop
reforms i therr own heensing procedures and
want to participate with the Board i that arca
Finally. we will at some pomt be ashing for
financial support from teachers themselves. S0
we have a big tundraising task ahead ot us.

We had a hearing on federal tundimg tor the
Board betore the Senate Labor and Human
Resources Comnuttee on February 18 of this year.
We were very pleased at that time that Gordon
Ambach, speaking for CCSSO, and a
supermtendent trom South Carohima, speaking tor
the Amcerican  Assodiation ot School
Administiators, mdicated that it was i the
national interest tor the rescarch and
development activity of the ty pe sponsored by the
Board to recerve federal financial support. Smee
that time the American Fducational Rescarch
Assoctation has indicated its support ot our
request tor tederal funds.

There s one inal point that Fw ould make. As
we look at the issue ot at-risk children i the
country and at the mvriad wavs m which our

work could have a positine or negatiy ¢ impact on
vour attempts to provide better education, there
are three main strategies we will be totlo ~mg
One of these—the most central—is the
substantive detimition of what it is that teache S
should know and be able to do. 1t 55 .av hope,
thoueh not a matter of established Board policy,
that the Board will expect Board-certified teachers
to be able to teach therr subject to all chuldren and
not just to certamn segments ot the American
population.

A second major wayv in which we hope to be
active in this area is on the issue of recruitment ot
new people mto the teaching field. The Board
cannot m and of itselt do much about the
recruttment of teachers, but we are positioned to
be a leader among a coabtion or partnership of
many leadership groups that tiy to raise the
visibiity and salience of this issue to a very kugh
level. We should all work to try . get the next
president of the United States to commut to a
national effort—a federal eftort to be more
predse—to encourage yvoung people to enter
teachmg. Through some scheme of loans or
scholarships we should encourage people to
follow through and actually teach.

A third major 1ssue that we will be concerned
about 1s the issue of mtrastate tmancial equity. As
the numbers of Board-certified teachers multiply,
there 1s almost certamly gomg to be mterdistrict
competition tor these people, Just as there now 1s
mterdistrict competition tor each and cvery
tesource valued by the Ametican people and by
local school boards, superintendents, and teacher
unions. As that mterdistrict competition occurs,
states will have a very maportant role ne. cemg to
it that there is some equitable and fair access to
Board-certified teachers withm their states

So our strategy boiled down s pretty simple,
We hope to do a lot of things to develop better
teachers m order to mprove teaching. We think it
we can have better teachers and better teaching,
we will have better schools
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»iv god Futrell
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National Education Association

I am genuinely gratetul for the opportunity
to address this conference. | can think of
no more mmportant time for us—the
representatives of such diverse constituencies
within the education community—to meet
together T know of no more important time to
remember that the ideals we share—the ideals
that unite us—are far more important than the
differences that sometimes threaten to divide us
I know of no more important time, not merely to
discuss collaboration, but to exhibit collaboration.

There is real urgency to the task that confronts
us  For each moment that we ask our at-risk
students to wart for relief, to wait for help, to wait
for the day when every school faculty member
Kknow s how ta meet therr academic and emotional
needs, another chuld drifts toward despair
Another child falls through the cracks. Another
child drops out of school and drops mto the dark
underbelly of American hfe

I sometimes tear that we insulate ourselves
trom this pamtul reality. T sometimes fear that the
phrase “at risk” has become so tamiliar a part of
our ocabular_\ that it has ost its meaning, lost it
capacity to ignite moral mdignation When we
speak of 12 milhon at-risk students, that statisti,
like the statistics on casualties that we histened to
mghtly during the Vietnam War, numbs ow
moral sensibibitics. We have hstened so long to
talk of at-risk children that our analysis has
become no more than an mtellectual exercse,
devoid of the outrage we ought to teel—devord of
compassion.

William Butler Yeats once wrote that “Too
long a sacrifice can make the heart astone ™ Lt s
not tet that happen We cannot allow the words
"at risk” to become buss words  We must
remember that we are talking of Jhuldren racked
by pamn, children who endure hunger that yvou

and I have never known, children who live i
alleyways, children who seck escape i alcohol
and crack, cluldren for whom suicide so often
scems preferable to the slow death they feel
approaching.

Interrupting the cycle of desperation that
defines the life of the at-risk child will require the
concerted efforts of all educators.  And it will
require a new alliance among K-12 teachers,
admustrators, university professors, university
deans and presidents, and, yes, parents and the
government.

I'm not saying, of course, that we will become
one big happy fanuly. I'm very much aware that
getting the varous constituencies that comprise
the education community to agree on anything s
alot like trymg to teach the Mormon Tabernacle
Choir how to breakdance—or Michael Jackson to
clog.  Nonetheless, 1 believe our respective
agendas are probably more similar than most
people realize. While differences will persist, that
15 No reason why we cannot forge an athiancee for
educational progress.

I behieve the fust goal of this athance must be

not just to ponder plans, but to take action that
brngs rehief to at-risk chuldren and provides them
with the quality education they need and deserve.
But 1f we are to achieve this goal, we must meet
several prerequisites that T now wish to outhine,

A Change of Attitude

Iirst, we must change our attitude toward
those we today pronounce uneducable and those
whose applications to institutions of lugher
education we so quickly stanp rejected. On this
1ssue, Fmust mject a personal note My mother, a
widow with two voung daughters, raised her
children alone on the $15 a woek she carned
working as a maid od short-order cook But she
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never iet adversity many way difute the emphasis
she placed on education. 1 could have been
defined as a multiple at-risk student, but mv
mother told me in no uncertain terms that
poverty, race, gender, and peer pressure were
never to be used as excuses for not achrevig
school.

My teachers reinforced that message. They
held high expectations—both acadenucally and
behaviorally. They were excellent teachers,
powerful role models, and true professionals,
Nerther my mother nor my teachers were ever
casy onme. If I nusbehaved mclass or stacked ott
in any way, 1 was dealt with firmly, Later, the
same demanding standards greeted me at
Virginia State College and George Washington
University.

Then, as ateacher ot Parker-Gray High School
and later at George Washington High School in
Alexandria, | spent my entire career working with
at-risk children and children burdened by
learning disabilitics, poverty, tanuly disruptions,
discrimination, croded self-esteem, negative
attitudes—the hst goes on and on Perhaps the
fact that I mysclf had been anat-risk child helped
me understand and work with the students |
taught for twenty years—everyone from gang
leaders to teenage mothers to a boy w hose famuly
moved and did not tell tum, to the honor roll
student who became a drug addict  And, yes, |
taught those students who were more impressed
with the flashy cars, clothes, and jewelry of the
local drug leaders than with school  These
students, and the hundreds more | taught,
represented all racial and ethe groups, students
who were second and third generation welfare
recipients as well as students from families of
affluence.

Most, but not all, wanted to learn Many did
not believe they could o1 did not try simply
becausc they did not want to risk rejection agam!
A major part of my teaching strategy was to
convince them that they could leain. To suceeed
with this task, I’d try anything. 1 supported them,
encouraged them, cajoled them, and, when
necessary, put the fear of God in them. My every
effort aimed to help them believe in
themselves—to help them see the light at the end
of the tunnel —and to understand that the hght
was shining for them.

In retrospect, I'm convinced that what was
critical throughout my schooling was the

presence of teadhers who behieved m me and
taught me to believe o myselt. And that
experience points, 1 behieve, to fundamental
ditficulties at-risk stude ' contront today  they
hay ¢ been taught not to beliey e themselves For
tar too manv of these students, Life has been a
collection of rejection notices. And we add to that
collection, often m a cavalier manner. We add
one more hard knock to a ife of hard knocks.
Unwittingly, we further lower already low
self-esteem - We further deepen already deep
despair.

I know very well that mstitutions of
cducation are not soctal service agencies  But |
also know that a lugh percentage of K-12 and
college faculty members can vividly recall
chanting the refrain, “All we are saying is give
peace a chance ” 1 only wish that school officials
atevery level would paraphrase that rally cry and
say, “Let’s give potential a chance.” 1t 15 my
conviction—based on my experience as both
student and teacher—that educating all students
begins with the behief that all students are
cducable.  And 1 believe this convichion must
eatend from preschool through graduate school.
No exeeptions allowed.

Inmy classroom—and I'began my teaching in
a segregated school—! could not have succeeded
without the carmng, the nurturing, | offered every
student,  But I also could not have succeeded
without bemg firm, tough, and demanding My
evpectations, both academue and behavioral, were
clearly articulated.  The rules were enforced
firmly but farly. I motivated students with
praise, and I motivated them with high
expectations. And, to be candid, we succeeded.
In the last year alone, I have run into a former
student who1s now a bank vice president, another
who 1s an accountant, another who 1s a nurse (she
was the gang leader | referenced carlier),
and—thank God—one who 1s a teacher.

Of course, 1 had an advantage that far too
many of the graduates coming out of schools ot
cducation today do not have T had not spent my
practicum m a laboratory schoel where many of
the students are the children of professors and
other professionals in the community. T didn't
have the liability—and | assure vou it 1s a
lability —ot a practicunm that exposed me only to
students from secure tamilies and students
already motivated to learn
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Today, far too many aspiring teachers get
their first taste of teaching late in the college prep
program or in iselated scttings.  These
experiences do little to prepare teachers for the
real world of teaching. And that explains why so
many graduates of our schools of cducation
simply do not want to teach at-risk students, A
couple of years ago 1 spoke to the education
majors at a Maryvland institution of higher
education One of the students asked me how one
learns to teach inner-city schocl children or at-risk
vouth. My response was to say that the best way
15 to go into a school with at-risk students and
teach,

If more teachers are to be willing and able to
teachat-risk students, we simply cannot continue
to offer them sterile ex, criences or experiences
devoid of the harsher realities of today’s
classrooms. If present demographics prove
accurate, we will find that in the twenty-first
centurv—twelve short years from now—every
teacher will have to teach at-risk children.

Minority Teachers

That assertion brings me to another
prerequisite for cffectively teaching at-risk
students. By the year 2000, 35 percent of our
nation’s population will consist of minorities But
today, minority teachers comprise a mere cight
percent of the K-12 teaching force. And that
figure is projected to drop to three percent by the
end of this century. Three percent minority
teachers, 35 percent minority students, We have
both a professional and a moral responsibihity to
reverse thistrend We owe all students a viston of
the racial, cthnic, and religious mosaic that is
America. We owe all students first-hand
evidence that America’s diversity is America’s
strength. We owe all students lessons in
crosscultural understanding,.

That mcans that the composition of our
nation’s teaching force must change
dramatically—and change soon. We must recrunt
more high-ability students—and in particular
more minority students—into the teaching
profession. And colleges and universities must
assume the vanguard position in this campaign. 1
believe, for example, that colleges must recognize
just how much present practices prematurely halt
the college careers of Hispanic students. The
entry rate for Hispanics into two-year community
colleges and unior colleges 1s impressive, but the

rate of successtul transition to tour-vear
mstitutions 1s depressing This trend 15 best
evplamed by inadequate etorts to =stam Hispanic
students, and by madequate o1 nonexistent
cfforts of four-year colleges to recruit Hispanic
students.

We cannot condone this taiture.  All of
us—but in particular the faculty and
admunistrators at four-y ear colleges—must accept
responsibility for helping black and Hispanic
students make a successful transition to four-y ear
mstitutions.  Four-year colleges, 1 subnut, must
establish outreach programs. 1f they do not, they
will help perpetuate a pattern that excludes all but
a tiny fraction of nunority students from the
teaching force.

Linkages between Colleges

The third prerequisite in my list 15 closely
rclated o the second. 1 believe that predominantly
white colleges have a responsibility to establish
links to traditionally black colleges. They should
not mterfere, but they should intervene, with
resources, cooperative projects, and systematic
efforts to share ideas and insights.

I have listened long and 1 believe 1 have
listened well to expressions of concern for black
institutions, the mstitutions that graduate 45
percent of all black educators. Yes, there 1s a ot of
talk. Unfortunately, there is also a lot of
posturing  And | believe posturing must give
way to real comnutment. For it would, 1 behieve,
be tragic if black schools of education met the
same fate as black schools of medicine. Today,
only two black medical schools remam—}Howard
and Meharry

We would do well, when reflecting on that
fact, to recall Santayana’s oft-quoted warning
that, “"Those who cannot remember the past are
condemned to repeat it.”

EC(»nomically, we cannot afford that
repetition. And morally, we cannot justify that
repetition. I we remam passive while black
schools of education struggle through hard times,
we will see the further “enwhitenment” of the
K-12 teaching.  And we shall then see all chuldren,
but especially: minority children, deprived of
powerful role models, deprived of the pride they
could feel when they realize that a quahity
education can lead to a position of resbect in
society.
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Can weavert this patterinof deprivation? The
answer is yes—but only 1f college and K-12
personnel work together to improve the learning
we offer at-risk children, and work to change both
the racial and cthnic composition ot America’s
teaching force.

Collaboration among Educators

This imperative gencrates another
prerequisite we must meet 1 have already said
that our nation’s at-risk population consists
disproportionately ot minonty students. That 1s
true. But these minonty students are not alone.
By far the greatest number of children who live in
poverty are not black or brown or yellow or red.
They are white. We decerve ourselves 1f we view
poverty as a problem confined to the ghettos and
barrios that scar the American landscape.

Our actions must ensure that all at-risk
students receive the counseling and tutorial
services that will prepare them for demanding
teacher preparation programs. The pipeline to
success as a college student and later as a
classroom teacher must be clearly articulated
Students must receive the encouragement, the
support, and the academuc preparation they need
to enter and complete demanding college
programs. The higher education community
cannot and must not shuftle oft this task to K-12
practitioners. The campus must not become a
refuge from responsibihity.

It strategies tor mecting the needs of at-risk
children are to be successtul, they must be the
jomt products of K-12 teachers, adnunistrators,
teacher educators, deans of schools of education,
and presidents of colleges and universities.

Mecting the responsibility to educate
all children—not some, not most, but all
children—demands mecting still another
prerequistte. It demands seeing to it that schools
ot education do not remain the neglected
stepchildren within our colleges and universities
We need university leadership that places
departments ot education at the center of
university lite—leadership that directs other
departments—science  departments,  tos
instance—to bolster the education curriculum.
Leadership that di-ects education taculty to spend
time in K-12 schools and makes this requirenment
anntegral part of their tesponsibilities

I also behieve university presidents ought to
make sure their schools of education meet high

FE =

accreditation standaids, espediaily those set by
the National Council for the Acecreditation of
Teacher Education (NCATE). NCATE 1s a proven,
eftective quality control mechanism tor teacher
preparation programs  The NCATE message 1s
very simple. Excellence in education begins with
excellence i teaching.  And excellence 1n
teaching begis with excellence n teacher
education.

NCATE standards, incidentally, specify that
graduates of teacher education programs must
take courses that develop multicultural
understanding and must, during therr practicun,,
work with students from mixed socveconomic
backgrounds. This requirement 15 essential
Every teacher must be comfortable with at-risk
students.  They must understana the special
problems that too often hmit the ability of these
students to realize their tull potential. They must
understand:

How to make the classroom a place
where all children know they are
welcome;

How to distinguish between the slow
learner and the learner suftermg trom
croded self-confidence;

How to determune it a student < poor
pertormance stems trom -~ lack of
motivation or a lack of nutrition;

liow to tell the ditterence between a
student who is lazyv and a student who
isondrugs,

1 ow to elevate selt-esteem,
How to motivate;

How to remember, m the nudst of the
most hassle-fitled dav, that “mn every
child who 1s born, the potenual of the
human race 1s born agamm ™ (James
Agee)

The knowledge of how to help victimized
chitdren, at-risk children, and the strategies
needed to transtorm this knowledge nto action,
are the centerpreces—or at least ought to be the
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centerpieces—of teacher preparation programs.
And this requires meeting a prerequisite in
research.

Research

Research should be presented 1 a
user-friendly manner that facilitates the efforts of
K-12 teachers to transform education policy,
restructure schools, and develop a more effective
instructional program. If university and college
researchers are to meet this critical need, they
must no longer be only occasional visitors to K-12
schools. To be effective, they must come to where
the action is, come to where teachers teach. In
fact, it would be best if they had joint
appointments at a university and at a local K-12
school. I do not wish to be pessimistic about the
research community. But I must admit, in all
honesty, that I don’t know how researchers can
help improve schools they’ve never seen or that
they sec only for a few hours each semester.

I believe we may want to give some thought,
within the discipline of education, to blurring the
line of demarcation between K-12 and higher ed
personnel. For what purpose do I advocate this
shake-up? In order to at last make real progress
on research-related 1ssues that have for too long
been dominated by mythology and ideology.

Let me outline just three areas in which we
need research that is better conceived, better
disseminated, and better publicized.

First, bilingual education. We know, contrary
to what some would have us beheve that
bilingual programs are not educational frills. But
the depressing fact 1s that at present our
knowledge counts for very little. Research has
already confirmed the tenet that we will never
anleash the potential of language minority
students unless we empower these students  But
that advice 1s vague. We need advice that 1s
specific, that translates into mstructional
strategies.

I know that many of you will tell me the
literature on this topic is abundant. Well, my
colleagues haven't seen it, and what little we have
seen usually consists of 28 pages that explan
methondology, one page that presents results
(usually in something resembling algebraic
notation), and then 15 pages of footnotes.

Second, we need research on class size—research
that is driven by a commitment to objectivity

rather than a commitment to a nght-wing
political agenda.

Let me | .ase for a moment on this issue.
When 1 reflect on the 1ssue of class size, 1 don’t
think exclusiveiv in terms of student-teacher
ratios 1 think instead of learning opportunities
lost, of children cheated in my time, of those
moments when the nght word of encouragement
left a permanent imprimt that had a permanent
effect.

Overcrowded classrooms can undercut even
the most caring mtentions and the most
well-crafted lesson plans. The statistics don’t tell
us that. They don’t tell us of the damage to voung
nunds. They don't tell us what Ted Sizer has so
beautifully expressed.  “The ultimate stuff of
school,” says Sizer, “is not test scores or catching
up with the Japanese or beating the Russians. It is
people—struggling, unpredictable, even messy
individuals. You can love them all, but you have
tolove them one by one.”

That statement points to a third area where
research is critical. I'm referring to tracking—to
the ability grouping that exposes gifted and
talented students to rigorous academic
material—and exposes students alleged to have
lesser ability to rules and restrictions that make
teaching resemble babysitting,.

Is there an alternative to tracking? Can this
process be fixed or should it be scrapped? Right
now, we don’t know. But we do know that
tracking, as 1t exists at present, stigmatizes
students.  We know the process 1s nusused and
abused. We need to know more. And we better
know it soon  School-based, not university-based,
researchers could uncover the mformation we
need. Finally, we need research on the plight of
homeless cluidren.

Political Action

But this 1ssue actually brings me to another
prerequusite for the effective education of at-risk
children.  We need political action.  We need
higher education faculty and administrators to
becor  powerful advocates for children, and we
need to see that power have an mpact on local
governments, on state legislatures, on the US.
Congress, and on the White 1louse. Twenty-eight
percent of all homeless Americans are children.
Their numbers have passed the 750,000 mark and
areedging cach day toward one nullion. We must
find a way to reach these children.
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I believe all of us, regardless of our preference
among the remaining presidential candidates,
need to mobilize vurselves behind a proposal set
forth by Jesse Jackson. Jackson has said that our
nation must have an education budget that
includes $6 billion for a new office of preschool
education. For as Reverend Jackson has said, "A
good education 1s a much better investment m
democratic values than covert wars
mimpoverished lands.” To which | would add, let’s
give money to America’s children, not to
Nicaragnaa contras. lLet's give a farr deal to
America’s chuldien, not a nulitary deal to Iranian
terrorists.

These examples of areas where we need the
assistance of the chief state school officers 1 each
state and the higher education community
throughout the nation prompted me to announce,
last month, a major NEA program to remsigorate
the education reform movement. This July, at our
NEA convention in New Orleans, | will ask all
NEA state affiliates to meet with therr state school
officials and state legislators and, together,
designate one entire school district in every state
as an expermmental, hiving laboratory to
fundamentally restructure America’s schools.

Those 50 districts would be free to turn their
school systems upside down or inside out. They
would be free to open their school doors to three-
or four-year-olds, end the arbitrary diviston of
class peniods mto 50-minute chunks, erase the
divisions among acadenuc disciphnes, or create
distnict-wide, site-based management programs

! very much hope the entire education
community will become partners in this bold
venture. FFor you and | know, unhlike the
administration in Washington, that excellence

costs.  And you and 1 know what mediocrity
costs. That price is hugh. That price 1s prohibitive
And 1f we are not to pay that price, we must act
boldly and we must act now. For the education of
every child—once a noble cause—r1s today a
political, a social, and above all an economic
imperative.

Unity Among Educators

You and | can help America meet that
imperative  But there’s a final prerequisite,
which | can summarize m a single word. unity
Rescuing children from risk demands unity
within the entire education community. | refer
often in my travels around the country to the
cducation family. Quite frankly, the time has
come to start acting hike family. Only then can we
meet the prerequisites [ have outhned. We must
recognize that educationis indivisible. Expressed
less tormally, we need to remember we're all m
the same boat.

As a K-12 teacher, | say to you that the
kindergarten teacher facing a crowded classroom
1s every educator’s problem  The secondary
school teacher struggling with the deplorable
condition of our inner-city schools 15 every
educator’s problem.  The academic researcher
who seeks i vam adequate funding sources is
every educator’s problem. And the at-risk child 1s
every educator’s problem—and every educator’s
responsibility.

Let us not dodge that responsibility. Let us
not deny that responsibility. Let each of us
mstead say, as President Kennedy said during an
carlier ime of cnsts, “I do not shrink from this
responsibility Fwelcome it ”
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For nearly two decades now 1 have
conducted comparative resecarch on
minority education m the Unitcd States and other
socicties.  One of the challenging features of
minority education in all the countries 1 have
studied 1s the variability in the school performance
of minority groups. Even though almost all
minorities face language and cultural barriers and
are discriminated against in school and society,
some are relatively academically successful while
others are not. And within a given minonity group
that is on the whole relatively unsuccessful, some
are more successful than others. In the comparative
rescarch 1 have sought to determune why some
minority groups arc more successful than others.
In recent years 1 have begun to examme more
closely why some members are more successful
than others within the same less acadenucally
successful minonity group.  The purpose of this
paperis to discuss the findings of the comparative
rescarch thus far.

Variability in Minority Youths’ School
Success: Intergroup Differences

It s generally well known within the United
States that Asian Americans do better in school
than other minorities.  The evidence comes from
both national and local studies. One example of the
national studies 1s that of Coleman and Campbell
who reported o the mid-1960s that Asian
Americans had higher test scores than black
Americans, American Indians, Mexican Americans,
and Puerto Ricans on readmg, verbal skills, and math
(Coleman et al. 1966). Another is the 1980-81 results
of SAT scores reported in 1982 in which Asian
Americans outperformed other minorities (Slade
1982) Local studies produee evidence pomting to the
same direction of higher achievement by Asian
Americans. An example is my own study of black

Americans, Chinese, Filippinos, Japanese, Mexican
Americans, and wlite Americans in Stockton,
Califoria (Ogbu 1974). In that study 1 found that
the Chinese, Filippmos, and japanese did much
better than blacks and Mexican Amencans.  In
another study, Gibson (1988) found that in
Valleyside, California, Punjabr Indian high school
students were doing considerably better than
Mexican-Amencan students at the same school.

There 15 now evidence that mmonty youths’
school success is not limited to Astan Amencans.
The evidence for this 1s coming from recent studies
of vanous Hispanic groups and other non-Asians,
For example, in Ius study in the Mission District of
San Francisco, Suarez-Orozco found that the youths
from Central and South Amenca were domg much
better in school than black and Mexican-American
students (Suarcz-Orozco, n press) In her study of
lapanese, Mexican-American, and M+ cano high
school students in Watsonville, California,
Matute-Bianchi discovered that the Mexicanos
scemed to do better than the Chicanos
(Matute-Bianchi 1986). And in a study of school
dropouts n a southwestern city, Valverde found
that it was the native-born Mexican Americans, not
the Mexicanos, who had a greater proportion of
school dropouts (Valverde 1987).  Other studies,
such as those of Fernandez and Nielsen (1984) and
Woolard (1981) pomnt to the same conclusion, that
children from Mexico appear to be more
successful than the native-born Mevican
Amcricans.'

Turning to Britam and other societies one
finds a similar variability in the school
performance of minonty youths. In Britam, for
example, Last Astan students do considerably
better in school than West Indian students, even
though the former are less fluent m Enghsh than
the latter (Ogbu 1978, Tomhnson 1982). In New
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Zealand, the native Maori language and cultural
minorities do less well in school than the
immugrant Polynesians who share similar culture
and language with the Maoris (Penfold 1981).

In my comparative research | have also comwe
across instances where cultural and language
minorities actually do better in school than the
majority youths. This situation has been reported
for Spain (Woolard 1981) and Malaysia (Mat Nor
1983; Wan Zahid 1978). In Spamn, according to
Woolard, the Catalan language mnorities are
more successful in school and proportionately
more represented at the University of Barcelona
than the majority Castilian speakers, and this 15
the case in spite of generations of social and legal
suppression of Catalan language. In Malay
where postcolonial educational reforms have
centered on language issues, Malay has replaced
Enghish as the language of instruction at all fevels
In spite of this, the cultural and language
minorities, namely Chinese and Indians, continue
to be more successful in school than the majority
Malay speakers.

One conclusion I have reached from
comparative research is that differences m school
performance of minority groups are not due to
mere differences 1n culture and language. some
minority groups do well in school even though
they do not share the language and culture of the
dominant group that are reflected 1n the
curriculum contents, mstructional styles, and
other practices of the schools. This condusion is
remforced by two other observations from the
crosscultural research. One is that in some
instances the minority groups that are more
different in culture and language from the
dominant group are actually the ones that are
more successful in school. For example, I have
already noted studies showing that youths from
Mexico appear more successful than Chicano
youths, even though the former are more distant
from the Anglos and the public school n terms of
language and culture (Fernandez and Niclsen
1984; Matute-Bianchi 1986; Valverde 1987,
Woolard 1981). In Britain the West Indians are
closer to the dommant group m language and
culture, but the more successful youths are Fast
Asian students (Ogbu 1978). The Koreans
Japan are a good example of the case where
cultural similarities do not necessanily lead to
minority youths” school success. Due to a
common Confucian world view, the Japanese and

Koreans share many cultural features, including
patterns of intrafamuly relationships, childrearing
practices, and value of and attitudes toward
formal education and respect for teachers. But in
spite of these simularities in culture, Korean
minorities do not do well in school.

The other observation is that in some
mstances a minority group may be doing very
poorly in school m its own country of origin and
where its language and culture are similar to the
language and culture of the dominant group.
However, when members of the same minority
group immigrate to another society where their
language and culture may be more different, they
appuar to begin to do quite wellin school. A good
example of this is the case of the Japanese Buraku
vutcaste. In Japan itself, Buraku youths continue
to do poorly in school when compared with the
dominant Ippan youths. But in the United States
Buraku youths do as well as other Japanese
American vouths (DeVos 1973; Ito 1967;
Shimahara 1983). West Indians are reported to do
poorly in school in Britain, a place they regard as
their “mother country.” Incontrast, they do quite
well in the United States (Fordham 1984) and in
the U S. Virgin Islands of St Croix, places where
they consider themselves immigrants (Gibson
1982).

Another major conclusion | ha.e come to
from the comparative research is that in nearly all
cases, the minorities that are more successful
school are immigrants, and the less-successful
minorities are non-immigrants. [ have used the
terms ounugrant  mnorities and - mvoluntary
miorities to designate the more successful and
less successful minorities respectively.

Intragroup Variability in Academically Less
Successful Minority Groups: The Case of
Black Americans

Within a given mmority group some students.
are more academically successful than others. 5o
here, too, there is a variability, but at the
individual level. In the less academically
successful minority groups the varability in the
schoul performance of individual youths is not
casily eaplamed in terms of conventional
variables of social class, ability differences, or
cultural and language differences. Twill illustrate
what I mean by deseribing tw o unique features of
black American youths’ school performance.
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One of the two unique features 1s that social
class variables do not appear strongly correlated
with academic achievement among black youths
as they are among white Americans and among
such voluntary minorities as Asian Americans. A
good example of this weak correlations found in
the analysis of California Assessment Program
test scores for 1987. Bothat grade eightand grade
twelve, the relationships between black youths’
test scores and the education of their parents is not
particularly strong and not always positne.
Thus, black youths whose parents had completed
four years or more of college consistently did less
well, on the average, than other black youths
whose parents had had only some college
education but did not complete the degree
(Haycock and Navarro, 1988). Another example
1s the study of the social and academic adjustment
of black and Chicano students at the University of
California at Los Angeles. The researchers found
that social class background was very weakly
related to the academic performance of black
students, with only the mother’s education and
high school grades having some significant effects
(Oliver, Rodriguez, and Mickelson 1985).

Nor does ability relate strongly to the school
success of black American youths Consider the
academic careers of black children who are
identified in the second and third grades as gifted
and talented. Studies often show that by their
junior or senior high school period, the supposed
high ability of these children is not reflected
their school performance in any predictable
manner. This is wellillustrated by a study m one
school in the San Francisco Bay area (Commady
1987). Another study of 33 black youths i the
eleventh grade in Washington, D.C. points to the
same problem. Among these students, those who
are acadenucally successful and those who are not
could not be distinguished by differences in
ability; they had similar scores on standardized
tests of ability (Fordham and Ogbu 1986).

Explaining the Variability in Minority Youths’
School Success

Several explanations have been proposed to
account for the variability in the school success of
minority youths. Jensen, for example, has
claimed that black Americans are less successful
in school than white Americans because they are
not endowed with the type of genes that enhance
white “intelhigence” for school success (1962). But

Jensen’s theory cannot explam why the lapanese
Buraku outcastes m Japan do less well than the
Ippan m Jepan but m the United States both
groups are quite successful. Some have argued
that cultural and language differences create
conflicts in teaching and learning situations, and
that these conflicts, in turn, adv ersely affect the
school success of minornity children (Erickson and
Mohatt 1982, Gumperz 1981). Again, the
proponents of this view do not explam why and
how other munorities in sinular situations manage
to cross cultural and language boundaries and do
relatively well i school (Gibson 1988;
Suarez-Orozco, in press).

Some social scientists promote the view that
the academic problems of minorities and
lower-class  children, the  so-called
children/students “at nisk,” are due to social class
variables. It is said, for example, that black
children do less well mschool than white children
because more blacks than whites come from
lower-class or “underclass” backgrounds (Bond
1981; van den Berghe 1980: Wilson 1980).
Middle-class blacks are said to be successful in
school like their white middle-class counterparts.
Unfortunately this argument is not supported by
available research evidence. Research generally
showsthatat any givenclass level, black students,
on the average, do less well than therr white
counterparts (Jensen 1969, Slade 1982; Wigdor
and Garner 1982). Furthermore, | have idicated
above that the academic achievement gap
between the lower class and the nuddle class is
smaller among black students and that black
students” school success 1s not strongly correlated
with parent education and income or
socioeconomic status.

These and other explanations may be
sclf-consistent and satisfactory to their
proponents, but from a comparative perspective |
find them lacking in three ways. One s that they
1ignore the historical and wider societal forces that
can encourage or discourage the minorities from
striving for school success. Another 1s that they
do not consider the coliective basis of orientation
toward schooling and striving for school success.
They assume that school success 15 a matter of
fanuly background and mdividual ability and
etfort. And thirdly, the theories fail to consider
the munorities” own notions of the meaning and
the how of schooling in the conlext of their own
social reality
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Thus, proponents ot these explanations
make no attempt to understand why minorities
behave the way they do from the ponits of view
of the mmwonties, imstead, they have been busy
evaluating the behaviors of the nunorities from
white nuddle-class perceptions and interpretations
of therr own social reality or from their
perceptions and mtepretations of the nunorities’
soctal reality - And s, current explanations of the
vartability m the school performance of mimority
youths have been constructed without the benefit
of what the mmortties think. From my pomt ot
view, they cannot adequately account for the
variability in the schoul pertormance of black and
white youths from similar social class
backgrounds or the variability m the school
performance of minority groups who experience
cultural and language differences/conflicts in
school, nor can they explain the variability in the
school performance of members of the same
minority group from the same social class
background, such as the variability in the school
performance of black students from the same
social class background. 1 want to suggest that to
construct a more adequate explanation of the
variability m the school success of munority
youths 1t 1s necessary to mcorporate the
perceptions  and  terpretations  or
understandings that blacks and other munorities
have of their social realities and schooling,.
Toward this end, I would suggest the coneept of a
cultural model as a useful tool

What is a Cultural Model?

I will define a cultural model as an
understanding that a people have of ther
universe—soctal, physical, or both—as well as therr
understanding of their own behaviors in that
universe.  The cultural model of a popuiation
serves 1ts members as a guirde m their
interpretations of events and elements within that
universe;, it also serves as a guidc to therr
expectations and actions in that univerrse or
environment.  Furthermore, the cultural model
underlies therr folk theories or folk explanations of
recurrent circumstances, events, and situations in
various domains of life. s used by members of
the population to organize their knowledge about
recurrent events and situations. Members of a
society or its segments develop a cultural model
from collective historical ¢ «periences or collectinve
problems and collective efforts to resolve such

problems  The culturai model is sustained or
modified by subsequent events or experiences m
their universe  The cultural model has both
instrumental and expressiv e dimensions as well as
ar ideological component (Figure 1).

In a pluralistic suciety like the United States,
ditferent segments of the society, such as the
domimant white segment and the ethnic/racial
munority segents, tend to have their own cultural
models—their respectiv e understandings of how
the Unuted States society or any particular domain
or mstitution “works” and themnr respective places in
that working order.  The cultural model of the
donmunant group, like the cultural model of a given
mmority group, is neither right nor wrong, it 1s
neither better nor worse than others. But, as
Bohannon has put it in his study of the justice
svstem among the Tiv in colonial Nigeria, “The folk
svstems (or cultural models) are never right or
wre " (Bohannon 1957:5). They exist to guide
behaviors and interpretations.

In the domam of education or schooling in
the United States, the cultural model of the white
middle class co-exists with those of black
Amencans, American Indians, Mexican Amerans,
and other minorities. The cultural model of cach
group provides its members with the framework
for intepreting educational events, situations, and
experiences and guides their behaviors in the
schooling conteat.  Thus, the cultural model 1s
mmphcated to some extent in the relative academic
success or fatlure of the members of cach group.
Thus, while the theories reviewed carlier may be
self-consistent and satisfactory to their proponents,
they do not necessartly reflect the realities they
attempt to explam because they do not include the
cultural models of the minorities and their
consequenees for the academic behaviors of the
minorities (Ogbu 1974).

Emerging Explanation from Comparative
Research

Based on findings from comparatis ¢ research
P will argue in the remaimder of this presentation
that w hat distinguishes minority groups that are
doing relativedy well in school from others that
are not domg so wellis not that the former possess
a particular type of genetic endowment, not that
they mhabit a cultural environment which
cnables them to develop the type of cogritive,
hmguistic, motinvational, and sodio-emotional
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attributes charactenstic of the white muddle class,
not that they attend schools that are without
defects, although that is important, not that they
experience no cconomic, political, or other
discriminatory treatment at the hands of white
Americans, and not that they encounter no
cultural and language barriers in the public
schools. Rather, the more academically successful
minorities differ from the less academically
successful minorities because of the cultural
model or understanding they have of the
workings of American society and therr place, as
minorities, in that working order. The type of
cultural model or understanding held by the
academically successful minorities 1» more
conducive to school success. Twill argue that the
differences m the cultural models are due to
differences in the histories of the minorities. 1
will argue, too, that within a given minonty
group, the varnability 1n school success 15 due to
differences in the influence of the cultural model
on individuals.

Minority Status and Cuitural Models

There are two forms of historical forces that
shape the different cultural models ot minority
groups that are relatively successful in school and
the minority groups thatare not. One is the initial
terms of the incorporation of the minorities into
the United States society, the other is the patten
of response that the nunority groups made to
subsequent discriminatory treatment by white
Amecricans.  The relationship between these
factors and the cultural models is mdicated in
Figure 1.

Initial Terms cof Incorporation into the U. S.
Society

Minority groups have been incorporated mto
the United States society cither voluntarily or
involuntarily. Those whohave beenmcorporated
voluntarily are imnmugrants.  Immigrant
minorities are people who have moved more or
less voluntarily to the United States becausce they
believed that this would lead to more economic
well-being, better overall opportunities, or
greater political freedom.  These expectations
continue to influence the way they percerve and
respond to treatment by white Americans and by
the institutions controlled by the latter  The

Chinese in Steckten, Califfornie, and Punjabis in
Valleyside, Caltfornia, are respresentative
examples (Gibson 1988; Ogbu 1974).

In contrast, non-immigrants whom [ will
designate as snvolwntury nunonties are people who
mitially were brought mto the United States
society through slavery, conquest, or
colonization. They usually resent the loss ot therr
tormer freedom, and they perceive the soaal,
political, and economic barriers agamst them as a
part of undeserved oppression. American
Indians, black Americans, Mexican Americans in
the southwestern United States, and native
Hawairans are United States examples  Stmular
mimorities exist in Japan, namely the Buraku
outcastes and Japan's Koreans, they also exist in
New Zealand, namely the Maoris (Ogbu 1978)

Response to Subsequent Discriminatory
Treatment

Both immigrant and involuntary minorities
experience prejudice and discrimination at the
hands of white Americans  Both may, for
example, be relegated to menial jobs, confronted
with social and political barriers, and given
mfertor education. Both may face intellectuat and
cultural derogation as well as exclusion from true
assimilation mto the mamnstream of American hfe
(Figure 2).  Confronted with these collective
problems the immigrants and the imvoluntary
minorities tend to mterpret them differenty
These responses constitute part of the contenw. ut
the cultural models.

The immagrants appear to anterpet the
economic, political, and social barriers against
them as more or less temporary problems, as
problems they will overcome or can overcome
with passage of time and with hard work, or by
obtaining more education. The immugrants often
compare ther situation in the United States with
that of their former selves or of their peers “back
home.” When they make such comparisens they
find much evidence to believe that they have
more and better opportunuties m the United States
for themselves or for therr children Due to thrs
positive dual status mobility frame of reference,
the immugrants think thatevenaf they are allow ed
only marginal jobs they are better oft in the US.
than they would be i therr homeland (Figure 3).
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Figure 1. Differential minority "solutions" to collective pioblems
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Furthermore, the imnugrants may interpret
therr exclusion from better jobs as a result of thewr
status as “foreigners,” or because they do not
speak the Enghish language well, or because they
were not educated in the United States, As a
result of these perceptions and interpretations, the
immigrants tend to adopt what they understand
to be the folk theory of getting ahead among the
white middle class and try to behave accordingly.
And they do so sometimes even in the face of
barriers against them in the opportunity
structure. The immugrants do not necessarily
bring such a folk theory from their homeland,
they often accept the white muddle class theory
when they arrive i the United States
(Suarez-Orozeo, in press).

The immigrants develop survival strategies
to cope with some of therr problems. In terms of
barriers in the opportunity structure, the survival
strategies include the option of returning to thar
former homeland or emugrating to other soaeties
It may also include exploiting economic resources
which are not wanted by members of the
dominant group or other members of the host
society.

The response of mmnugrant minorities to
cultural and language dif{crences is influenced by
the fact that they arrive in the United States with
prior differences in culture and language from the
domunant group. Ihave therefore designated the
immigrants as characterized by promary
cultiralflunguage  differences (Ogbu 1982). The
differences between the cultural systems of the
immigrants and the cultural systems of the
dominant group members of then host
society /white Americans already extsted before
the immigrants came to the United States.
PPunjabr Indians m Vallevside, Calitoria, tor
example, spoke Punjabi, practiced the Sikh,
Iindu, or Moslem religion, had artanged
marnages, and males wore turbans betore they
came to the United States where they continued
these beliets and practices to some extent These
cultural beliefs and practices sometimes cause
ditteulties for the Punjabis at school and m then
relationship with mamstream society 1n
general /whites, The Punjabis, how ever, mterpret
somwe of the cultural and language difterences as
batrers they haveto overcomoe i order to achieve
the goals ot then emagrateon o the Unrted States
And thev trv to overceme them by Jewamy
selectiv ely the fangoage and cnlonat featizes ol

the mamstream, without interpreting ther
behavior as giving up thewr own culture and
language.

I will characterize the mmmigrants’
perceptions and iterpretations ot their behavior
m this regard as similar to the perceptions and
mterpretations of French lessons taken by
Americans who are planning on goimng to Parison
vacation.  An American who 1s planning on a
vacation i Paris but does not vet speak French
realizes that m order to enjoy hus or her vacation
he or she would have to study French.  The
would-be vacationer usually embarks onlearning
French and m the course of doing so, he or she
does not mterpret his or her action as a threat to
lus or her cultural or language identity. He or she
thinks that he or she 1s merely acquiring a second
language or an additional language to achieve a
specific goal—to enjoy a forthcoming vacation In
sum, the immigrant comes to the United States
with prior cultural differences and ideal cultural
wayvs of behaving and communicating, e, he or
she comes with a different cultural frame of
reference. Because he interprets the cultural
differences as barriers to be overcome, the
mmmgrant sees the need to learn aspects of the
mainstream culture, 1.¢., the necessity to
participate i the cultural trame of reterence of the
dominant group, without percenving such
participation as a threat to lus own nunority
culture or language

With regard to socal or collectioe rdentity, the
imnugrants bring with them a sense of who they
ate which they had betore mmugration They
percen e thar soaal dentity as different rather
than as opposttional vis-a-vis the socialidentity ot
white Amerntcans  And thev seem to retan this
soctal identity at least during the tirst generation,
cven though they are learning the Enghish
language and other aspects ot American
mamstream culture

One other element disting uishing the cultuial
model of the immigrants as degiee of st that the
minonities have for white Amencans and the
soctetal institutions the latter contiol The
immugrants appeat to acquiesce and torationalize
the prejudice and discrimimation agaimst them b
savir, for evample that fhes are “stningers ima
tocan Tana fand] s ¢ no croce buar o folenate
projudice ond Jiscrmynenion T tGabsen 19ssy i
fraccasc of therrelation-hip v th the schools the
then

anmmerar's et o rabion e
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accommodation by saving that they came to the
United States to give their children the
opportunity to get an American education
Furthermore, the immigrants frequently find
their relationship with the public schools to be
"better” than their relationship with the schools in
their own countries. They speak favorably of the
fact that in the United States therr children are
given free textbooks and other supphes
(Suarez-Orozco, in press).

Involuntary munorities differ from the
immigrants in their response to cach of these
dimensions. To begin with, they mterpet the
economic, social, and political barriers they
encounter differently. Because they do not have a
“homeland” situation to compare with the
situation in the United States, they do not interpret
their menial jobs and low wages as “better.”
[nstead, they compare their present status with that
of their white peers and when they do they usually
conclude that they are worse off than they ought to
be for no other reason than that they belong to a
subordinate mmority group. Nor do they see their
situation as temporary. Quite to the contrary, they
tend to interpret the discrimination agamst themas
more or less permanent and institutionalized.
Thus, involuntary minorities have a negative dual
status mobility frame of reference (Figure 4).

In their folk theory of “making it,”
involuntary minorities often wish they could get
ahead through education and ability like white
Americans, but know they “can’t.” They have,
therefore, usually come to realize or believe that it
requires more than education and more than
individual effort and hard work to overcome the
barriers against them in the opportunity
structure.  Consequently, they develop a folk
theory of getting ahead which differs from that of
white Americans. And their folk theory tends to
stress collective effort as providing the best
chances for overcoming the barriers to get ahead.

Because involuntary minorities do not really
believe that the societal rules for
self-advancement work for them as they do for
white Americans, they try to change the rules
They may, for example, try to change the criteria
for school credentialing and for employment
One strategy that involuntary minorities like
black Americans have effectively used to change
those rules for advancement that work against
themis “collective struggle.” Collective struggle
is one of several survival strategies that the

nunorities have developed to eliminate, lower, or
crrcamvent the barriers they face m trymg to get
desirable jobs and to advance m other ways.
Collective struggle includes what white
Americans legitimate as “civil rights activities,”
but for the minorities it ncludes roting and other
forms of collective action that promise to increase
opportunities or the pool of resources available to
the mmorities. Patron-client relationships or
“Uncle Tomming” (“Tio Tacoing,” etc.) is another
survival strategy that was apparently common in
the past. Other survival strategies include opting
for sports, entertainment, hustling, pimping, and
nowadays, drug dealing,

In terms of cultural/language response,
mvoluntary minorities are characterized by
secondary cultural difference systems. A
secondary cultural system is one in which the
cultural differences arise after the group has
become an involuntary mmority. In other words,
mvoluntary minorities tend to develop certain
beliefs and practices, including particular ways of
communicating or speaking as coping mechanisms
under subordination. These beliefs and practices
may be new creations or they may be
reinterpretations of old ones. The secondary
cultural system, on the whole, constitutes a new
cultural frame of reference or ideal way of believing
and acting which affirms one as a bona fide
member of the group. Involuntary minonties
percerve their cultural frame of reference not
merely as different from but as oppositional to the
cultural frame of reference of their white
“oppressors.” The cultural and language
differences emerging under this condition also
serve as a boundary-making mechanism. For this
reason involuntary minorities do not interpret the
language and cultural differences they encounter in
school as barriers they have to overcome. Instead
they nterpret these differences as symbols of
identity.  Their cultural frame of reference gives
them both a sense of collective or social identity
and a sense of self-worth

As fer identity, mvoluntary minorities
develon a new sense of peoplehood or social
identity affer their incorporation mto United
States society and because of therr mterpretation
of subsequent discriminatory treatment,
mcluding denial of equal treatment and true
adnussion mto the mamstream society. In some
cases mvoluntary nunonties may develop a new
sense of peoplehood because of forced mtegration
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into mamstream society (see Castile and Kushner
1981; DeVos 1967, 1984; Spicer 1966, 1971)
Involuntary minoritics also develop an
oppositional social identity because they percenve
and experience treatment by white Americans as
collective and enduring  They appear to believe
that they cannot expect to be treated hke white
Americans regardless of their individual
differences in abihty, training, or educatien,
regardless of differences e place of origin or
residence or differences i economic status or
physical appearance (Green 1981).

Furthermore, mvoluntary mmorities know
that they cannot casily escape from their
birth-ascribed membership mn a subordinate and
disparaged group by * passing” or by returning to
“a homeland” (DeVos 1967, Ogbu 1984). They do
not see their social identity as merely ditferent
from that of their white “oppressors” but rather as
more or less uppositional to the social identity of
white Americans.  The oppositional 1dentity
combines with the oppositional or ambivalent
cultural frame of reference to make crosscultural
learning or “crossmyg cultural boundaries” more
problematic for involuntary minorities. 1t
appears that under this circumstance, crossing,
cultural boundarics or behaving i a manner
regarded as falling under the white American
cultural frame of reference 1s threatenimg to ther
minority rdentity and security as well as
solidarity Therefore individuals try ing to behave
hike whites are discouraged by peer group
pressures or “affectiv ¢ dissonance” (DeVos 1984

Fialiy, involuntary nunorities distrust whate
Americans and the mstitutions they control. In
their hastory, involuntary minorities have
witnessed many events tha have left them with
the teehng that they cannot trast white Americans
and the institutions they control The pubhic
schools, in particular, are not frusted to provide
minority children with the “nieht education ”
Unbke the mmigrants, mvoluntary mimorities
find no justitication tor the prejudice and
discrmunation against them m school and society
other than the tact that they are aisparaged
munortties  Purthermore, unlihe the mnugrants,
they more o1 less see the prejudice and
discrmanation as imstitutionalized and endurime:
Thediommunaton Lt nt and proeadioe o,
of course, neer docanented thro ehout the
histories of the punostios and v sl parts ot e

1

nation especielhy m ot hicck Ve

(sce Bond 1966, Kluger 1977, Ogbu 1978,
Wemnberg 1977).

In sum, the cultural models of immigrant or
voluntary munorities and those of mvoluntary
munorities differ mthese key elements a frame ot
reference tor companing present status and future
possibihities, a folk theory of getting ahead,
espeaially through education, collective 1dentity,
a cultural frame of reference tor judging
appropriate behavior and affirmation of group
membership and solidarity, and the extent to
which one might trust white Americans and the
mstitutions like the schools they control.

The distinguishing beliefs and practices
described above generate and reflect m the two
types of miorities” distinctive cultural attitudes,
cultural knowledge, and competencies. The
cultural attitudes, knowledge, and competencies
form a part of the body of folk curriculum
transmitted to and acquired by munority children
n the course of their normal development. 1 will
now turn to show how the clements of the
cultural model enter into the process of mmority
scthooling to enhance or discourage school
SUCCESS.

Cultural Models and Minority Youths’ School
Success

It 15 iImportant to state trom the vutset thet
there are at least three sources of mtuence on
mimority youths’ schoolsuceess (Figure 5). One s
the wider soctetal opportunuties and barriers,
another 1s the within-school factors  In folk
terminology these two sources are called “the
sustem,” as shownan higure 6 The third source
or intluence consists of “communuty torces.”
Community torces are things ansing from the
nunority community s a result ot therr folk o
cultural model and its contents—things that arc
done to the indmviduals by others or by the
mdividual to encourage or discourage school
success My argument 1s that it s the community
torces that distinguish the acadenie striving ol
nunorities that are not particulary successtid
Tl powt fo stress s that although ol be tciesig on
Hie role of “commntty forces” o cultioal models
mezority youths sclwol siccess and school fadle, do
vobdownolay the rvole ot e sustemr podetermnm

.
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RECOMMENDATIONS, POLICIES, AND REMEDIES BASED
ON KNOWLEDGE FROM ALL SOURCES OF THE PROBLEM

Figure 5 Sources of minority school performance
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MINORITY STUDENTS” ORIENTATION,
ADJUSTMENT AND PERFORMANCE

Figure 6. How the system affects the school adjustment and pertormance of minority children
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ootting ahead in tie United States, survival
strategies, trust, identity, and cultual frame of
reference—enter into the schooling process by
influencing the educativnal attitudes and
strategies of the minorities. The nature of the
contents of the immigrant minorities” cultural
model leads them to adopt attitudes and
strategies more conducive to school success than
is the case of the involuntary minorities. The
connection between the immigrants’” cultural
model and their school striving is shown in Figure
7, while the connection between the involuntary
minorities” cultural model and their own school
striving is shown in Figure 8. The imnugrants”
dual status mobility frame and their folk theory of
getting ahead stress the importance of school
success and the importance of adopting
appropriate academic attitudes, hard work, and
perseverance at academic tasks in order to
achieve school credentials for desired future iobs
and other goals.

As already noted, the immigrants tend to
believe that they have more and better
oppertunities to succeed in the United States than
in their countries of origin and, indeed, they may
have come to the US. precisely to give their
childrer. “American education” so they can get
ahead in the U.S. or "back home,” if they chose to
returr. to their country of origin. Thus, immugrant
parents stress education and take steps to ensure
that their children behave in a manner conducive
to school success. For therr part, the children,
whnether they are Chinese, Central and South
American Latinos, Koreans, or Punjabis, appear
‘o share their parents’ attitudes toward
"American education,” take their school work
seriously, work hard, and persevere (see Gibson
1987; Kim-Young 1987; Suarez-Orozco 1987, Ong
1976).

The non-oppositional social 1dentity and
non-oppositional cultural frame of reterence of
the immigrants facilitate therr ability to cross
cultural and language boundaries in the school
context. They enable the immigrants to
distinguish what they have to learn i order to
achieve the goals of their immigration, such as the
English language and the standard practices of
the schools and the workplace, from other aspects
of mainstream culture which may threaten their
minority language, culture, and identity  As
noted previously, the immigrants perceive and
interpret the language and cultural features

necessary for school success—the language and
cultural ditferences they encounter m school—as
barriers to be overcome in order to achieve therr
long-range goals of future employment,
cconomic well-being, and other benefits.
Therefore, the immigrants do not go to school
expecting the schools to teach them in their native
language and culture. Rather, they expect and are
willing to learn the English language and the
standard practices of the school. This s not tosay
that immigrant children do not experience
language and cultural difficulties, but they and
their parents and community perceive the
language and cultural conflicts as probleris they
have to overcome with appropriate programs
from the schools.

Finally, the immigrants” acquiescing and
somewhat trusting relationship with the teachers
and other school personnel also promotes school
success  Their relative trust and acquiescence
stem from three factors. One is that the
immigrants consider the schools in the US. to be
better than the schools of their homelands. Their
comparative frame of reference 1s the school they
left belund, not the school in the white suburbs in
the US. Another reason is that the immigrants
think that they are treated better by the public
school personnel than the school personnel of
their homeland (Suarez-Orozco, in press/1987).
Finally, as noted previously, even where the
immigrants  expericnce  prejudice  and
discrimination, which they certanly resent, they
tend to rationalize such treatments so as not to
discourage them from striving for schiool success
(Gibson 1988). The overall impression one gains
from cthnographic studies is that imnugrant
munority parents teach their children to trust
school officials, and to accept, internahize, and
follow school rules and standard practices for
acadenmuc success and that the children more or
less do so.

Invoiuntary Minorities.

In therr dual status mobility frame of
reference (Figure 8), involuntary mimorities
compare themselyes unfavorably with the w lute
middle class. When they do they conclude that
they are worse off than they should be i spite of
then education and  abidity. Thus, 1n therr
comparison, the role of education 1s uncertam

Their folk theory of getting ahead emphasizes
the mportance of education, but this verbal
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Figure 7. Cultural model and the school adjustment and performance of voluntary mimonties
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endorsement is not usuaily accompanied by
appropriate necessary effort. Thus is due, in part,
to the fact that involuntary minorities were not
given the same chance to get the kinds of jobs and
wages available to whites who had comparable
education. Eventually the minornities came to see
the treatment as a part of the institutionalized
discrimmation against them which is not entirely
climmated by merely getting an education (Ogbu
1982). One result is that the minorities did not
develop “effort optimism” toward academic
work (Shack 1970). That is, they did not develop a

strong tradition of cultural know -how, hard work,

and perseverance toward academic tasks.

Moreover, under this circumstance
involuntary minority parents appear to teach
their children contradictory things about getting
ahead through schooling. This was brought
home to me while doing ethnographic research
among blacks and Mexican-Americans in
Stockton, California What [ observed was thaton
the one hand the parents tell their children to get
a goud education and encourage them verbally to
do well mn school.  But on the other hand, the
actual texture of the lives of these parents in terms
of low-level jobs, underemployment, and
unemployment, also comes through strongly,
reproducing a second kind of message powerful
enough to undo tharr exhortations  For,
unavoidably, mvoluntary minority parents
discuss therr problems with “the system,” as well
as those of their relatives, friends, and neighbors,
m the presence of their chuldren. The result s that
involuntary minority children icreasinghy
become disillusioned about their ability to
succeed 1 adult hfe through the mamstream
strategy of schooling,

The folk theory of getting ahead stresses
using other means than schooling, namely,
survival strategics within and outside the
mainstream, discussed earlier  The survival
strategies affect minority youths” schooling in a
number of ways. Oneis that they tend to generate
attitudes and behaviors that are not conduan e to
pood classroom teaching and learning  When
survival strategies, such as collective struggle
among black Americans, succeed in mcreasmg
the pool of jubs and other resources for the
minority, they may encourage minority youths to
work hard i school. But such stuccess can also
lead the youths to blame “the system” and to

rationalize their lack of serious schoolwork
eifotts.

Clientship or “Uncle Tomming” 15 not
particularly ¢neouraging toward academic
success because 1t does not create good role
models for school success through good study
habits and hard work. Instead chentship teaches
minority clildren the manipulative attitudes,
knowledge, and skill used by their parents to deal
with white people and white mstitutions. As the
cluldren become famihiar with other survival
strategies like hustling and pimping as well as
drug dealing, their attitudes toward schooling are
adversely affected.  For example, in the norms
that support some of these survival strategies, like
husthing, the work ethic is reversed by the
msistence that one should make 1t without
working, especially without “domg the white
man'’s thing.” Furthermore, for students who are
mto husthing, social iteractions in the classroom
are seen as opportunities for exploitation, 1e,
opportunities to gain prestige by putting the other
person or persons down. This may lead to class
disruption and suspensions (Ogbu 1985a, 1985b,
1987).

Another problem 1s that the survival
strategies may become serious competitors with
schooling as ways of getting ahead, leading
young people to channel therr time and efforts
mto non-academic activities. This 1s particularly
true as mvoluntary mmonty children get older
and become more aware of how some adults in
ther communities “make 1it” without mamstream
school credentials and employment (Bowie 1981,
Ogbu 1974). For example, there 1s some evidence
thatamong black Americans, many young people
view sports and entertainment, rather than
education, as the way to get ahead; and therr
perceptions are remforced by the realities they
vbserve inthecommunity and society at large and
by the media  Blacks are overrepresented i the
lucrative sports hke baseball, basketball, and
football  The average annual salary in the
National Basketball Association 1s over $300,000
and m the National Football League it 1s over
$90,000  Many of the superstars who carn
between$1 mithion and $2 milion a year are black,
and these people have had little education While
the numbers of such highly-paid athletes are few,
the media make them and the entertainers more
visible to black youngsters than black lawyers,
doctors, engineers, and scientists (Wong 1987).
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There is some prelimunary evidence, too, to
suggest that black parents encourage their
chuldren’s athletic activities in the behef that such
activities would lead to carcers m professional
sports (Wong, 1987).

Under the circumstance described here,
mvoluntary mmority vouths, like ther parents,
orally express high mterest m doing well in school
andin obtaining good school credentials for future
employment i the mainstream economy  But they
do not necessarily match their wishes and
asprrations with effort, even though they know that
to do well in school they have to work harder than
they presently do. Black and Mexican American
students whom 1 studied in Stockton, Califormua,
forexample, quite correctly explained that Chinese,
Japanese, and white students in their school were
more academically successful than they themsely es
because the former expended more time and effort
in their schoolwork both at school and at home.
The lack of scrious academic attitudes and effort
appears to increase as mvoluntary nunority
students get older and apparently become aware of
their own social reality or come to accept prev ailing
beliefs about their social reality, namely that as
members of disparaged minonty groups they have
limited future opportunities for getting good jobs
even witha good education. Simultancously thev
increasingly divert thar time and efforts awav
from school work into non-academic activities

Involuntary minorities differ from the
immigrants minterpretation of the language and
cultural differences thev encounter m school. |
have previously noted that involuntary
minorities appear to interpret the language and
cultural differences as markers or syvmbols of
group identity to be mamtained, not as barriers to
be overcome. This is due to their oppositional or
ambivalent social identity and cultural frame of
reference. They do not appear to make a clear
distinction, as the immigrants do, between what
they have to learn or do to enhance their school
success (such as learning and using the standard
English and the standard behavior practices of the
school) and the white American cultural frame of
reference, i e, the cultural frame of reference of
their “oppressors.”

Involuntary minorities percerve or interpret
learning certain aspects of white Amernican culture
or behaving according to the white American
cultural frame and identitv as detrimentatl to their
own munorty culture, language, and wdentity. The

cquation ot the standard English and the standard
practices of the school with white American culture
and 1dentity often results i conscious or
unconscious oppesition, or i ambivalence toward
learming and using these essential things at schools.
Involuntary minority students who adopt the
attitudes and behaviors conduave to school
success, say, those who use the standard Enghsh
and behave according to the standard practices ot
the school, are accused by therr peers of “acting
white” or in the case of black students, of being
“Uncle Tom's” (Fordham and Ogbu 1986; Petron
1970). They are accused of beirg distoyal to the
cause of their group and they risk bemg solated
from their peers.

Furthermore, as DeVos (1967 has noted, even
in the absence of peer pressures, mvoluntary
minority students appear to avoid adopting
serious academie attitudes and persevening m
acadenic tasks partly because they have usually
internalized therr groups’ interpretations of such
attitudes and behaviors and partlv because they
are uncertam that they would be accepted by
whitesif they succeeded m learning to “act white”
and subsequently lost the support of their own
groups. This state of affairs results in “affective
dissonance” or asense of alienation for individual
ivoluntary minority students

The dilemma ot mvoluntary munority
students, then, as Petroni (1970) has pointed out, 1s
that they “think” that thev have to choose between
acadenue success and mamntaming therr nunorty
wdentity and cultural frame of reterence, a choice
that does not anse for the immigrants. Under this
arcumstance, mvoluntary minonty students who
want to achuey ¢ acadenmue success are compelled to
adopt strategies that would shield them trom peer
criticisms and ostracism, a pomt which will be
addressed in the next section.

Fmally, the mvoluntary minonities” distrust of
white Americans and the public schools the latter
control also adds to the school success problem.
Involuntary minorities distrust the public schools
more than the immigrants do because the fermer
do not have the advantage of a dual frame ot
reference that allows the immugrants to compare
the public schools with the schools they knew
“back home.”  Involuntary nunorities compare
their schools with white schools, espeaally schools
m white suburbs and thev usually end up with
wgative conclusions, namely, that they are
provided with mferior education tor which there is
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not ustification. Smce they do not trust the publc
sthools and white people who control the schools,
mvoluntary nunorities are usually skeptical that
the schools can educate their chuldren well This
skepticism of parents and other adult members of
the minonty commurnuties is communicated to
minority youths through fanuly and community
discussions as well as through public debates over
mimority education in general or debates over
particular issues, such as school descgregation.

Another factor discouraging academic effort 1s
that involuntary mnorities—parents and
students—tend to question school rules of
behavior and standard practices rather thanaceept
and follow them as the imnugrants appear to do.
Indeed, involuntary minonties not mfrequently
mnterpret the school rules and standard practices as
an imposttion of the white cultural frame of
reference which does not necessarily meet therr
“real educational needs.”

My ethnographic research m Stockton
provides several examples of mstances m which
blacks and Mexican Americans expressed
skepticism about what they were learmng n
school and related tasks. One occasion mvolved
an mcident at a public meeting after a ot ma
predominantly minority high school. The
question here was the “relevance” of ahigh school
history textbook, The Land of the Free, to the
expertences of various nunorty groups m the
state ot Cahitormia. Another concerned the value
of a preschool curriculum stressing social
development rather than academic learning - Still
another was the real purpose of job placement
tests, especially m the cvalservice. The mimorities
m this case believed that such tests, whether given
at school or clsewhere, whether given by white
Amerieans or their munonty representatives, are
designed to keep them down.,

The problems associated with the distrusttul
relationship become more complicated because of
the tendency of the schools to approadh the
cducation of mvoluntary nunorities defensively 1
have suggested (Ogbu 1988) that under this
drcumstance mvoluntary minority parents would
have difficulty teachimg then cChildren successtully
to accept and follow school rules of behavior and
standard practices that lead to academuc success,
and mvoluntary nunoniy children, particularly the
older ones, would have dithiculty accepting and
following the school tules ot behavior and standaid
practices. During mv ethnographic mterviews

black and Mexican American vouths, in fact,
admitted that they do not always histen to their
parents” advice concerning therr school behaviors
(Ogbu 1974, 1984, 1987, 1988).

The Individual in Collective Adaption

In the foregoing pages 1 have argued that
immigrant nmunorities are relatively more
academically successful than mvoluntary
minorities because the status of the former as
voluntary mmorities generates for them a cultural
model that enhances attitudes and behaviors
conducive to school success This does not mean
that all immigrants succeed end all nvoluntary
minority youths do not succeed inschool What
have described are what appear to be the
dominant patterns of academic adaptation for the
two types of minorities Within each type there
are several culturally available strategies that
enhance school success. But the two types of
minorities differ i the degree of support,
especially peer support, for mdividuals utihzing
the strategies that enhance school success.

Among namigrant minority youths the
collective orientation appears to be toward makig
good grades and social pressures from the
community (¢.g , communty gossips). The family
and peer groups support making good grades.
Indiniduals who are subjected to eriticisms and
possible peer isolation are vouths who do not
achieve acadenucally (Yu 1987)  Partly to avoid
ridicule (which mav extend to one’s faruly),
criticism, and 1solation, most imnugrant mimority
vouths tend to utihze available strategies that
enbance thewr chances to succeed - chool (Ogbu
1987).

Among mvoluntary nunorities the situation 1s
difterentand the responses ot individualtvouths are
datterent  Tlere, while making good grades s
genetally verbalized, there 1s less community and
tanuly pressure to achieve this goal, there s, for
example, no stigma of or gossip agains. indisidual
vouths who do not make good grades. As tor peer
grotps, the collective orientation 15 actually the
oppostte of what it s among the immugrants, it is
against academic success  Consequently, pect
pressures among myvoluntary mmorities are used
to discourage utilizing strategres that enhance
indiv iduat school success And the voutha who are
subjectad to peer critiasm and solation are those
percened as behaving asaf they want to sueceed
acadenuaally and those who actuallv succeed
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Under this circumstance, involuntary minority

consciously choose from a variety of secondary
strategies that enable them to succeed by shielding
them from peer pressures and other detracting
forces. The secondary strategies are over and
above the conventional strategy ot correct
academic attitudes, hard work, and perseverance.
They are, instead, strategics that provide the
context m which the youth can practice the
conventional strategy.

Using black American youths as an exampie,
my preliminary mvestigation shows that the
youths can be differentiated m terms of how they
understand the situation—their cultural model of
schooling—and that individual vouths ntilize
different secondary strategies to enhance their
school success.  Figure 9 shows the different types
of secondary strategies that are available to black
youths. These strategies are derived from analysis
of ethnographic studies of black school experience
as well as from analysis ot a small number of black
autobiographies in which the authors describe
their school experience.  As revealed in these
works, some strategies are more cffective in
enabling individual black youths to strive tor and
achieve school success, although sometimes this s
at a psychological or social cost. Let me brictlv
describe some of these secondary strategies

Assimilation/Emulation of Whites/Cultural
Passing

Assimilators are black vouths who choose to
dissociate themselves from or repudiate the black
identity and cultural frame of reference i tavor ot
the white cultural trame of refeience, a position
whichamountsto a kind of cultural passing. They
may choose to mamtam “a raceless dentity”
(Fordham 1988). These are vouths who have come
to prefer white norms and values that are in confhict
with those of black Americans, especially those ot
therr black peers. For these vouths it appears that
one cannot remam a good member ot the black
community/peer group and be successful in
schools or mainstream institutions. Theretore they
reason that in order to succeed they must repudiate
or abandon therr black peers, black wdentity, and
cultural frame of reference They are usually
successful i school, but at the price of peer
cnticism and 1solation

Camouflage

Some black vouths camouflage m order to
achieve school success. They consciously choose
gender-appropriate specific strategies  to
cameuflage therr real acadenmuc attitudes and
efforts, according to Fordham (1985).  These
students adopt camouflaging techruques that help
them escape adverse peer influences on therr
school work One technique 1s to become involved
in athletics or other “team-oriented” activities
This appears to reassure therr peers that they are
not simply pursuing their own individual interests
and goals or trving to get ahead of others. Another
technique of camouflage 1s to assume the role of a
comedian or jester (Fordham 1985; Ogbu 1985a,
1985b) By acting foohshly, the black vouth plaving
the jester role satisfies the expectation of his or her
prers that he or she is not senous about school,
since the peer group does not particularly condone
academic excellence  The jester, however, takes
schoolwork sernously when away from peers and
does well in school.  But on the whole, jesters
pretend that they are not serious about schoohwork
and conceal therr school achievement and do not
brag about their school success Some youths who
are good at camouflaging are regarded by therr
peers as “naturally smart ”  Acadenucally
successful black males are the ones who play the
class clowns most.

Alternators or Accommodators without
Assimilation

Some black vouths play down black dentity
and cultural franme of reterence i the school
context in order to succeed by mamstream criteria.
But they do not reject black dentity and culture.
Therr motto seems to be, as one school counselor in
Stockton, California explamed it. “Do your own
black thing, but know the white man’s thing.”
Alternators generally adopt what appears to be the
schooling strategy of immugrant minorities,
namely the mode of accommodation without
assimulation Thus, while they do not reject the
black identity and cultural frame of reterence, they
clect to plav by the rules o the system. Therr stance
scems to be, “When in Rome, do as the Romans
do”

Other secondary stiategies that enhance
school success mclude getting a mentor, attending,
private schools to get avwav trom peers, becoming,

57




INSTORICAL, STRUCTURAL, AND PSYCHOLOGICAL ANTECEDEFNTS

Involuntary Incorporation and Minonty Group's Interpretations
Subsequent Subordmation nd Self Perceptions v Whtes
CULTURAL MODEL OF MINORITY STATUS EDUCATIONAL STRATEGIES

Alternative/survival Ambrvalent/oppositional
strategies cultural frame of reference
«
\d
Folk theorv ot .
“makmg 1’ .

CULTURAL MODEI
OF SCHOOLING .

Dual status trame
of reference .

Ambivalent/
opposttional .
Distiusting relations group iaentity

Emulating wlhites/
cultural passing

Accommodation
without assimilation

Camouflage
Mentorship

Church mvolvement/ !
support |

Private schooling

Rescue misston/
mainstreanung /
mtervention

Bully protection

Secret eftort
“natural smartness”

I'ncapsulation

Figure 9 Cultural mode! and mvoluntary minonties” educational strategics

(the indn idual m collective adaptation)

Aruitoxt provided by Eic:




Q

ERIC

Aruitoxt provided by Eic:

Minorty Youth and School Success

involved in church activities where there 1s a
support group for academic striving, geiting a
bully to protect oneself from peers in exchange tor
helping the bully with homework, and
participating in mamstreaming or mtervention
programs.

Some black youths, on the other hand,
become encapsulated mn peer orientation and
acavities that are anti-acadenuc  These black
vouths are the ones who not only equate school
learing with “acting white  but make noattempt
to “act white” or get around 1t in order to succeed
in school. Thev reject schooling because 1t 1s
“acting white ™ They simply do not try o learn
and to conform to school rules of behavior and
standard practices, since these are detined as
bemg within the white American cultural trame
ot reterence. The encapsulated generally do not
do well in school (Fordham and Ogbu 1986)

Conclusion

I hope that my presentation will not be
mterpreted as stating that munonties are largely
responsible tor their own school success or
tatture. The pomntihave tried to convev is that the
mmorities also contribute to their own scnool
success or school failure.  Mimontv vouths tace
obstacles from societv, schoos, and ther own
minority communities as thev trv to get an
caucation  But vouths trom <ome groups are
relatively successtul m spite ot these obstacles
because the mitial terms ot meorporation into the
United States allow them to percenve and
mterpret subsequent treatment, including
treatment 1n school, i a manner that produces a
cultural model conduave to academuc stinving
and school success.  Other munorities whose
mihal terms of mcorporation are ditteren
percerve and interpret their subsequent treatiment
difterently, resulting in a cultural model less
conductve to striving tor school success.

But even m the less academically successtul
minority group, there 15 usually a pool of
recognizable strategies, some of which promote
school success. Individual vouths msuch a group
choose from these strategies  For a varietv of
reasons, some vouths choose stiategies that
enhance school success and therebv succeed  To
promote a greater degree of school suceess among
the vouths m the less acadenucally successtul
mmonty groups, 1t 1s necessary to recognize and
remove obstacles from societv and within the

schools. But it s also necessary to understand the
nature of the obstacies that anse trom therr
cultural model as well as the strategies ot
schooling that promote or can promote school
success m therr circumstances

Note

I Mevcanos are Mextaan nugraut workers and thos dnidien
who considar themsadves Movoanos and Mearee e

permanent home - Mevioar Amencoms are people of Meacar
origan born i the Unuted States who dentity themeelves as
Mevican Americans or Ameriaans of Mextcan desceent
Chicanosare US boro peeple of Meovacan descent who do e
ad the termy “Clicane cHensive cven when they retet &
heselvesos Movcans » Mevaan Ameaernans They tend te
reter o Mevican-Amerroon studs ats whe attend dasses
regilarly or speak standard Eughish as “Wannabes,” mcaning
that they want tobe Anglos  (Matutc-Bianch 1986 236-240 )
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Achieving Equity of Opportunity in Higher Education:
A Continuing Nagging Problem for America

Tomas A. Arciniega, President
California State College, Bakersfield

I am very pleased and honored to be one ot
vour speakers at this mmportant
conference. Itis always a pleasure because the
chief state school officers are important people, as
I know you have been telhing yourselves during
vour three-day meeting. 1 am pleased to be
mvited back for, as usual, vou have selected a
most timely and important theme tor vour
mecting and pulled together quite an impressive
array of presenters and presentations  Your sense
of timing on the key 1ssues is superb and 1
commend vou for it

In my remarks this evening T want to focus on
the importance of a number ot things, principalhy
the importance of vouth, as perhaps the most
valuable resource the nation has gomg tor 1t in
anv age, arvd why it is particularly crucial ton
America m the next decade. Twill underscore the
ctimic dimension of that reahty and why that
aspect of the leadership challenge tor America
must not be pushed down on the hist of this
nation’s agenda and priorities, especialiv during
these times

The Challenge of Change

Perhaps the onlv certamty i these timesis the
challenge of change  Truly the rate ot change
during the last decades ha s beci both incredibly
fa\cmating and unsctthng Change fasdinates us,
I suspect, because it is tiwat one constant m this
complex, buzzing world of ours. Even a curson
review of what has occutred mojust forty vears
viclds an amazing Kalerdoscope of images
emergence from World War H, the Korean Wa,
Vietnam, and preparation tor Star Wars, the Space
Program era, space travel, Armstrong and Aldnin
on the meon, Sally Ride, and, ot course, the
devastating tragedy ot the teacher astronaut,
Christa McAuliffe, the avil rights nioyvement and
declaration of war on poverty, the assassination
of John . Kennedy, his brother, Robert, and

Martin Luther King, the assassination attempt on
~onald Reagan, discovery of a poho vaccine,
heart transplants, and test-tube babies, the
development of microprocessors, microchips, and
microcomputers, Watergate and the resignation
of a US president in disgrace More currentl 7,
Secord, North, Baker, Meese, and all those ot
ceteras On a posttive note, the election of black

and Latine mayors of major cities across the face

of Amenica and even a black American running,
tor the presidency of the United States of America.

Those events blur together; there's the good,
there’s the bad, and there’s the inditferent
Whatever we may think ot the specihics, the
overwhelimmyg mpression we are left with s ot a
world beset on all sides by relentless and
inescapable change  Sir Peter Medwar captures
well the naphications of this pomt 1 quote,
“Today the world changes o quickly that in
growing up we take leave, not just ot our vouth,
butof the world we were voung in”” As wereflect
on this pomt, we should also remember that
changes i sodiety are alwavs precipitated by
termentand dissatistaction with some status quo.
Through the ages, the processes of terment and
change have always been closely assoaated with
the coneept ot leadership. Sigmiticantly, too, the
guest tor creatn ¢ and meaningful alternatives s
abvaysshaped by whatand how we study, and by
the perceptions we have of what is possible

I ke to underscore to our voung people,
particularly our minority students, that this
mage of reality, which almost mevitably cach one
ot us must torge on a personal anvil, becomes a
self-tultitling prophecy tor cach ot us 1 believe,
too, that espeaially we who work in schools,
colleges, and universitios need to be keenly aware
that the most mportant task s e face as a modern
soctety s the incualeation moour tuture leaders ora
broad and culturally -sensitive understanding o
the world and one’s options withm it We must
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spur our youth, our college students, and
prospective leaders to use newly developed
conceptual and knowledge tools not just to help
themselves and to further individual carcer goals,
but for the more important reasons that deal with
notions of equity and social justice, and yes, the
obligation to become involved and to contribute
in a positive way to the making of a more
understanding and a more humane society.

Like all societies throughout history, America
needs the vigor and energy of youthful
aspirations and the inevitable attendant pressures
to push us beyond present limits toward a more
desirable state of things. This holds especially
true tor the new wave of black and Latino vouth
mour universities who are so centratl to the future
of this nation. Tlus brings me to the fundamental
concern that 1 want to address this evening,
mainly the problem of the underrepresentation of
blacks, Hispanics, and American Indians on
school and college campuses. This continues to
be a serious and complex problem.  As far as
finding solutions goes, we really have not made
much progress. I would hasten to underscorc
that, given the demographics, the problem has
major national implications that go beyond
smplistic notions about people of color needing a
helping hand.

Empowerment through Education

It scems to me that in any discussion ot the
problem of minority underrepresentation
higher education, there are two undergirding,
clements or issues wineh we should make clear
and explicit. The tirst involves the relationship
between education and power; the second has to
do with that not-so-popular concept these days ol
social justice, and how that concept seems to play
out in the current, much publicized concern tor
quality i education

With regard to the first, I am absolutely
convinced ot the direct link between power and
education for minorities. For blacks and
I Hispanics especially, education is the surest route
to permanent empowerment.  And because
education provides the means by which nunornty
people can move their hves from bondage toward
meaningtul treedom, | believe that to deny
nminority people an education is immoral and
criminal.

With reference to the second ssue, Bernard
Harleston, the President of the City College ot the

City University of New York, defines clearly both
why this nation needs to so concern itself with
how things are playing out these days in simple
numan justice terms, and illustrates the important
nexus between these issues:

Opportwnity 1s bemng replaced as a term m the
public debate on access to education by “acadennc
exeellence ™ The damm of a growmyg chorus 1s that we
need to demand more of owr students. We need to
improve then performance on stavdardized tests, we
need to reeamp the educational system so that we
produce a population of high achievers--but the
undercurrent e the debate s that we need to limt
access to educational mstitutions. When all the
cuphenusms are clommnated and the jargons peeled
aweay, the case of the argument advanced by the critics
15 that access should be limted to these students who
aredestined to be siiceesses i the acadnne world.

But what of those who by virtue of the
crrmstance of therr birthvor ther early exposure, the
coloy of thew sk, or their Spansh suiname are
destined, without access to education, to be excluded
from the job market, the housing market, the
marketplace of Iite? Should not all who want higher
education have that oppor tunity, not just those whom
citagmstances permitted o go to the best prmary and
secondary schools under the best corcumstances?

Look at the facts and begmn at the begimmnmg.
What does it mean that 40 and 50 percent of e kids
our wwrban hagh schools dropout® And what of the cven
Iugher cumudative dyop-out yate of mmonty teenager s?
We st talk fost about and act first o the ssue of
how e heep these young people i ~chools. Then we
can talk and act on how we upgrade and enswie the
quality of thew cducational experiences, This 1s the
reality of the mesent cnsis i Amera's edication. 1
we do onot coufront diectly, openly, and with
comtpassion, the sealities of the dropout phenomenon,
ot collective concera about “quality” weill amount to
a tunctional lull of beans and ol lack mtegity and
morval persuasion

hvg Spitzberg puts it even more directly

It s mperatioe tat coery discussuon of guality
achnowledge and repect any cost o ferms ¢l
opportionty and that standards be constravied by an
cpadly strong commmitment to cquaty 1t will not be
good enough to imvoke quality if we torget equuty Noy
il e areate equality of oppor tunity it owr strategies
for cquitu e at the expense of the quality of the
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opportunity — We wdl adueve neither equitu nos
quality if we do not qiecaneful attentin to owr policy
guals and to the strategies for implementing duonge
consistent with these goals

Fanny Wright, the mincteenth century
fenunist critic and acdvist, perhaps best puts it all
in perspective:

Do not the rich command istiction, wnd thew
who have instruction, must they not possess the
potweer? And wrhen they bave the poreer, will they not
exert at o then own favor, Ve the smany we left i
gnorance, the fewe--thongh poteer ful--cannot be wise
for, having not shared, they cannot be vntuous

For me the aceess dimensions of the 1ssue boil
down to the stmple matter of what is right and of
recognizing the importance of cducaion for
minomnties during these times. It 15 a question of
fairness and integrity, as well as equity. 1 deary
the indisputable fact that blacks, | fispanics, and
American Indians co.aprise a disproportionately
higher percentage of those victimuzed by the
Reagan cuts in federal financtal aid forcollege-age
needy students. 1 am quite concerned about the
decrease we have expenenced inminority college
enrollmer ‘s across the country during the past sin
years especially.  The fact is that the status of
Hispanics and blacks at the postsecondary lovel
today is indeed bleak. Until the late 1960s, the
participation of Hispanics at the college level was
almost negligible, the same was true of blacks.
However, improvement n the partidpation rates
of Hispanics and ther minorities did occur in the
late 1960s and in the carly 19705, para chng the
civil rights era and cqual opportunity efforts at
the K through 12 level

Those improvements weie short-hy ed, for the
nud-1980s reahty shows us only too clearly that
the national college attendance rate of Fhspanies
and blacks leveled off, and overall haseven begun
to decline since 1976, espeaially for blacks.  In
California just about 60 percent of all high school
graduates enter some form of postsecondary
edncation.  Current estimates mdicate that 80
percent of thspanics who aottend pubhic
postsecondary mstitutions in Cahfornia ernolled
intwo-year community colleges, ain did 83 pereeat
of blucks. In contrast, not ever 40 percent ot
Asians and less than {8 percent ot whites who
attended public higher education selected

community colleges  In the Cantornia State
University aad the University of Cahfornia
systems a number ot yvoluntary experimental
so-called “campus” programs to cvercome
cducational disadvantage arose during the
muid-1960s  Although the mmpadt of these equal
opportunity programs and similar programs was
evidenced between 1969 and 1978 with some
increases m-the participation of Hispanies and
other mnorities, progress, as | mentioned, has
simce dinunished.

Smgling out the case of Hhspanics, two things
are important to know  First, some of those
decreases in the proportion of Mexican-American
students in particular are even more pronounced
than has been publicized, since they have been
mashed by increases in the enrollment of those
classified as “other” Hhspanics And as we areall
aware, any apparent mcrease in the number or
even the percentage of Mexican-American
undergradnates attending higher education
mstitutions 1s attenuated by the major increases in
Fhspanies among high school graduates 1n
California.

What 1s signiticant about this 15 the much
publicized fact about our state. that shortly after
the year 2000, mmorities will become the majority
in California. California will be the first
mamland state to become a majority-minority
state, and Hispanics will be the largest by far of
the ethric groups. The pomt which these data
drive home is that it 15 obvious that existing
programs are not adequate to progress bevond
the current plateau. New mrtiativ es are needed to
increase the number of Hispanics, American
Indians, and blacks who aire prepaied for
unnversity study and to ensure that they recenve
the assistance necessary to enroll and remain in
college  Although underrepresentation is a
problem tor a number of mumority ethinie groups,
the situation 1s particularly critical for FHispanes
and blacks, given their increasmg numbers and
overall record of low educational attamment.

It 1s for all those reasons that 1 have so littie
patience with the argument that a “recovery of
quahty” m higher education (which | fully support)
must somehow mean that we turn away all
mittally under-prepared students 1 find the
iy ocations of quahity which lead operationalls to a
deniai of equity for mimornilies to be totally
unacceptable.
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This brief overview of postsecondary
educational expericnces of mmonities that [ have
given you underscores the need for concerted
attention at this time. The disparity between the
proportion of minorttics who enroll in ligher
education and their representation among high
school graduates and persons of traditional
college-gong age is sumply far too great. Because
Hispanics are the most under-represented
minority group mkey states like texas, California,
Florida, and New York, the ongoing efforts to
target the Hispanic community in those places are
certamnly appropriate. However, 1 would
emphasize that such a focus should in no way
lessen the respensibitity of higher education
institutions in our society to ncrease the
participation of all underrepresented groups on
their campuses.

Outreach to Minorities

Those are the general parameters of the
underrepresentation problem. The circumstances

beg two obvious questions. One, what should we

do about 1t? Secondly and importantly, won'tall
these recent efforts to raise admussion
requirements and the tightening of college
preparatory curricula in high schoel exacerbate
the problem of underrepresentation of blacks,
American Indians, and Hispanics in public higher
education” Inresponse to the latter question, the
answer, unfortunately, is yes, unless we can effect
major changes in the public secondary schools
that will increase dramatically the number of
Hispanics and the number of blacks taking
college preparatory cowrses.  Specifically, this
means expanding the curricular offerings in
high-munority enrollment high schools and
intermediate schools, and revamping the
guidance and counsehng systems to cnsure a
bigger stream of minorities moving into and
across to the college preparatory tracks m those
schools.

That is what we are attempting in our system.
Our trustees three vears ago mcreased the
admissions requirements rather dramaticatly. We
now require a full college preparatory pattern of
high school course work, which includes four
years of English, three years of math, two years of
foreign language, one year of science, one
semester of the performing arts, etc. In addition,
they must place in the upper third of their high

school graduating cohort determined by scores
on the SAT or ACT and their grade pomt average.

With reterence to the first question, “What do
we need todo?,” Thunk the direcaon mow nieh we
need to move s fairly obviotes, although this 1s
not the place to tny to give a full histing of ali we
need todo Instead, let me giv e vou abriet outhine
ot the hinds of things that I beheyve are absolutely
critical 1t we are to make a difference First, we
need tomcerease our outreach efforts significantly,
but we must do se in targeted ways  Our
mstitutions of hugher education must commut
themselves to work on a facultv-to-faculty basis
with the high schools, particularly n scrence,
math, and Enghsh.  The curnculum must be
articulated to ensure that the high school students
are being prepared in a manner that, once
admutted to the university, enables them to meet
the expectations of the general education
requirements.  Both faculties should be working
closely and collaborativelv on that design, and on
the fashioning of the placement tests that are
going to be requured, say in math and Enghsh, in
order to ensure a congruence in the expectations
welay on our students from both ends

Second, the university needs to organize a
comprehensive series of activities aimed at
informing minority students and their famihies of
allthat s required to go to college  Of particular
importance n this regard 1s the need to provide
carcfully prepared and accurate information on
financial aid possibilities and options.  The
university should work through and with
community group leaders, networks, and parents
to 1each these mmority communities. Nothing 1s
more mmportant and essential than this 1f we are
serious about telegraphing the universities’
Interests inenrolling minority students.

Third, summer brdge and n-school bridge
programs need to be mounted with the
surrounding school districts for the announced
purpose ot increasing the number of mmority
students on campus. This should stait with a
massive SAT or ACT testing eftort avarable to all
mmority students fice of charge. The results
should be used to organize speaial support
activities aimed at helping the maximum number
ot students qualified for college adnussion to the
program of theit choice. Subscores, as well as the
overall scores, should be used to screen-in rather
than screen-out the most students possible.
Summer bridg> offorts should flow fiom those
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results and should target the studenes who need
mmediate heip and who haveachance with basic
skills assistance to become college eligible The
summer bridge programs should mclude at a
minmum sentor and junior-level stu..nts, and
the course work they take should be heavily
basic-skills oriented

In-school bridging cttorts ikewise need to
target on those students closest tu the mark. For
example, a regularly scheduled high school class
period mowhich mmority students recerve direct
tutoring help i math, scence, and English 1s
os~ential. ldeally, the teacher assigned would be
assisted by role-model college student tutors
and/or peer tutors. This would occur as part ot
the students’ regular day and reguiar course load.
College information and carcer option
intormation activities  should also be
programmed along with muluple visits to the
university campus as part of the program. 1t 1s
mportaznt to organisc these hinde of activities at
the mtermediate as well as the secondary or hagh
school level, €tudents are tracked very early these
days, and unless syecial cttorts are made to
counter the usual trends, the mevitable result will
be that munorities end up ir non-vollege
preparatory courses,

Fourth, the umnersity noeds te becon
mvolved directly i charting the rate ot minority
participation 1. college proparators course work
by school and school district on a year-to-year
basis. The university needs to collect and provide
that ntormation to the respective prinapals and
st perintendents along with graduation and
dropuut swtisties on then <tudents The prohle
tor ¢ ~chool should delneate the pattern ot
courses students in college are taking, how
students trom cach school are doing in college,
and what their dropout rate 1s at the uninversity
level.

Ot particular concern to us m Cahtornia 1s
that this data be used to jmitiate a needed dialogue
among universities, community colleges, and
high schools regarding the pattein ot courses
munotity students are taking, and how these
compare across s hools and acioss school
districts. As part ot this, we have worked to tie
aur computing system to the school districts and
the community colleges su that we can call up
transcript nformation across schools, community
colleges, and univer ities.

Fifth, a concerted effort needs to be mounted
to mvoly ¢ facuity and statf 1 making igh school
visttations and i speaial money -raising activities
for ethmic mmornity scholarships - Thest may run
the gamut trom working with spedfic ethime
groups to mvelving md.vidual donors and
service clubs. What 15 important about this 1s
buth the tvpe of commitment 1t generates to this
need on the part of unnversity and ~chool people,
as well as the message telegrap: »d to ow
community about the need to increase the
participation of mmority students m highes
education A very successful special etfort we
have gomg is a community mentoring program
where we have matched over 100 commurnuty
protessionals and business leaders with minority
students with potential, but whe have been
identified as at risk.

A sixthared of concern 1 more directly tied to
what needs to be done on campus  First and
foremost, it s important to cisute that on the
campus all know that this thrust 1s a top priority
concern tor the instittiion and its leaders and that
we must organize accordingly. Ounce this s
established, it 1 a relatively smiple matter to
mote on essential elements. Tor example, the
institution of an early warning system to provide
munority students encountermg ditticulties with
special assistance at the mid-guarter or
mid-semester pomnt - This can take varous forms
ranging trom tutoring assistance to discussions
with individual protessors or even personal
connseling  The key s having a professioned
person charged with the responsibility ot
contacting the students and protessors involved,
evaluating the problem, and then tollowing up on
an mdnvidual basis

The pomntas that it is essertial that we concern
outselves not onlv with adnutting nunorities to
our hallowed halls, but also with ensurag ther
continuation and therr graduation, A\ learning
assistance center or unit charged with th
tesponsibility for coordiating targeted
student-suppott tivities on campus 1s also
mmportant  Tutoring, finanaal aid counsehing,
small group studv skills semunars, peer
counseling  assistance,  cuitural  group
remtorcement sesstons, and individualized
computer-assisted carcer guidance activities are
goud examples of the artav of support activities
which are needed.
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A Culturally Pluralistic Education

These efforts, however, should not be
confined to the student affairs side of the
academic house. The acadenuc aftairs area needs
to play at least as major a role in effecting the
changes needed on campus.  Certanly the
university should support its ethnic studies
program or department and commut adequate
resources to ensure the viability and the stature ot
that program. The comnmutment of the institution
needs to go beyond that, however, if we are gomng
to be successful in improving the participation
rate of minorities in huger education and, equally
as important, if we are gomng to afford all our
students a more culturally plurahstic university
educition.

Our general education offerings, those
courses we require of all students regardless of
major, should include ethnic studies and
multiculturally-oriented courses. This 1s
important for several reasons. The most
important reasonis that it makes a clear statement
about the institution’s interest and
responsiveness to such concerns. 1t
communicates to our students, our faculty and
staff, and vanous publics that we recognize the
individuality and the importance of our various
ethnic groups and their distinct traditions and
distinct values; that we understand that
knowledgeabout ethnicity aids all of our students
in the development of their understanding and
senaitivity toward ethnic groups and therr
heritages; and that all of these understandings are
of vital importance to the leaders of the next
American decades. Ideally, too, the infusion of
culturally plurahistic content and concepts needs
to cut across all the base disciphines, espectally the
social and behavioral sciences  Probably the best
way to ensure this 1s by recruiting the right
faculty. If aninstitution recruits people who have
the needed background and expertise, and the
cemmitment to such culturally plurahstic ideals,
it will have taken a major step in the nght
direction.

This brings me to the final element in thus
rather comprehensive agenda that 1 have been
laying out for you—the role and function of
multicultural or ethnic concerns in American
education. I am consistently surpriced by how
much heated discussion and, even worse, how
many deflection and evasion tactics thus topic

continues to draw m acadenuc and schooling
circies Some of those discussions, especially n
the last six vears, have become particularly
vicious as the mood of this country has turned
conservative  On university campuses for
example, ethnic studies programs from their
inception have plaved a multifunctional role.
They have had to. They at once had to initiate
ethnic-specific courses for minorities, help make
their institutions” affirmative action record look a
little better, serve as buffers between the
institution and off-campus minority pressure
groups, and n general take on the responsibility
to nide herd on institutional efforts to respond to
minority group needs and minority group
demands.

All of these varied responsibilities and
involvements at times have created and caused
what we can politely term “stress” on the
organization, but which in my opmion and
contrary to popular belief in some quarters, 1s
healthy, necessary, and important. Foritis indeed
those healthy tensions that enable us to learn to
respond in better ways to the neews of our
students. That is especially important in these
changing demographic times. We need to do a
better job of recognizing that reahity both at your
level and at mine.

Need for Comprehensive Approach

In short, if there 1s a basic axiom to all I have
been hammering at this evening, it is a simple one.
Given the nature of our reform problems and the
tmportance of the need for changes in the
direction I have outlined, it is imperative that our
institutional responses be comprehensive, rather
than 1solated and nariow ones. It simply is not
good enough any longer to set up separate
approaches to take care of “those people,” while
the rest of the institution carries on business as
usual. And 1 hasten to emphasize that nothing
along these lines 1s ever easy, for there has maeed
been a dramatic shift in the national mood end
certamly 1n the tederal posture about these
“ethnic things.”

How dramatic that shift has been was
brought home to me in reading the press and
media coverag” ~* wut the reauthornization of the
Higher Education Act and the activities
commemorating the signing of the original act
over twenty years ago.  Robert L. Hardesty, who
served as Lyadon Johnson's speech writer and
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now 1y president of Southwest Texas State
University, recounted i his address at the
commemuorative activities how President Johnson
labored with the speech he was to give at the
ceremony and the pams he took to add sentences
and phrases. Two of those phrases he added
underscore both the importance of our concerns
here this evening, as well as why it isso important
to continue to push on our unfinished agenda.

In summung up the waportance of the Higher
Education Act Johnson said, “The Act means very
stmply that a high school seruor any w here mn this
great land of ours can apply to any college or
university in any of the 50 states and not be turned
away because lus fanuly was poor.” in recalling
his college days when he was forced to leave
school to go to work after his sophomore year and
how he went to teach in the “Mexican” school in
Cotulla, Texas, he said, “I shall never forget the
faces of the boys and girls in that classroom and |

remember even vet the pain of realizing and
knowing then that college was closed to
practically ever one of those childrenbecause they
were poor. And | think it was then that I made up
my nund that this nation could never rest while
the door to knowledge remained closed to any
American ”

President johnson's words still ring loud and
true today and the unhnished task remams At
least they do for me, and | am confident that they
also .ing true enough for the chief state schoo
officers of Amenica to enable us to get back to that
unfrshed agenda in ths final part of the 1980,
no matter what Secretary Bennett or others nught
think.

Again, thank you for mviting me and I want
to congratulate you again for your demonstrated
commitment to the critical and burning
educational issues of the day
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Professor, Department of Education
Georgia State University

Onco again, I'm very pleased to have this
opportunity to be with the chiefs. We

werg, for at least a part of last summer, all iterally
mn the same boat. That was a very enjoyable time
for me. That was my first opportunity to be with
the chiefs, and the feeling I came away with was
one of profound respect and appre~iation for the
willingness exhibited there to dewl m a serious
way with this particular priority which we calt “at
risk " The fact that there had been an imitiative
prior to the conference that has maintamed itself
since the conference in a variety of ways—that we
are here almost a year later and this 1s stll
foremost in your minds—speaks very highly of
the motivation and commitment you have to
solve one of the very difficult problems we facen
education. It gives a lot of us energy to be
associated with anyone who is oriented m that
direction.

I have been asked to address the area of black
youth and school success. | had a subtitle that |
was also asked to talk about and that is “How
School-College Collaboration Can Advance the
Quality of Teaching for At-Risk Children.” I'm
going to coveralittle of the termtory 1 covered last
summer, but want to amplify the meaning of that
for the school-college collaboration arca. Also, |
want to extend some of my origimal comments to
include new information.

Those of you who were m Montana know
that I had one major point that | tried to make n
a varicty of ways and a few other supporting
pomts. The one major point was that the schools
could do everything we wanted them to do and
can do it now. We know that because there are
now people doing everything that we want them
to do. They have been doing everything that we
want them to do There are some people who are
doing everything we want them to do and they
were domg it before anyone came up with the

research on good teaching. In fact, I'm not
convinced that rescarch on good teaching s the
best source of mformation on what it 15 that we
ought to do. I've seen some research on good
teaching that I beliey e has been used ma way that
Is really mappropriate and misleads, rather than
leads.

Models of Success

At the summer mstitute. 1 went through a
series of examples show g us what 1s being done.
As a way of refreshing, I'll mention three quick
examples te show that something real 15 already
going on and that they provide the models for
what we need to be doing.

The examples are in the field of mathematics
because 1 believe mathematics education, along
with fwo or three other areas, if we did nothing
else and did that well, would boost the academic
achievement of children across the board, even
while boosting their self-concepts. 1 want to
mdicate through these examples that there are
models inoperation, not relying on rescarch at all,
where the problem of teaching mathematies in
two cases to black children, and i one case to
Phspanie chuldren, have been solved. There's a
movie many of us have seen now called Stand and
Delizer, which s the true story of Dr. Escalante’s
work in Los Angeles with Hispanie children who,
at the high school level, have been taught lugher
level mathematics—caleulus, for example. This
vas m the barros where they weren’t supposed
to be able to learn arithmetic. So, if we want a
good example of what to do, it has already been
presented.

The drawback that some people see 1 using
an example like that 15 that 1t 15 one example and
we assume there s only one Escalante. People
tend to regard him as something of a
specialty—an anomaly. I'd ike to sav that that
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simply is not true. Let me ilustrate by giving two
more examples:

Professor “B” [Professor Evared Barrett,
North Baldwin, New York] worked in
Bedford-Stuyvesant in New York, and, in about a
year, raised the academic achievement level of the
black children in a Bedford-Stuyvesant fifth grade
class to the point where most of them passed the
ninth grade regents” exam in mathematics. Then
he turned around and taught other teachers to do
the same thing. So, that gets rid of the
“savior-who-walks-on-water” notion for solving
this problem. However, that’s still a small-scale
case study. You'll say, well, there may have been
something special in the water. So, I'll conclude
my opening examples with a third example.

All three of them share something in common
and that is, in each case, they offer to the
children—the black and Hispanic children who
are performing at the lowest level—a challenge at
the very lughest level rather than at the lowest In
other words, they do not promise to improve
basic skills. They go night past basic skills to the
top. And they succeed. For example, the minth
grade regents” exam in New York includes
algebra. That means that fifth graders would
have to know enough algebra to pass the ninth
grade regents’ exam m order for that example to
be true.

The third example I'll mention 1s a
twenty-year-old project operating in the United
States that amazingly has attracted little mterest.
I'm really puzzled about this. Proiessor “B” 1
hard to find—not many people would know
about him. Dr. Escalante, a rew have read about
in the newspaper. But Project SEED has probably
been the most publicized approach to teaching
mathematics to young children, especially black,
but also Eskimo, Indian, Hispanic, Appalachian
white children, children in the Pacific Rim, etc In
other words, some years ago a six-foot-four-inch
white male in Berkeley got tired of seeing his
students fail m school and decided that
mathematics would be a pathway to caanging that
and that he could cliange self-concept by teaching
the most difficult subject at an carly level. And, if he
could teach the most difficult subject at an early
level, children would gain a sense of efficacy and, as
a result, would attack everything—not just
mathematics. So, his goal was self-concept  Not
mathematics. But while they learned advanced

mathematics, the basic skill levels of the students
went up as a byproduct

I have a video film of a teacher who was taught
by Bill Johntz teaching children m Hunter’s Pomt,
California at the fifth grade level. The video shows
their fourth lesson as they begin to go through
logarithms and discover the principles of
logarithmic mathematics.  Even as children
expressed themsely es ina language that you would
call “nonstandard Enghsh”  or  “black
language "—their understanding of the
mathematicel concepts was precise and they were
enjoymng these things. The excatement generated
has been captured on video. The interesting thing
about this particulwr example 1s that hundreds of
teachers have been trained to do this.  It's not
Escalante—one savior alone—or Professor
"B”—one teacher with two or three teachers. Thisis
ateacher who has taught hundreds of other teachers
to do the same thing all over the United States. The
drawback 15 that the people he worked with are
working as professional mathematician: in private
ndustry. That means that someone Las to find a
way for those mathematicians to be released long
enough to get the pedagogical training, which takes
about six weeks, and then someone has to find a
way to facilitate their working with children in
public schools. That takes money and help over and
beyond the regular classroom teacher. So there’s a
logistical drawback. Perhaps even a philosophical
drawback

I am less interested m the solution of the
logistical problem than m pointing out tirat the
mstructional problem has been solved. Maybe we
don’t have to worry about the logistical problem
Maybe we have to worry about the nature of
teacher tramnimg  If there 1s a way to train teachers
that allows them to achieve these results, then
may be the teachers we now tramn should be
trained that way. So, I'm curious as to why that
example has drawn so little attention m spite of
the fact that I know the universities know about it.
I know because some of these children have been
taught on wuniversity campuses. The
African-American children m Berkeley have been
taken out of these classes to freshman classes m
mathematics in Berkeley. In New York, they have
taken children out of Harlem to teach a lesson to
students at New York University. This is just a
demonstration—a gimmick—to get the attention
of university types, public media, and so forth
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What 15 interesting is that having the
attention has not preduced a sustained interest by
teacher educators. Still we struggle to explam
why children can’t learn mathematies here when
they’re learning it neaxt door. I've never quite

understcod that.

Four Conclusions Drawn from the Success
Models

If I had the time today, I would go through a
hist of these examples because 1 think they show
us that success has nothing to do with public or
privaie schools. There are successes m both sets
of schools. It has nothing to do with race or social
class of teacher It has nothing to do with many of
the excuses we use for our failure to install
appropriate teacher trairing and services to
children I'll share with you briefly the
conclusione I cited at the conference in Montana
because I think they’re an appropriate backdrop
for the rest of what Thavetosay. | concluded from
looking at a number of these examples that there
were certain things that those examples taught.
One, you can teach all children successfully to per form
at demandimg academic levels. This is very
important to us as a nation. It’s very important to
us because we're all i the same boat. We must
solve this problem—so that all cluld n are
performing at the same demanding academic
fioor atleast. The ceiling can go anywhere but the
floor must be a demanding academic leveland all
children must reach that—just as they doin Japan,
West Germany, and the Soviet Union, ctc. Our
children are fully capable of meeting those ley els
What these examples teach us is that in a short
period of time we can reach those levels for all
children.

And that is my second point—that dramatic
change 1s possible n: a short penod of time. If we
forecast that not until ten years from now could
we achieve this, then we have underestimated
both our teachers and our pupils. This kind of
change is possible right now. Professor “B"'s
raising the academic achievementlevel of the fifth
graders to pass the nmth grade regents’ exam
occurred inone year. The Project SEED, in which
Bill johntz takes rnathematicians from private
industry to teach, has children working with
high-level algebra concepts in four days. They
begin to work with the first concepts in four days
and over the course of a year or two, they become
quite proficient. The Dallas public schools is one

example ot a school district that has incorporated
thi> program - They v had at for tour yaars 1Us
the only school district 1 know of that has had
Project SEED for four years and they have just
given it five years forw ard funding. As you know,
five-vear funding 1s rare in any school district.

My third pomt—zee have to disabuse ourselves
of the notion that there are criticai periods 1 think
this is part of the general professional view that
we've mherited. We think that iof we don't catch
children by grade four, it's too late, and that at the
high school level, tor example, we can’t hope to
turn around the academic achievement of
students—say at the tenth grade ley el—because
they have lost too much i the early years. What
I'm here to say is that the successful experiences
that | cited—and more that | could ate—are
leading us to the oppostte conclusion. It 1s never
too late. You can teach peopleat 18,19, or 20 ina
way that they can master ths floor of hugh-level
academic achiesement  You can do it m a short
period of time.

Thefourth point is that wee Ao right now what
we need to doand we don't need any more reseds . In
fact, we probably need to ignore most of the
research available. Even the good research, for
example, the effectiy ¢ schools research, does not
generally help us achieve the objectives I'm
talking about. In the first place, the cffective
schools rescarch (and 1 respect the work of Ron
Edmonds lughly—1 think he was one of the
greatest educators we've ever had and was
absolutely correct - ihe conclusions he drew
from the research he did) dealt with mnanuom
competeney criteria. Ron Edmonds asked  the
question, “Is 1t possible to achieve nunimum
competency mdependent of socioecononie class,
independent of other variables that normally
explaim school failure?” Tle discovered that there
were many schools that were already doing that.
Then he tooked at those schools wlich were
successful inacluieving mimmum  competency
and identified 10 or 12 charactenistics of schools
that worked  We all know about these and have
had thousands of workshops on how to transmut
this information about principles assouated with
schools that work.

Our people are usmyg these principles as a
chedkbist and are trying to organize themselves
with what amounts to minimal information
because the checklist inno way approximates the
richness of the learming environment fronm w hich

71




Asa G Hilliard Il

they were dernved. While the checkbist e
aweurate, vou wai’t work backsvards from the
checklist to a view of what actually went on. You
can know that monitoring 1s an mmportant
principle, but you can’t know what monitorig
means unless you see it m o content S0, many
people take the principles and treat them m wavs
that are not particularly benefiaal to themselves
or students  So, 'm not sure that the effective
schovls research 1s feading us anvw here

Need for Ethnographic Research on
Maximum Competency Schools

What | really want is ethnographic research
on the maximmum competency schools Twant (o
see ethnographic research on what Escalante s
domg. 1want to see what Bill Johntz 1s domg and
what Professor “ B 1s domng, What are thev doing
differently from other teachers? Tbhehieve vou will
aet something different from what we'sve gotten
from the effectiv e schools researchoon basic skills
achiey ementivhen y ou begim to ook at maximum
competency attainment That rescarch has not y et
been done 1 would vrefer that rescarch to be
done and then the results conunumicated, |
believ et will be important not to talk about 1t n
summary terms, by way of checklists, but rather
to communicate it in some richer way. As I've
mdicated carlier, 1 think we can do that through
observation, videotapmyg, and cthnographical
writeups. For example, those of vou who know
the book by Shurley B. Heath, Ways With Words,
would have an example of how to communiate
about a case study so that the richness of what
took place 1s mamtamed  if you would compare
that work with the checklist summary v ou would
see the world of difference betw een them

No Singie Pathway to Success

I concluded from looking at all these research
experiences that there 15 no smgle pathway to
success, The worst thing we can do 1s mandate o
formula to school districts, classrooms, and
principals. What they need to know s that “there
1» more than one way to skin a cat.” They are,
however, held responsible for “skimmmng cats.” [t
they don’t know how to do that, they need some
help and maybe a kick or two.

There are no natural racial or ethie barriers
to achuev ing this success. Teachers of all races and
cthnic groups have been adentificd with these
successes. In Project SEED teachers are all colors

and kids are all colors Kids speak all languages.
i'm one of the peopie who behieves in
multicultiral education or, as they say, education
thatis multicultural or culturally salient. Ibelieve
in that, but not because 1t is required for
achiev ement. Achiey ement can be brought aout
without multicultural education Al have to do
15 provide appropriate pedagogy and children
will change in ther achievement  Multicaltural
education has another strong rationale that 1
would talk about it we were on that topic,

In order to do the job that needs to be done,
we must realize that the best results come when
the highest level intellectual challenge is
presented. T takes anintellectual challenge. This
15 almost the opposite of what we think whenwe
see children who are already dragging. to
provide them an instructional approach that
requires intelleceual challenge is almost
unthmkable [ ran remember a parallel when
they were talking about diet and regulanty
your bowel movement. It seems you should be
cating baby food because smocth food should
cqual smooth bow el movement, sut it doesn’t It
seems that to get smooth bowe movement vou
have io have roughage  So, 1t just doesn’t fit
cogiutively, but it does m pracace.

Dynamic Assessment Process in the
Classroom

That’s the way 1t s with children. I'm
tcaching a class right now v orkmg with Reuven
Feuerstem’s Dynamic Assessment at Georgla
State University 1 have to demonstrate to my
students that they cant bring me, at random,
almost any uld presently placed in educable
mentally retarded or fearning disabilities classes
and we can get that student to do things they
never would have pridicted possible. 'm talking
about adult-level tasks being performed by
children who are being consigned to specal
vducation Thev bring me therr special education
children. In the very next class they, the teacher
education students, must work with chnldren just
like them and preduce the same kind ot results
through imitation.

Last week, we had three hittle African-
Anerican boys walk in who were full of energy
They walked mn cocky and when we got the bioon
these boys, 1t was scary.  Although they were
beautitul kids and not threatening, they looked
“hard to handle.” When they first sat down they
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were not very responsive to some ot the
instructional strategies  When we finished with
those three boys, they had such a good time, they
brought a friend the next time Thea the teacher
came and the mother came—because something
happened to the children at home as a result of
what we had been doing m class. Thev went
home with so much energy and fire because of the
achievement they had made in the assessment
that 1t spread in their behavior all over the
neighborhood They took my test materials home
and began to give tests to other kids athome in the
neighborhood, imitating what they had seen
done. 'wish ITcould tell vouall the reports that we
got back from only two sessions  No one in the
class believed they were working with someone
who belonged in special education.

This happens to us over and over agam
When vou get a chance to put the children mto a
structured situation and vou know the quahity of
what you're offermg and you see the results of
that mstiuctional intervention on thae children,, it
shatters everything yvou think vou know about
1.Q. and achicvement tests. Those children can be
changeu nstantly.  In fact, they're not really
changed  All that has happened is that we have
called on their mtellectual resources which have
been dorinant. We haven't really changed them
They had that intellectual power all along, but we
hadn't found the key to release it. So mtellectual
challenge was what we were giving them. They
responded to it in a very exciting way

Mortimer Adler stood up in a high school
class in Atlanta, Georgla, where some of the
faculty believed the chuldren would not be able to
handle the so-called “classics” and would not be
able to discuss them with any degree of
intellectual sophistication. These were actually
extremely intellectually sophisticated students
When Mortimer Adler applied the pedagogy that
he applies across theboard everywhere, there was
a tremendous amount of excitement and highly
proficient performance from the swudents.

Success Models Not Well Known

The other conclusion 1s that the success
models I've been teling you about are generally
not known and they’re not shared, especially by
the colleges and universities. This leads me mto
the nub of what want to say to you this morning.
The success models are notknown and they ‘re not
shared. One of the things I think a professional

heart surgeon 1s responsible tor—it vou teach at
Stantord—is knowing where all the good heart
surgery 15 bemyg done all over the world. That's
part of vour job as a professor. You're supposed
to know that there’s a Cooley down in Texas and
aChristinan Barnard m South Africe If you don’t
know where the peak performances are, vou're
not considered to be on top of youw dxsﬂpllnc
Not only that, 1f vou're at Stantord, vou're
suppowd to be a peak perfermer—not a peak
knower only - You're supposed to walk mto that
operating room and perform open heart surgery
better than anyone else who's looking at you or
you're rcplacud by someone better.

Now, we've mutated evervthing about
medicime except that. We “diagnose” and we
“prescribe,” but we don’t perform—if you
understand what 'm saving.  So,
models are not shown,

our sSuccess

Schools Alone Can Generate Achievement

The last conclusion 1s that schools alone can
produce the academic achievement we're talking
avout For Atrnican-American boys and girls, the
schools alone can produce this acadenmic
achiesement  1say that because we are not going,
to get mother and ather for most of the
African-American culdren whose parents are
dnvorced to come to school and sit down and do
tutoring  We are also not gomg to get most of
them te do it at home. If mother and father are
together, thev're probably working two jobs
aprece Just to put food on the table. If mother 15
there alone, she doesn’t have time to go to school
with three duldren For example, roy daughter s
a widow who s work,ag one good job and can’t
make ends meet. She's dmn;, all she can to keep
gas i her tank and food on the table. Many
women do not hav e the resources she has, such as
a tamily who can step invand help 1 we wait for
parents to step m and do things, we have written
a prescription for fatlure.  As much as 1t s
dosirable to mvolve those parents, we don’t have
to have them do that in order to produce this
achievement.  Fvery example 1 cited was an
example i which the professional educators
brought about the achievement by themsels os.

In fact, that was one of the surprising pomts
in Ron Edmonds” rescarch—that 1t did not take
parent involy ement to get the acluey ement. Some
of the more recent effective schools research
scems to emphasize the need tor parent
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involvement | behieve parent mvolvement is
needed and desirable, but not for the purpose of
teaching calculus. In other words, we can teach
calculus without parents—in fact most parents
can’t teach calculus because they don’t know it

Therefore, what we're talking about 15 not
discovery of how to do, but imitation of what 1s
bemg done. Not discovery, but mutation. If that's
true, why don’t we imitate? If we really want to
mobilize this nation right now to make sure that
African-American and Hispanic and other
children do not fail—what is it that we have to do?
We have to iutate those who are succeeding! It's
imitatior and not discovery.

ideology of Failure

Maybe educational research 1s causing us o
believe we cannot achieve. Until such time as we
begin to get productivity, maybe we have to close
down the National Institute of Education for a
year or two  Maybe we should begin to pay
attention to the performers. What stops us? One,
1deology stops us. We have a professional ideology
taught in colleges of education and shared in the
general community that says familivs arc
responsible for the low performance of chuldren.
We have another part that says the intellect 1s too
low among children who are poor, and especially
among children who are black and poor. We have
another part of the ideology that says it may not
be the intellect, but if you put capable chuldren m
low sucioeconomic classes, the class will explam
low performance.

Of course, these examples show you that
Escalhnte would have to go to Beverly Hills to
teach instead of Fast Los Angeles.  Of course,
some prople say dict 1s responsible That it has to
do with hving too close to the freeway.  Lead
paint. Lead in the exhaust.  We have many
excuses and there is research to support all of 1t.
That is the hiterature T find bemg taught in the
colleges of education. What ¢an be done
collaboratively to change this picture?

Su, number one, we don’t imitate because we
have deology suggesting that the causces for
farlure are not m pedagogy but in these situational
factors that prevent children from learning m
spite of pedagogy. That’s false. Secondly, we
don’t imitate because we don’t know there are
people being successful. We're agnorant of
success. We're not aware or we may be aware, but
we don’t see them. Or, we may be aware and we

may see aschool where the chuldren are achieving
at the 75th percentile in s place hike
Bedford-Stuvyesant. You say, ves, I see thatand |
sce the school, but | don’t really see 1t as a
participant  So you don’t know 1t. So there 1s no
reality to the example until Tam positioned to take
m what 35 going on—to actually have an
experience with it So, that’s why we don't
mutate. We don’t have the experience to inutate.

Teaching Performance

Finally, we don’t mmitate because we're not
honest and clear about our own expertise,
particularly in teacher education Whatl mean by
“honest and clear” 1s this: 1f I'm on the faculty of
a college of education, do | stand before you as a
person who not only can explamn about
performance but who can perform? Generally we
don’t talk about performing. We talk about
explanation  So, my legitimacy m the university
is determined by how well J can explan, not how
well 1 can perform. I'm not ever expected to
perform. In fact, I've been with universities for
many years, almost thirty years, anct no one has
ever ashed me to demonstrate how to teach public
school children. T do because { weed fo. But no one
has ever made that a requirement ot my work.

Some of my colleagues even suggest that 1t's
bad news to perform. That “you can be a
swimming coach without knowing how to
swim.” That’s what I've been told. That may be
I sone sense true, but m the arca of ¢?ucation,
unless vou ¢an show that vou can truly be a
successful - swimming  coach  without
swimming— unless vour students are swimming,
wach means that your teachers are teaching
Afncan-American children to succeed at this high
academic tevel—then | don’t believe this
rationahization at all. W have to be honest and
clear about what we can do.

Now, what | suggested 1s that we need to
mutate  But that means we have to collaborate
The werght of improvement now rests on the

backs of the public schools.  In other words,

wherd things are gomg well, more often than not
mmy experiencee, the openness exists at the public
school level  There are many things gomg on
imside districts, even though they're 1solated
Many things are bemg tried.  There are fewer
things bemg tried at the lugher education level.
For example, in Detrott, the special education
program has been radically transformed m the
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past two vears  Some exciting things are gomg on
education institutions and the state departments
of education along with them A representative
from the special education program at the state
education agency went back to the office the same
day he saw the demonstration and kicked
everybody out of the office ard told them to get
down to Detroit to see what was going en. There
are a couple of universities in the Detrort arca w ho
have beard about it and are trving to find ways to
link with it because 1t's an example of what
they re trying to teach The examples are not on
the campuses.

The University’s Role

I will demonstrate what I mean by
“collaborate to imitate.”  Colleges m particular
have an obligation here.  Number one, the
colleges and universities have a mission ard an
obligation to make success visible, They are best
situated to describe, vahidate, and publicize.
That’s our business.

Number two, to document and validate. One
of the pitiful things about the examples I've ¢ited
and others that | would have cited is that very few
of them have drawn the attention of educational
researchers. We have the tools but we tend to go
more for things that allow for certain kinds of
algorithms to be performed. We like large Ns
(samples). You know, an N of 2000 is better than
an N of 15. That’s fine, but some of the successes
you need to look at nught not have more than 15
people associated with them. So, you haveto find
another way to look at documenting. How many
people are invohved with Escalan2? Do you say
that, thercfore, he doesn’t exist? That he didn’t
have the effect .ie had?

The colleges have an obligation to document
and validate and they have the tools and
capability to do it. The colleges also have an
obligation to participate  One of the sad things
I've seen is that most of these examples exist with
nu participation from colleges and universities.
They exist in the shadow of great universities,
with no one paying a visit. So we haveto visitand
participate. We have an obligation to record these
things visually. 1f the SEED Project folded
because of lack of adinmistrative support and
money, there will be people in this country who
will say that it never happened. Fortunately, in
that particular project they have paid to have

certam evaluations done. The Calitornia State

Department of Education did 2 very goeod
cvaluation. A coupie of private companies did
evaluations, not because of anv real intiative
from our colleges and universities. But, without
these evaluations, one nught sav that the project
never existed.

I mentioned  visual recording.  Dave
Hornbeek [State Superintendent of Schools,
Maryland] piched up this idea along with several
other chiefs and they have already made a major
effort to do visual recording of nstructional
success with low-performing children  The
colleges and universities should make certain that
these things are recorded.

If we're going to change this nation, we could
focus our attention on three academuc areas if we
don’thave the resources for all of them. We could
focus on quantitative skills, language art skills,
and history and culture If we did those three
areas well, we would transform radically the
academic achievement of children m this country,
particularly African, Hispanic, and Indian
children,

Colleges and universities have an obligation
to run Saturday and summer schools as
demonstrations for communities so they can see
what to do. We have some of them in the Atlanta
area.  For example, Morehouse Coliege has run
scholars” programs on Saturdays and trained
many young people who otherwise would not
have the math and science skills to the point
where they have a fantastic success rate in
producing mathematicians and sctentists. 1f you
notice the japanese success in America, you
should know that they spend an extra seven
hours a week on homework for one thing, Other
Japanese, especiallv those with foreign
companies, spend an extra day in school (on
Saturday). We have one of these schools in
Atlanta. The cluldren study history and culture
and focus especially on math and science 1 they
give up anything, theyll give up in American
literature, ete., because they know vy ou respect the
math and science.

Schools have an obligation in this
collaboration to keep systematic information on
dropouts and college enrollees so that we have
some information about what 1s happening to
children exposed to these programs. In terms of
colleges and universities particularly, we must
require grounded theory.  We're the ones who

T T,
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describe the real world - Untortunately, we don’t
have grounded theory. Basically, what we fail to
do 1 colleges and universities 15 provide a real
description of what 1s happening to children For
example, we don’treally know whatis happenimg,
to African-American chuldren m this country. We
don’t know what 1s happening to boys, who are
the biggest failures in the country. T know part of
what's happening because 1 obserye them. But
we don’t have this on the record. For example,
one of the things happening 1s that
African-American boys generally don’t have
anybody—particularly an African-American
male—responsible for their socialization i a
consistent way over time.

What 1 just told you, we don’t know because
the research hasn’t been done. We've been
researching other topies, but we don’t have
descriptive mformation on the conditions that are
really causing problems right now. This 1s not
necessarily all the school’s responsibility 1 think
a large part of the responsibility falls onthe ethni
community. One reason the African-American
community doesn’t assunme this responsibihity 15
that it doesn’t have the image ot what's
happening to its children either. [ ean tell you
why there are so many kids on dope now. Part of
the reason s the fact that they are poor and part of
1t 15 that they’re not gomg to the sumimer camps,
not going to the YMCA, not i the Boy Scouts, not
in rites-of-passage programs, and not being
taught their hustory and culture They don't have
someone-—a responstble adult—who sees them
three or fout times a week. As aresult of that,
they're missing the opportunity to become
socialized appropriatehy

Where are the colleges and uniy eraities that
are telling us in clear terms that this s happening?
Ot course, thev're the ones to do it The
communities don’t have these resources We
have to account tor the vanation i ticatment ot
the children It vou want to know why
Attican-American daddren aren’t succeedmg,
school, one ot the things that colleges and
universitios hay e to do s deseribe the bHerentials
i dehivery ot school services, Foresample, somwe
research i teacher turnover has shown dearly
that there are some classes where black bovs it
where they've had eight teachers this vean
Certain schools, particulathy inomner aty area-
where most Afticon Amerieans are, about 270
school districts in Amwerica, never hli all then

teaching positions because the districts are
tegarded by somwe teachers as undesirable. That
means many classrooms are taught frequently by
substitule teachers. You can’t treat those
classrooms asif they were the same as classrooms
where teachers hay e been i place for ten or more
vears, ot teaching the chuldren of children they
have knownwell. Yet, when we begin to explain
the difterential instudent outcomes—in acadenic
achrevement in children—we leave out the
difference i input. The rescarchers can help us
not to make that error, which causes us to have
some of our theories about incapacity mchildren.

Colleges and universitics need to change their
preservice and mservice field experiences, which
are the worst part of teacher education. Teachers
who graduate and are asked what the best part of
therr teacher education was will tell you that the
best thing they had was student teaching  That
may be true from their perspective, which says
something about w hat they think the worst thing
was. But F'msaying that student teaching, for the
most part, is the worst part because we don't
define master teacher by the night criterion. I
vou're talking about how to get Afiican-American
children to succeed, a raaster teachier s one who an
wef tiem o suceeed. That's the defiition of master
teacher—not one who happened to be senior on
the st and has so many degrees and who has
been around for fitteen vears or simply the
available teacher That may be good to start with,
but ultimately a master teacher s one who can
model teaching saccess

However, that's not the eritenion we tse tor
assigning master teachers Theretore, the student
teacher who goes out Pas not otten seen anvone
be successtul The held protessor, tor exomple,
who assigns this student—what are the
competencs eriteria for this protessor to teach? s
heable to dowhat he sav < Hnot, Think we have
a senous problem P not sure vou'te realhy
willing to tacKle these problems, but it they're not
tackled, we'te not going to get anvw here

We need to change the treld expenence so that
we assign the teachers who ate going to be
working with Atnican students to these true
master teachers and to these true hield protes ors
Linally, in teros of hield expenienee, the colieges
must maintun a wepettone of successtul school
sttes - Fhat means that you should be able to go
mto any college of teacher education—tor
example, here at Johns Hoplins—and the one
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thing vou should be able to get trom the dean’s
office or the chairman’s oftice 15 his list ot the
people who are successfully  teaching
African- American kids in Baltimore. Where are
the schools where they're teaching kids
successfully at the highest academic level m
Baltimore? If you can’t answer that question,
then it seems to me vou should lose vour
accreditation. Hf you can answer that question, 1t
sugguests some things about the nature of the tield
experience.

The colleges and universities need to balancee
the resources devoted to theoretical work versus
applied rescarch.  We can’t afford the kind of
theoretical work now going on i colleges and
universities. That’s the stuff that gets me
promoted. I get promoted if I canwrite an article
thatis pubhshed in Poychometric. T publish a new
twist en orthognathous rotation ot factor matrices
to central structure amd black boys are dyng - What
Fmosaving is that, in my experience, we go
overboard with those resecarch priorities at most
colleges and universities, especially in those
mstitutions that are devoted to research. | think
policies must be changed.

Next, we have to review the course work in
colleges of education i order to climmate things
thatcontribute to the structuring of nuseducation
I behieve that one of the reasons why our children
are not succeeding 1s that we're domg, things to
cripple them. Notonly are we notdoing things to
help them, some ot the thmgs we're domg are
crippling them - What are we doing to aapple
them? Number one, were tunning a trackmg
system that has never worked. The book by
Oakes, Keepiny Track, tells us about that. T don’t
need to go mto i, vou've already read 1t The
1ecord of our tesearch show s that tracking doesn’t
work It especially does not work tor the hittle
Atuican-Ameran childien who are stuck in the
low track, and that structures nuseducation
When we set up these systems and put great
energy and resources mto them and thev don't
work, we produce a structure of niseducation

The othet structure ot nmiseducation s created
by the use ot FQ. tests. Notiee did not sav that
FQ tests are brased aganst black kids—they are,
but that’s not my argument My aigument s that
it vou use LQ, vou're using an mstrument that's
never been helptul toanvbody So, 1t we organize
ourselves to use 1L, stiudturing
nuseducation We've been doig this for seventy

we'te

vears and can’t seem o change our minds about
it because there wre so many vested interests mthe
use of LQ tests By the way, to change this in
Calitornia, it took people outside the field of
education to do 1it. We should have changed 1t
ourselves

I believe m special education for a small
number ot chiidiea, but it should be valid. If vou
put a child someplace special, the child should be
better thanf left alone and you should be able to
prove this. Read the Haroard Educational Reviewe of
November 1987 and vou won’t be happy with
whatat says about spedal education. One reason
it's not workmg 1 that we have all these false
posttives i special education it may actually be
working for the students who truly belong there,
but we have false positives, students who are
falsely labeled and placed m special education.

Finally, the absence of cultural sahience [as a
curriculum ertterion] 1s trouttesome,. We need to
review the coursework m colleges of education to
deternune that it has cultural salience. I'm
embarrassed when | ook at syllabae on child
development. It's as if Aftican-American
children don’t exist. They're not describing the
cultural and soctal reality ot African-American
children. 1t's not that these culdren are different
trom any body clse phy stologieally, but that there
are certam cultural and socuat things happening,
which could explam why they are doing what
they ‘re doing, that are nussig from the pages of
textbooks because the professors who teadh
simply don’t know them 1 hnow ot a whole body
ot Iiterature that 15 unrepresented. That review
can be done. Al it takes 1s a tew think tanks with
the people who know these thmgs shanng then
Kknowledge broadly actoss the board.

My mam pomnt i that colleges ot education
must review therr coursew otk o elimmate things
that contnibute to the stiuctunmg ot miseducation
It's the review process I'm calling for without
trvmg Lo speaty any patticular outcome at this
time, Theseare only examples

A New Research Reward System

I'nally 1t colleges of education are gomg to
patticipate - changig, this svstem, they must
present a new research reward systeme It we
really want to do something to make the colleges
helptul, the reward system tor professors in
research has to be changed ™ For enxample, 1 gt
rewarded it 1 talk to vou 1 get rew arded for
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having done tius, 111 do a study, T et rewarded
All T have todo s report that Fyve done astudy 1t
I'm pubhshed inthe American Fducational Research
Assocation Journal, I'm rewarded.

What I'm suggesting s that it we really intend
to solve the problem for the cluldrenwe're tatking,
about, we must also make the research more
meaningful. For example, you get revwarded it
you get a study funded as opposed to an
unfunded study. That's points on your resume,
dollars for promotion and things. You get
rewards if ou get ten studies instead of one. You
get rewards for getting pubhished. You get
rewards 1if you are ated.  Frequently, someone
gets cited 100 times for the same article and this
what we're paying for. Then there 1s the model
where you get rewarded af when you do yvour
work vou provide a model of methodological
algorithms.  In other words, if [ can do certain
kinds of things m terms of experimenial design
and demonstrate that T ocan carry out these
designs, 1 don’t have to solve any educational
problem. All T have to demonstrate 15 that |1
published and 1 get eredit for it

Let me draw the ine on this This 1s what we
have to minimize.  What 1s usually nussing 1s
research that gives a new msight to educational
problems. That's the rescarch that should be
rewarded.  Finally, there should be rewards for
valtd pedagogy. People should get bucks or
something tor conung up with the answvers to the
questions we're talking about. That's what the
pay for at Cape Canaveral—the one who can get
the missile off the ground. That's what they pay
for m medicme—the one who can take the heart
out and put it back. But m education we pay i
they just follow the routine. The operation can be
a success and the patient die, and you can still be
promoted.  There's something wrong with the
criteria,

Better Use of Resources

I could go on, but let me conclude by sayving
where the resources will come from, This 15 a big,
1ssue. So, where do the resources conmie from for
us to get the Job done? That's the fust thing we
have to know  If we say that massive changes are
necessary and possible and people go along with
us, usually someone will finally say that we don't
have the money. Let me tell vou where Tthunk the
resources come from. First, [ think we have most
of the resources we need, it doesn’t take a lot of

money One, we dan get some ot the resources by
the valid use of the thime we have refer vou to
John Goodlad’s book v w huch he outhines the fact
that we ate not using what we have well There s
a tremendous amount of wasted resources
because we don't use our time well tor a variety
of reasons.

Number two, we will make better use of
resources and we will actually capture resources
with clear, tocused economical goals.  For
example, I'sard carlier that Tknow how torarse the
acadenue achiey ement level of African-American
bovs If youwill allow me to provide these boy s
lessons ain high-level mathematies and nothing
else—that 1s a clear, focused goal—I will change a
whole Tot of other things associated with their
school behavior in academic achiey ement and
therr community behavior. 1 will change the
others by domg just the one thing. If [ can't do
everything, then why not tocus my prionties on
things that will pay off? Specifically, as |
indicated carhier, the thing that s killhing
Afnican-American boys 1s that they can’t count,
they can’t read; and they don’t know themselves.
To a lesser extent, this is killing the
African-American girls at the same time.

My experience with the httle boys 1 was
teaching the other night was that [ had to help
them with the simple test problenms, but they were
completing the more difficult ones on their own,
This 1s exactly the opposite of what you would
predict. Raven says you can’t coach anybedy to
take hus test, the Raven Progressive Colored
Matrices. But we showed them exactly how to
approach the testand they finished it Eachof the
four boys, mcluding the one | really thought had
some mpairment, fimshed it. We had teachers in
the room who did nut finish them all, But all four
of these “slow learners,” or “mentally retarded”
boys got them all. When they found out that
some of their teachers hadn’t—they understood
the meamng of what they had done and it gave
them an energy you wouldn’t beheve.

The three things, then, are counting or
mathematics, language arts (as 1 mathematics,
hugher ley el shilis should be targeted, not spelling,
but reading and discussing complex literature
tirst and then going back and getting all the parts
of speech, ete)), aad lustory and culture.

As Lindicated, most of the African-American
chuldren in this country have no knowledge of
who they are. Twish I had time to talk with you
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about the impadt that has on them. The
psychological impact it has on one to feel
disconnected from the human historical stream
and having February to fix it. Celebrating Martin
Luther King in 'ebruary, reducing black history to
one great man and reducing one great speech to
one great ine—you can just say that February 1s
“l' have a dream” month. It's as 1if no one else
existed.  Garvey never exsted. Malcolm never
existed. DuBois never existed. Nothing
happened in Africa until slavery, And our
children certamly don’t feel like human beings
when they hear the Secretary of Education talk
about how mmportant it 1 to go back to the Greeks
and Romans, and makes no mention of ancient
Africa. I got this thing in the mail today
mentioning that Bennett said everything in the
world, including Martin Luther King and Ghandh,
is due to Western civilization and tradition. And
yet they will say that cultural education is not
important for African-American people.  And
you want to know why they're failing.

So the last two things—where the resources
come from—are to eliminate the false positives in
tracking and special education  You're spending
alot of money on special education for kids who
have no mpairment whatsoever. The only
mmpamrment they have is mmpaired mstruction
Finally, you get resources when your teachers

know what to do and when they know what can
be done, It Tknow that, then I'm goimg to be more
efticient m the use of existing resources, 1f Fhnow
what to do and what can be done

The people who came to me last week with
those hittle bovs first came to drop them oft and
perhaps sitin for a minute. One teacher stayed for
the whole session and s now @ member of my
class onaudit. She figures she 1s learning what to
do. That will make her more efficient and it won't
costadime Youdon't need a new faculty, but the
regular faculty in general has to be duing
something different from what they 've been
domg They are the best people to do at, but what
they have to do1s imutate stecess, not discover it
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My original title tor this presentation
was “Effective Inservice for Teachers
of At-Risk Youth.” Upen reflection I changed this,
because vou probably krow that “inserviee” 1s
otten considered a derogatory term by teachers,
implying long hours of ,peechifying, or house
calls from visiting consult: nts whodo not share m
teachers” rishs and dilemras; or inservice means
something that someone {oes to vou at 3 pm,,
atter a long and wea, ving dav. The ttle
metamorphosed into “Ettective Staff Development
tfor Teachers of At-Risk Youth,” to give the
impression that my discussion would tocus on
teacher growth and development o a continuing,
state of bemng, from recruitment to retirement,
However, based upon questions and comments
heard o1 overheard while at this Johns Hopkins
gathering, 1 beg vour mdiigence and would hike to
retitle this address onee aigam, and calt it “Toward
Building a Professional Culture in Schools ” And to
underscore what 1 want to sav, 1 would add a
subtitle by borrowmg trom the song Lisa Minelh
sings, "It vou can make it there, vou'll make it
anywhere—it’s up to vou New York, New York!"”
New Yok City statistics and numbers are
overwhelming, particularly m education. There is
just more of evervthing—"the good, the bad and the
ugly”—in New York City - Consider some ot the
following facts. n New York City, 0 pereent ot the
current teachmg force will reture within the nest sy
vears  One teacher in tive is not properly heensed
The vast majority of this group are often assigned
to our most ditheult schools. Minmally prepated
and with little support, they are not hkely to remaim
long At the same time, our veteran teachers are
opting tor carly rebirement, citing such reasons as
the mtolerable physicai conditions under which
they teach and the paper woik and patrol
esponsibilities which consume mote of therr t e
than the actual teaching of kids  Add to

that—limited reward, recogmition, appreciation,
or encouragement  of therr work from
admmistration and the public. New York s,
nevertheless, home base for many professionals
who are truly unsung heroes—commnutted and
carmng mdividuals who do not give up or drop
out, despite overwhelmmg drawbacks.

There are now twelve thousand “hotel
children” in New York City, who, if extant
patterns continue, will ateend as many as seven
ditterent pubhc schools m a sigle academic year.
Few will be present at any one school site long
cnough tor a teacher to fearn therr names. Take a
look at some ot the numbers

+ Inthe past sevenyvears the number of
special education students in New York
City has almost doubled. Theie are now
12,417 students m this group

«  Asof June, 1985, the number of students
in New York City receiving public assis-
tance totaled 317,422

« It nosecret that the dropout 1ate 1s un-
acceptably high in many ot our aty’s
secondary schools  Figures indicate that
3L6-H voungsters will be first time
dropouts this vear

« Inimiugiation s at ats haghest level sinee
pre-Depression vears, In [954-853, the
school system was 72 percent black and
Hhispanie while ten vears earlier, the com-
parable number was 63 percent. Ow
Astan cohort numbers 54,962

+  Once out ot every sinty babies born in
New York Citvois born with AIDS And
there 1s hardly a tamily that has »ot been

80



Q

ERIC

Aruitoxt provided by Eic:

Toward Builcing a Professional Culture in Schools

touched by crack, cocamne, or alcohol
abuse

It 15 evident from this unpretty recitation of
statistics that these children require from our
school system the most mammoth level of
support our creativity, energy, and resources can
provide Itisalso apparent that as the complenity
of pupil deficits increasces, the need for complex
supports and responses will also need to increase
Of course, there are no simple solutions. What
may be equally critical, but perhaps less widely
recognized, is that the system must also address
the need for special and powerful support for the
65,000 or more teachers ot these children

Teaching at-risk youngsters is catremely
frustcating and offers few of the traditional
teacher rewards—that 1s, the jov assodated with
teaching successful, achieving students.  Ths is
not to say that there 1s no joy in teaching a
youngster who 1s both academically and
emotionally needy 1t is spiritually fulfithng and
professionally empowering to be able to make a
difference in a youngster’s lite. It 1s also
extremely drainmg  How, then, can this urgeney
be addressed herr and now?

Support for Teachers

Behieving strongly that the conditions of
learning and teachig are inextricably Iimked, the
New York City Teacher Centers Consortium
(NYCTCO) concerves its purpose to be to provide
these concrete supports for our teachers, whether
for strategy resources, collegality, access to
materials, or protessional development  Just as
we know that a <hild cannot be allowed to fall
behind and be defeated, if that child is to progress
constructively in learning, siilarly, we cannot
allow discouraged teachers to falter, or else they
will tail and leave, or fail and remain Nerther
option 1s desired by anyone, therefore, Teacher
Centers offer supplements that nourish both the
learning and teaching growth processes The New
York City Teacher Centers Consortium has a
ten-year lustory, and embedded in that hustory are
many seeds and lessons we see contemporarihy
championed n the learning communities now
bemg built v schools  In particular, and seminal
to our program, are wdeas tor restructuring
schools, such as shated decision-making, and the
place of research in teaching, m addition to
understandings abont the perils of collaboration,

capacities to change school svstem norms.
limitations on introducing mnovation, and
changing social relationships m the workplace.

To put the Center’s work into historical
perspective, American teacher centers were
mspired by the sucecess of centers i Great Britain,
American centers opened i 1978, at a ime when
Federal resources were available.  Diversity n
program destgn, governance structures, and
funding sources has always characterized the
American movement.  Early centers founded
prior to 1988 n this country became proselytizers
for various philosophies of education, such as
open classroom and humanistic education, and
were make-and-take facilities.

These carhier cfforts were gencerally
foundation-funded and tended to attract those
teachers who already adhered to the basic ideas or
brases being espoused.  Other centers emerged
through Office of Education support under the
aegis ot school district or unmiversity sponsorship.
Often such centers w ere hardly more than college
extension programs or burcaucratically designed
mservice activities which lacked any mechanism
for teacher mput i program configuration. The
present course of teacher renters is a confluence of
several streams of current educational thought.
Semunal studies endorsed what teachers have
long recognized  that pressure to change
cducation cannot be accomplished through fiat or
mandate, and that innovation really takes hold
w here teachers are most mvolved in the
development and implementation process, and
w here mutual adaptation o” practice and context
are encouraged

Another, more potent sector promoting
teacher centers was pohtical and ideological in
nature. Teacher unions, the American ederation
of Teachers (AFT) in particular, saw the potential
ot centers as testing grounds for plaving ovut an
agenda of protessionabism  They envisioned a
teacher-sponsored system of professional grow th
associated with freedom and the opportunity to
mtluence and mmpact on professional standards,
practices, and preparation as natural nights and
obhgations of the protession iselt

It 15 this clement of teacher power, the
demand to shope then own protession, that Saxl
and others have described as germane to the
tadical growth ot the center movement m this
countiy.  Descriptions of the centers which
emerged during the tederal penod (1978-1982)
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burgeon the literature  The key roles granted
teachers in the governance structure, a policy
board made up of a teacher majority and
endorsed by the bargaining agent, proved to be a
major issue, a threat to the local educational
agencies as well as to institutions ot higher
education.  As a result, program content and
structures were almost ignored. Notwithstanding
this consuming mterest in governance, and
ultimately because of it, a large number of new
structures and unique partnerships emerged
These partnerships demonstrated that teachers
themselves can become agents of change, mvent
solutions to school problems, take on new roles,
and imtiate school improvement efforts and
delivery services that can meet the educational
needs of the student clients thev serve

In 1982, at the time federal support for teacher
centers ceased, there were some 34 centers in
existence, owned and operated collaboratively by
the local educational agencies, teacher unions,
and colleges of education, with a variety of forms
and functions, y et specifically addressing what in
their geographic arcas were the most pressing
educational concerns.  As a result of the shuft in
federal funds and support in 1984, as many of you
know, New York State took the opportunity to
become the contemporary leader in the teacher
center movement, by creating legislation and
establishing a statewide program. Former
Commissioner of Education Gordon Ambach was
instrumental in helping the teacher organizations
advocate for this program. Briefly, the statutory
purposes mandate the creation of places and
programs run by teachers, for teachers to (1)
introduce the use of multiple instructional
approaches, (2) establish demonstration sites for
research, computer, and other technologies, as
apphed to education, (3) provide locations that
would facilitate the sharing of 1deas, resources,
and methods of instruction, and (4) assist teachers
who move to new or different disciplines.

At this time, over 91 centers are being
financed through state legislation, with a budget
appropriation of $16 million, a sum that exceeded
the original appropriation of the federal
government for the entire country.  While 1t 1s
difficult to estimate the exact dollar amount
currently focused on this program, a good guess
would be at least double the original figure, as
centers have learned to use the state
appropriation to leverage additional monies from

local sources. The same legislation ensures that
cach center would be managed and run by local
policy boards, cach of which would be composed
of at feast 51 percent teachers. (Other members of
policy boards include parents, administrators,
and members of the community) Consequently
lucal teacher “ownership” is a key teature of the
New York State Teacher Centers and serves to
distinguish them from many teacher centers
outside of the state.

Local teacher donunation has resulted m a
network of teacher centers that ditfer among
themselves substantialiv in focus, size, and
structuwe  Also, because some centers existed
prior to state funding, centers differ in therr
maturity. The extant network of teacher centers,
cach shaped by its own needs assessments,
political forces, personnel, and local concerns,
shares the standard features of all social networks.
They are especially complex.

A Partnership of Educational Interests

What 1s emerging within the teacher centers
1s a model of great significance to teacher
education It 15 the first model based on the
collaboration and mteraction of a partnership of
educational interests, a crucial test of the ability of
teachers to direct therr professional hives, and
achieve full professional status. In fact, the state
mitiative m supporting teachers can be seen as
implicit acceptance by New York State of the view
that protessional development performed by
teachers will ke more effective because of 1ts
greater hikelthood of relevance and peer
acceptance. In New York City, our Teacher Center
15 a collaborative effort, supported by the State
Education Department, community school
districts, the central Board of Education and the
United Federation of Teachers, and from time to
time, there are additional grants and funds from
foundations.  The Center has a service
ortentation, and adds to its character by engaging
in vanous types of collaborative arrangements
with other agencies, such as muscums,
foundations, and mstitutions of lugher education.
Explication and examples follow.

Our Center is not actually one place but a
system of some forty school-based sites organized
to respond quickly and thoughtfully to both
school system priorities and imdividual
practitioner needs. The Centers” components can
be considered burlding blocks for any
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comprehensive inservice program  or
infrastructure.  Components iclude an
Individual Development strand, a Course and
Workshop Program, an Instructional Information
Service, and a Coordmated Services Component.

In planming its programs and services, the
Center takes into account the general
perspectives, preferences, policies, mandates, and
controls of the larger educational community and
balances these against teachers’ personal growth,
sense of autonomy, immediate needs, and
contextual variables. The Center is both proactive
and responsive. While showing a sensitivity to
bureaucratic demands, it appropriately responds
to classroom conditions and realities.

The vitality of this operational model is
embodied in the work of the Center staff. The
attributes that distinguish their work and account
for their success can be likened to Peters’ and
Waterman’s characteristics of excellent
organizations, wherein they suggest that such
organizations are sustained by individuals who
have a bias for action, work close to the chent, are
autonomous and entrepreneurial, believe in
productivity through people, and stick to their
knitting, and whose work is hands-on and
value-driven. Rationale for the newer models of
organizations like the New York City Teacher
Centers Consortium can be found in the writings
of DS Pugh (1973); Bolman & Deal (1985); John
Naisbitt and David Crandall (1985). These
authors conclude that human service
organizations must fit not only the demands of
the environment but also the needs of their
members. They must have a great tolerance for
ambiguity, and they must contam devices for
providing linkages to the present, yet be futuristic
in their view.

Teacher Center Specialists

Central and eritical to the professional
development strand are the Teacher Center
Specialists—experts in teaching, learning, and
staff development  Specialists are located in
Teacher Center sites throughout the City. They
work out of resource rooms which are used by
teachers for examining instructional aids,
preparing teaching materials, participating in
workshops, and consulting with each other and
the specialist. Individual services to teachers may
include applications of computers to the
classroom, organizing and managing mstruction,

modifying  curriculum, and  adapting
instructional strategics or program design

The creation of this structure and role grew
out of a comprehensive survey of staff needs and
preferences as to content and delivery conducted
during our inital planning more than ten years
ago. The need for such a role was confirmed ina
more recent survey in 1986, when teachers once
agam indicated that they preferred assistance mn
their own classroom with their own students.
Their desire for on-site assistance was consistent
with two facts. First, that systems tend to
emphasize program as their primary concern,
while teachers are concerned with the day-to-day
strategies for carrying out instruction. Second,
viewed sociologically, the practitioner functions
in isolation from all other adults, and this
isolation tends to contribute to feelings of
helplessness, alienation, and eventual
disaffection. The Carnegie Forum'’s report, A
Natiwon Prepared. Teachers for the 21st Century, also
recommends the creation of such lead-teacher
roles in schools in order to drive and encourage
workplace change, loosen the bonds of current
heirarchical relationships, and reward
outstanding practitioners with additional status
recognition

Our Teacher Speciahsts are skilled and
sensitive master teachers, selected through a long
and arduous testing process which includes
recommendations from principals, peers, and the
local union representative; an in-basket test where
such entry level skills as problem solving are
assessed; an interview where candidates are
asked to amplify on questions in the
aforementioned test, and where they are engaged
in role pilay; wide experience in schools;
experience ina number of different positions; and
knowing the turf.

We take great care in matching the Teacher
Specialist and school, taking into account the
characteristics of both, then trying to match
person to territory. We look for someone who will
not be seen as a threat to the administration and
will be respected by staff. Specialists are not
advisors. Advisors who work with teachers tend
to emphasize cffects on children and to fashion
assistance from a child-centered perspective, The
Teacher Specialist, however, recognizes that
viewing teaching and learning as a student-based
problem, and gencrating the information
necessary to contront the student’s problem, will
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not suthice to change teaching.  lo do that, in
addition to considenng student etfects, one must
view the problem through the teacher’s eves and
constitute strategies for solution i terms of the
teacher’s perception of the problem.

In contrast to classical or formal approaches
to mservice given by school district staff, the
Specialist does not espouse a sigle mode of
solution for similar categories of problems or
needs. Thus, although Teacher Speciabists have a
philosophy, they do not espouse a doctrine. They
operate with approaches rather than biases. They
serve teachers on the basis ot synthesized
information, observation, and analysis gathered
and developed in consultation with teachers.
They do not do traming,.

The Teacher Specialists do not impose
methodologies such as open classroom or
programs such as Open Court. The program or
the package is not the 1ssue. Therr task 1s to heip
one do better, whatever one 15 doing, and to
respect the practitioner’s right to make mtormed
decsions about w hat methodology or program to
employ.  Existing and workig i a real-world
setting, within a system containmng its own
pressures and priorities, the Specialists seck not to
radicalize teachers but to make them more
effective. Thewr emphasis 15 on knowledge,
process, and options.

Over time, the Teacher Specialists build a
program of resources and services which match
the character and need of the school, and also
develop mechanisms for mvolving staff — Site
committees are organized for purposes of
developmg growth and action plans for the
school.  Site Committee members act as
informants and ambassadors for the Center. They
become burltders of the critical mass and
advocates for the Center 1deal. Our first
participants arc often our best teachers. They see
the Center as an opportunity to become more
involved and re-energized, and act as a core
group in helping build Center participation. As
the Teacher Speciahist’s influence grows, more
teachers become involved  The nature of the
conversation i the Center changes from grousing,
or avoiding talk about students and schools, to
discussions about teaching problems or general
pedagogical concerns, as well as more global
issucs in education.

As Rosenholtz imphied, good schools with
norms of collegrality and continuous improvement

do not just happen. There 1s no Oz, no magic
pution that suddenly turns a school around
What there 1s, is people, and process that blends
careful plarnimg with flexibility as a key feature,
What s certainly clear fromour work is that new
ideas, new roles, and new practices need time to
toot'  The traming of the Teacher Speciabst 1s
mu ltidimensional—its major purpose is to
increase the capacity of Specualists to function
smoothly 1 their role  Specialists learn such
clintcal skills as conferencimg, sbserving, and
diagnosing, and consequently, ihey learn to
analyze their own behavior

Another set of skills that the Teacher
Spectalist must learn s perhaps the most critical.
Its purpose is to provide msight mto the context
of the school and the problem of change  Major
arcas of traming include the sociology of the
school culture, adult learming and development,
group process skills, examimation of learning
styles, and modes of communication Over time
they can use these understandings to champion
inovative metheds, reduce feehings ot conflict
and alienation on the part of staff, promote
teacher leadership, and deal with the central
concerns of teaching and school change.

Here's an exampleof how a Teacher Specialist
went about helpmg a teacher who complamed
about state gurdehnes and tume frames as they
relate to at-risk kids. This pa-ticular teacher
questioned the appropriateness of the content of
the course, noting the absurdity of expecting
contmuity of mstruction with children who are
truant or long term absentees. She felt that oftena
youngster s set up for dropping out when, after a
two-week absence, the child cannot catech on to
the scheduled lesson.  Lost and feeling
inadequate, the student leaves permanently,
feeling that catching up is hopeless These are the
speaialist’s words:

This teacher 11 a Mandattan gl school taught g
repeat umth grade dass. At 1 years of age these Rids
were marhed fatlwres. There were twenty-scven
students oncregaster. it a daily attendance of teeloe
to mmeteen. S were hard-core cutters, affectionately
called “noshores.” Ten students were devoted o the
feaclter, tie yest were napable of conung to school
cvery day.

By v tue of the fact that His was a seinor teacher,
she was detenmied o succeed weith Hiese youngsters.
It was not casy - We beguir by separating eoery lesson
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into self-confained wmts, pulependent of homeon)
assignments. She used source material rather . wn text
as a basis of istruction  This enabled cvery cluld to
participate as long as he or she was present. Then =
added to each lesson a reading component and a
writing component  Based on this materml a
developmental lesson cvolved for vach cluld  Fiha
copres of the material were placed man envelope m the
back of the room. Returning absentees did not have to
wait for the teacher to grve them missed assiguments o
lessons. They simply followeed the system and took the
readings and worksheets from the envelopes No
emburrassment for them and considerably less
frustratson for the teacher The opportumty to make up
back work was cver present.

ft was a challenging teaching cvcle with the
teacher comiung often to the Center for additional
material and advice on how to chunk the units
into lessons. Luckily this teacher taught only one
section Iike this and had vyears of experience to
rely upon,

The second example, taken frem our
documentation records, requites some
explanation which follows, but I think 1t 1
important to understand how state and local
regulations for programs affect teachers. 1 hope
this will help you appreciate the level of support
and persenal commitment that 1s necessary to
drive a mandate. From the perspective of
school-based personnel, the present wave of
school reform differs significantly from the
reform wave of the 1960s. Then, influental
political and policymaking groups concerned
themselves with larger socioeconomic issues such
as school finance, desegregation, and equalizing
educational opportunity  They brought forth
legislation which embodied social policy, such as
PL 94-142, Tutle I, and Head Start. What thev did
was fashion a framework for social mitiative and
to some extent, provide financial resources to
translate the imtiative into practice. What they
did not do was to tamper with programmatic and
practical implementation strategies or
methodologies and materials, nor seek to impact
on the personai work of teachers in classrooms

What is happening now is considerably
different m direction, content, implication,
support, and resources,  Hlere’s what 1 mean.
What follows is taken from a New York City
school directive establishing our Dropout
Prevention Program for ninth graders. There

were several paragiaphs explaiung funding and
rationalizing the tormation ot the program as an
extension of the “house” or magnet scheol 1dea
used in alternative settings to promote
personalization of education toi voungsters, The
directive 1s very specttic It said, ” Lschools must
identify blocks ot twentv-tive students., cach
block will include five Jdasses. Enghsh, social
studies, math or saence and a high mterest,
career-oriented class and a tutorial. ” The
directive continues on three additional pages,
detaulmg each component. There is no room for
teacher judgment.

In one school where teachers were
floundering at the start ot the vear, a Teacher
Center specahist took the mitiative for organizing
and shepherding a program which they called
"SAIL” T quote trom the minutes of the session,
(v.huch, by the way, were also mandated)  These
are his words

The Basic Dilemma

The fundamental problem His program faces 1s a
plnlosoplucal one, and cact of us must answeer it for
hamiherslf— Ave e panderng to and coddling o
stdents, o1 ave we attempting to remedy a listory of
chuld abuse?

Aduld who has lad wo educational vemforcement
alt home has been educationally abused, a duld who las
bean told ooer and over Hat hefshe ™ wldl never make 1t”
Ias been abused, and ¢ Juld whose fanmuly hfe s a
constant source of fension, precenting concenbration
on educational development, 1s abused

Irrorder tocftechioely vemedy His kind of abuse, we
must extend owiseloes and reach out to Hiese
disaffected, It wbused youngsters We must aeate a
comminity that welcomes participation and honest
cffort Thas doesn’t mean that we are wmdfud of o
prmary task, which 1~ to cducate—but e cannot
edncate youngsters who are not mattendance. Thnow
that I would rather “coddle™ a student for the year to
two 1t takes to absorb a student back mto o
cducational system, tHhan to be forced to “coddle” them
and then fanulies for the next forty years Hiough o
welfare system.

As professionals, you knowe when fo give comfort,
when to be demannding, when to be forgrong, when to
be unforgreing. Groen the completies, educationally
and emohonally, of the enterprise we are engaged m, |1
can readtly wnderstand your contusion and
consternation. Dhatfrcndt as it has been, and contintees
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to be, what we are developmg 1s the divection of the
future.

The Front Line (Later in the Year)

Despite traps, assemblies, awards, health support
services, guidance sesstons, ete., Hie “battle” to retamn
our strddents is won in the classroomt, 1f students e
getting asold eduaation front teadhers who insist onan
orderly and Sfficient classroom, it onder to promote
that primary purpose, you will win Hien respect,
adnuration, and gratttide Contrary to thew expressed
wishes and then superficml behavior, owr shdents
want a disciplined structire aind a genumne education,
When they hnowe that you are sensitioe to Hien
individual needs amd problems, they will respond.

You are all scasoned, veteran teachers who seem to
mtuitieely know the correct balance between a
disciplined, organized classroom and flexible,
winderstanding responses to a particular student’s
problems — Although | have conveyed my gratitude to
you privately ve the past, | should bhe to take His
opportumty to publicly cxpress my profound wespect
for the very professtonal and very haman way you haee
established a carmyg and educationally meanmigtul
"SAIL fanuly ”

Flexible, Innovative Teaching

On greeting teachers new to the program the
following year, the Teacher Specialist w rote

Inorder to make the school an attractioe learning
cnvtronment for our stidents, we are ashed to be
“flevible, ceative, movatioe, et ™ How was Hus
done?

o Mr Douglas proved that penistalsis, not
gravity, gets food wto our stomachs by stand-
g on s head and Jdrimking water,

o Mr. Milostaged a “mock tral,” with a stu-
dent "t the doch” for comung late to class
aid thereby disrupting the dass proceedings.

o Mr. Salin had lus students create computer-
generated graphics as covers for writing
projects, thus engaging "left-bran, right-
bramn” aspects i the wrting process.

If you have an dea, try it out. Ifat's fun to teach,
1t el probably prove to be fun to learn Hands-on
actietties are desnable. Ask veteran teadiers i the
program for thew ideas.

The point that Mr. M., the Teacher Speaialist,
makes is that you cannot sell a product that vou
don’t believe m, and unless these teachers were
made to behieve m therr work, their work was not
"doable.”

Teaching at-risk youngsters requives
practitioners who are positive as well as
knowledgeable, who have a high regard for their
students’ potential, and who are humane and
caring. 1 believe there is direct correlation
between how one 1s counseled or “staff
developed,” and the practical performance of
teachers. The first tenet of professionalism holds
that the duty of professionals is to act on behalf of
their clients, in this case, the students,

In order to carry out this responsibility,
teachers require access to kinowledge from a
cariety of research bases as well as from chnical
sources  Such continuous opportunities for
professional growth and ligh standards of
practice call for workplace conditions which
provide time and opportunity to plan to learn and
to address particular problems of teaching,
Adverse, nonfunctional workplace conditions
which do not permit teachers to interact as
professionals affect the quality of teachers’
performance and students” chances to fearn. This
sort of negative combmation of circumstances is
abundantly apparent to all who work in schools,
and 1s well-documented (e.g., "Models for
Professionalism,” Columbia Law Repoct, 1936;
Carnegie Comnussion Report, 1986; Committee
on Econonue Development, 1987).

While the Teacher Speaialists and their work
at the school sites are the hallmarks of our
program, the Center does have several other
components which should be considered as part
of building a comprehensive system of staff
development. Each of our components features
attention to building social cohesion, leadership
through growth-producing activities, careful
attention to content, and a wide range of
mstructional practices

What else do we do? A Course and
Workshop Program utilizes expert teachers as
college adjuncts to dehver graduate level courses.
Each semester we mount more than 80 courses
and we serve some three thousand teachers a
year. Course leaders receiv e gurdance i tailorg
courses to the specific developmental needs and
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priorities of participants. Instructors are expected
to question, to concretize, to provide appropriate
activities, and they are able to respond to a variety
of styles to allow for diversity. These instructors
blend theoretical knowledge with practical
knowledge and practical classroom experience. A
graphic example of how the workshop program is
designed was sunimed up by a participan in ths
way.,

We're the shopping bag ladies—you know us |
came to the workshop with two shopping bags,
expecting them to be filled up with materials and
hand-outs That didn’t happen Iistead 1 learned howe
te develop my own materals using the Mastery
Learning strateqy 1 had to think about what I 1eally
wanted my students to learn, and to plan for speaific
learning objectives. What happened here reminds me of
the story of the man who said, 'Give someone a fish and
you've fed hint for the moment Teach him how to fish
and you've helped hun for hfe” - Here, you"ve taught me
how to fish.

Evaluation reports indicate a high level ot
satisfaction with the content and dehivery of the
courses. More than 90 percent of the respondents
indicated that they applied what they had fearned
to therir classroom activitics.

Our Instructional Information Service
operates to identify, compile, organize, and
disseminate educational resource information
Through computer searches using ERIC ar.d other
sources, educators are provided access to
annotated bibliographies, journals, articles,
curriculum guides, lesson plans, book reviews,
audio-visual listings, research summaries, and
software/hardware evaluations.

The Coordinated Services Component
ensur.s the vigorous extension of Teacher Center
activities to educational locales throughout the
City. This is accomplished by an enthusiastic
network of teacher experts who originate,
develop, and implement such widely-recognized
programs and processes as the Teacher Research
Linker Program, Young Inventors, and Coaching,
Circles. Conferences, seminars, and summer
institutes provide the impetus for linking
classroom practitioners with talented and expert
resources from the arts and from the business
world, as well as from academic communities.
Through this component of outreach services,
teachers are kept in touch with the panoply of

creativ e ideas and provocatin e approaches which
can revitalize their commitment to therr craft

A Mmi-Grant Program, our latest effort, 1s
designed to enhance teacher professionalism,
recognize and reward teacher mnovation, and
boost teacher morale. Prionity tor funding 1s
given to projects which will improve workplace
conditions and mcrease both teacher and pupil
sclf-eatr ™

Wondertul school-based programs have
come out of this design! What 1s particularly
surprising and gratifying to us was the response
from sccondary schools, special education
teachers, guidance counselors, and groups who
have traditionally not been predisposed to
mini-grant proposal writing. Some of the
proposals are particularly powerful and speak to
the untaught carriculum. Examples tollow.

+ A support project to counsel unwed
tathers and to offer trainimg i parenting,
tamilv education, and sex education.
They bring boxes of disposable diapers
when they visit the homes of their
children. Mothers want to jom.

« Afather and daughter who teach at the
same school on the West Side developed
an employment service called “Work™ to
sensitize the West Side community to the
employ ment shills bemg developed in
local schools.

« Atoneof our “problem schools,” several
teachers opened a FHaitian Students Club
to help new arrivals assmulate into the
school communty.

+ Arestructurimg program tor a large spe-
cial education unit will attempt to mceor-
porate teachers” special talents m art,
music, design, and drama into the
regular school day

Each of the other fifty o1 so grants was a gem.
None was sclf-serving,

In conclusion, we have used as a metaphor
for our program, “Center as Laboratory and
Mme.” A laboratory, mdicating a setting with
resources, and materials, which encourages
reflection, experimentation, and sharing with

87




O

ERIC

Aruitoxt provided by Eic:

Myrna Cooper

like-minded colleagues—a place where it's ¢l ayv
o risk, to err, to admit mistakes, and to recenve
enceuragement to try again Mo, to signify the
Center’s capacity and abihity to generate new
Kknowledge, new 1deas, and new practices as they
emerge from teachers’” work or the work of the
Center. We have chosen not to squander our
resources by spreading them thinly, but rather to
create models for others to study and emulate.
We feel vindicated by a number of changes we see
taking place in the system.

Recently, a new contractual agreement offers
teachers options for school-based management.
As a program which has always been on the
cutting edge, the Center is now considering its
role as a catalyst for stimulating these
restructuring opportunities.  We have come to
realize that professionalizing the teaching force
means more than staff development, more than
building positive work environments and
addressing difficult teaching problems, and more
than overcoming the isolation of the classroom.
Taken together, these efforts are quite
commendable and certainly defensible, but they
are not sufficiently powerful mterventions with
which to build or sustain the quality learning
communities which are being envisioned for all
teachers and students.

To rethunk, redesign, and restructure schools,
support sy stems must be exphiat, tangible, and
avatlable. To encourage problem {inding / problem
solving, to facihtate colleagueship, and to develop
organized and integrated approaches to
instruction, more than good-will is requured.
Technical assistance, know-how, and tenacity are
imperatives to establishing systematic and
organized new environments for teaching and
learning,.

If teachers are to participate actively in
school-based management, school staff will need
to undergo some process training in shared
decision-making. If staffs are to make informed
decisions, they will need to become famihar with
examples or models of successful practices,
alternatives to conventional teaching, and new
configurations for school organization.
Understanding regarding adult learning and
leadership will need to become more explicit if
teachers are to assume new roles as peer coaches,
mentors, and lead teachers. Finally, all staff will
need to become more worldly, more well-informed,
and more knowledgeable in order to take
advantage of the opportunities now before us.
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Lecture from the Lunchroom:
How Schools Must Effectively Respond to At-Risk Kids

Ward J. Ghory
Assistant Principal
Walnut Hills High School
Cincinnati, Ohio

You have no idea how good it is for an
assistant principal to even cat at lunch,
let alone be seated, with a plate, at a table where
the cover is not used to conceal trays and trash
that a student has decided to ditch. One of the
perks I enjoy is an hour and a half for lunch, but |
do have to share my time with close to a thousand
starving teenagers, just released from a morning
of classes.

We're gathered over this lunch out of
common concern for the problem of young
people whe are not successful in schonl.  After
re-stating this problem, I will propose three
premises that can guide the way we think about
the plight of these young people. Related to each
premise, 1 will suggest priorities for action. As |
patrol the lunchroom each day, a number of
desperate, dangerous, heretical ideas come to me.
I'm here and not in jail because 1 do not act on all
of them! But I'm taking this occasion to try some
out on you, because the nature of the problem
before us demands that we reconsider the mission
and organization of public schools from new
vantage points—like the school lunchroom.

The Problem: Learners on the Margins of
Schools

On the fringes of school there is a shadow
population of students whose motivation and
achievement are stymied. These are the young
people who are not being well served by the
American public schools. 1t’s hard to get a good
handle on numbers for this population. We know
that nationally one in four students drops out of
school before graduation, and nearly one in two
students do not graduate in certain locations and
among certain ethnic groups. The achievement of
minority students still lags significantly behind

that of white students, despite a decade of gams.
Up to 40 percent of all junior high students and 60
percent of senior ligh students probably have
trouble with academic reading materials,
according to National Assessment of Educational
Progress (NAEP) studies. As many as two-thirds
of the seventeen-year-olds still in school run the
risk of becoming marginal due to inadequate
writing skills.  About one-third of all pupils
achieve below grade level. Onein ten secondary
students gets suspended from school. Nearly all
high school students expernment with alcohol,
more than half with marijuana, and about 40
percent with other drugs. No doubt these varied
groups and different categories overlap m many
ways.  Nevertheless, this discouraging,
unrelenting refrain of evidence symptomatic of
students who become marginal dramatizes the
depth of this national problem.

To be marginal is to experience a strained,
difficult relationship with educational conditions
that have been organized to promote learning.
The reality of marginality is that any student is at
risk of becoming at least temporarily
disconnected from full and productive
involvement in school. Properly viewed, the
problem 1s simply more pervasive than normally
told, extending beyond the urban ghettos to the
suburbs, beyond low achievers to the gifted. The
well-adjusted cheerleader whose parent dies, the
merit scholar whose first romance ends, the
legions of young people whose family life is
strained or broken, the children who get seriously
mjured or ill, the student whose class 15 changed
to a different teacher. As parents know, anyone
can be quickly knocked out of a pattern of
productivity and go unattended at school for long,
periods of time.
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With greater odds agamst success are the
icarners whose way s of handiing intormation and
develeping skills are not tavored by relatively
monolithic school environments:  for example,
the learners who hike to work with then hands,
the extroverts who preter to work m groups and
have to verbalize continually to stay on task, or
the mtuntive thinkers impatient with step-by-step
processes. What of the quick nunds with special
aptitudes and divergent mtelligences, the
Imgustically different, the learnimg disabled, the
phy sically handicapped, the culturally distinet?

The first stage of the current school retorm
movement has lacked the diaghosis required tor
reconstruction of schools that will be adequate to
the problem of unsuccesstul students. In my
school cateteria, Fmowoinied we're not analy zing,
the problem successfully.  Thgher standards,
longer days, more homework will not reach my
students until other work 1s done.  Little Tong
termuimprovement m equality and quality will be
gauned by simply intensify ing the features of the
environment  that have proven
problematic to the very people we must assiat.
For schools to mmprove, we must tind ways to
reconned* margmal students.

In our recent book, Readuwngy Marginal
Students, my colleague Bob Smddair and Hinsist we
use the term “margmal” to move away trom the
negative and divisive connotations connected
with terms Iike “at-risk” that have dominated the
diagnosts tor reform. Counselors i my school
district are required to have student files with
"at-1isk” emblazoned mored! The label puts the
onus squarely on the mdividual, defiming that
personin terms of inalterable social variables Tike
race, famuly meome, fanuly educational level,
parent marital status, primary language—all
viewed as deeply seated problems rooted in the
individual. The “at-risk” orientation has several
consequences.

First, schools have a tendency to get bogged
down in identitacation, and to become fascinated
with quantifiable varables describing students.
My school district did a great study to dentify
students at risk of failing to be promoted, tracking
attendance, grades, test scores, disciphine,
attitude, parent vanables, the works  Using
discriminant analysis, cut-off scores were
discovered that predicted with 97 percent
accuracy the students who were promoted. The
trouble was that, the same variable scores

school

indicated that 83 percent ot those who tatled
shotild have passed’ Inother words, the kids who
passed looked pretty much the same as the Kids
who tailed.

The at-risk concept encourages such
aensiv e, well intended etforts at identitication,
but leav¢s blank the question of how the school
cnvironnmient 1s responding to students.
Intervention typically occurs too late, since we
meastre at-rish problems when students have
rcached a breaking pomnt with school. dropping
out, talling, bemyg suspended, and cutting class
Further, strategies for intervention compatible
with calling kids “at-risk” tend to 1solate students
tor separate treatment. The ludden bias m the
term shields the school eny ironment from critical
analysis, promoting pull-out remedial programs
whose real result 1s to remoy e the learner from the
setting i hopes that the serious challenge of
changing the setting can be avoided.

To solv e the problems of our schools, we need
coneepts that help us hold both ends of the
mdnidual/school equation in balance. The issue
15 not the chuld’s background, instead, the
problenm is how the school environment relates to
the child.  After all, differences among students
are not the real problem. The prime issue is the
responsiveness of the school environment to the
vartations among students. Defining the problem
as “at-risk” students leads us to accept the
exsting organization of schools and to try to fit
the 1dentitied students back 1y the very setting
that put them at risk. Thinking instead about
learners on the margins of school eny ironments
draws our attent,on to ways the school
environment must be adjusted to respond to that
majonty of learners who, either temporarily or
more permanently, become disconnected from
school

With this said about the problem, Iet me stote
my three premises and dwcuss thenmin turn.

Premise !.

The mission of public schools in a
democratic society is to provide quality,
integrated education to all learners.

With regard to this premise, the origin of the
American ideal of education for all goes back to
the Greeks—mainly Socrates and the Stoics. Thev
held that cach and everv human being, including
slave bovs, can have and ought to have the chance
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for a philosophical education  For Socrates,
phifosophizing was based on nothing more
speciahized than the active use of practical reason,
a common and universal possession ot all
humans.  If the unexamuned lite 15 not worth
lIiving for a human being, then a society truly
dedicated to securing for its members the
conditions ot a full and worthwhile hife has the
duty to make sure they get this kind of “higher”
education.!

America has come a 1one way toward this
ideal. Ralphvleris fond ot recaliing tus bovhood
m 1910, when only 50 percent of students
attended school bevond the tifth grade, when
only 10 percent graduated trom high school and
only 3 percent graduated trom college  His
perspective vases the pamn ot current dropout
rates from lugh school, which have hovered
around 25 pereent for twentv-tine vears. It is
because we have hut a plateau in our eftorts tu
expand education, that we must re-examine our
comnutiment to the prenuse of guahty education
tor all.

To tell the truth, one reason we have dropouts
15 that educators have become too casihy satistied
with not reaching students  Recent calls tor
equality of education are often met with a curious
resentment, as if we were trving (- protect those
students w' y can learn under present conditions
trom those who can’t or won’t. There 1
considerable frustration with the shortco ungs ot
previous retorms, and reabistic shepticism now
over our ability to adjust present schooling
practices to accomplish the untinished agenda
with marginal learners  Manv educators are
closet cvnics, even while demanding the best.
Schools tolerate a signifrcant degree ot
margimality, allowmg indiv iduals o1 subgroups to
develop and sustam taulty relationships with
other school people and programs. At base manmy
ot us do not really beheve all students can learn
basic skills, much less philosophical reasoning,

So, one reason we are stalled i educational
retorn. 1s the tarlure of educational theory. Atone
time, 1 Tvler’s vouth, we were able to organize
schools that discouraged students trom
continumg—with grading scales that expedted
failure, with a curriculum based on the disaphines
of the university, with a narrow band ot didactic
teaching behavior. Our schools are still based on
nusconceptions about teaching /learning, about
individual ditferences, about curniculum, and

about the improvement process. Further, these
misconceptions  at the heart of school
orgoarzation directly contradict the stated
mission of pubhc schools  One priority tor
creating schools that reach margimat fearners 1s to
ginve a gieat deal ot attention to how we think
about students and schools  We need theory
consistent with the nusston ot public schovls that
will help educators 1e-perceive possibilities tor
altering the ditticult relations that too otten
develop  between learners and  school
cnvironments.

In practical terms, this means challengmg and
changing deepseated, hard-to-access behiets held
by cducators, parents, aad pohiticians.  lor
example, schools are stll organtzed around the
behiet that Tearning 1s primarily a passive,
scat-bound activitv. When we talk about
instructional reform, we concoct programs that
change what teachers do, not what learners do.
The dommance ot telling, lecturing, questioning
the class, and monitoring scatwork as the
mstructional paradigm in most secondary schocels
makes sense only m terms of an “empty vessel”
view ot fearners as passn e receptacles to be tilled
with imtormation  Yet philosophers and
psyihologists have recognized the constructive
stde ot learnmg, the constant process ot making
sense ot the world  Sadly, i many classrooins,
active discovery and probiem solving are directly
discouraged as disruptive. Student activity 1s to
be controtled, not encouraged  The job before us
15 to realign school organization to a more
concrete, dyvnanue, and soctal view ot learning,
which actually characterizes the preterred
learming styvles of many ot the vouth we must
reach

The prevaibing nusguided view ot learnimg 1s
Iinked to nusconceptions about curriculum. The
curniculumas typrcally viewed as aniert body ot
knowledge—a lengthy set of topies students need
to memotize. The sucessive chapters ot the
adopted textbook form the toad map tor teachers,
who teel pressured to cover the subject matter at
a pace that unfortunately: meets the needs of onhy
a portion ot then learnets.

The responsibality for helpimg learners find
meanm; an subject matter, relevance
cducational values, and power m mtellectual or
technical shills s ai the heart ot the school's
misston  The curriedlunm s a means of aeating
the signiticant relabionships amony, teachers,

91




Q

ERIC

Aruitoxt provided by Eic:

Ward J. Ghory

students, and the world in which these ends can
beaccomplished  The curriculum is not an end n
itself, as the pronouncements of some subject
matter authorities (and many colleges) scem to
imply. Particularly for marginal leamners, 1t 1s
uscful to view curriculum as a connective
medium  tinking teachers and students.
Incomplete learning and inappropriate behavior
suggest weak curricular connections among
learners, subject matter, and teachers. In many
classrooms, the only real “subject” is the content
itself, for the teachers and learners are caught
ritualistic relations m service of an abstract body
of knowledge. To diagnoese learning problems
correctly and restore connections, an expanded
view of curriculum is needed, one that concen es
curriculum in terms of the total environment in
which learners live and act.

Beliefs about learners, about ability, about
curriculum must change if we are to reach
marginal learners. No matter how promising a
strategy for reform may be, if it is not
incorporated into teachers’ personal belief
systems, it will be unlikely to affect behavior in
the desired direction. We do know something
about how belicfs change.  Unfortunately, the
process holds little promise for a political quick
fix, for a “shake and bake—just add water” modcl
resulting in quick answers.  People must first
become aware of their existing beliefs and see a
need for changing them. This is the motivation
behind emphasizing my first premise of returning
continually to the mission of our schools.
Analysis of school practices in hight ot the mussion
to reach all learners provides numerous pomnts at
which to challenge current beliefs.

But beliefs change only in a supportive
climate, where relationships are friendly,
individuals feehimportant, and their participation
is encouraged and valued. People must have
opportunities to confront 1deas, problems, and
goals; and chances to discover and eaplore new
ways of seeing and thinking in interaction with
other peers under the guidance of experienced
mentors.  Finally, they have to experiment,
hypothesize, make mistakes, modify positions
and try again, preferably with others of ike mind.
Beliefs change in interaction with practice. One
reason it 1s critical for universities to collaborate
with schools is that the theory that guides ow
practiceis the truly fundamental stage for reform

Premise 2.

The prevailing organization of classroom
instruction, which has been successful with
a minority of students, ac:ually hinders the
accomplishment of the school’s mission
with many learners.

Schools generally rely upon a relatively
monolithic model for schoohng. Large groups (15
to 40 students) are scheduled on a set timetable
according to age and subject matter. As Benjamim
Bloom emphasizes, group instructional
procedures employed with mdividual students
who vary in many characteristics must produce
variations m the accomphshment of a learning
task, both in the level of achievement of the task
and in the rate at which it is accomphshed.2 Yet
teachers are expected to cover a loosely defined
body of factual material in a sct time period,
despite differences among learners.

Any relatively monolithic model of teaching
and school organization presupposes a particular
type of learner who is favored by this
environment.  Anthropologists and cognitive
psychologists have made progress m identifying
detailed profiles of the cognitive skills required
for success in large group, didactic instructional
modes  Among these shills are a preference for
being analytical in attention and thinking, a
preferenee for being stimulus or object-centered
rather than sclf-centered, ..d the abstract ability
to classify events, ideas, or people mto broad
categories, using non-obvious features. The
achicvers m school are likely to be systematic,
analytical processors ot information.”’

Not all young people work best in this way.
Many students torced to the margins of school
tend to be relational, intuitiv e learners. They are
oneshot thinkers more cawly mfluenced by
others - Often, they need cues and prompts trom
the environment to solve problems, and they have
trouble providing their own structure while
completing assignments. They prefer to learn in
prople-oriented work environments, responding
bust to responsive teachers who use posttive
reinforcement techmques. They hike projects
involving auditory and kinesthetic approaches
They remember and analyze mformation best
when it is placed i a social or personal
context.? It is essential to realize that both types of
students can and do learn. 1t 1s the monolithic
nature of the large-group, didactic sctting m
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«chools that masks the strengths of some students
while enhancing the achievement of others.

Let’s take mathematics, the “killer” subject,
for ourexample Mathematics is taught primarity
as a set of rules, handed down by experts tor
novices to memorize. In a word—intimidating,
especially to adolescents with problems accepting
authority. One line of rescarch by Alan
Schoenfeld at the University of California
(Berkeley) and by John Seely Brown and Richard
Burton at the Xerox Palo Alto Research Center
traces the mathematical errors typically made by
students to teaching techniques. They've found

they can predict student errors accurately,

because the mistakes students make are not
random. Rather, they are due to sensible
interpretations of experiences they have had in
classrooms. Since math is taught as a series of
thousands of small exercises designed to test
student mastery of algorthms applicable in
precise conteats, students believe math problems
can be solved quickly if the right procedure 1s
followed. Little reference is made to formal
mathematical knowledge or even to informal
experience with numbers when solving the
dreaded word problems. Instead, there 1s a
desperate, one shot stab for the formula. Students
study mathematics passively, as a closed,
rule-driven system to be obeyed by all but
understood by a few. So they are easily
paralyzed, unable to transfer what they know toa
different context.”

While in school, lcarnimg (and evaluation) are
primarily individual. However, in work,
personal life, and recreation, each person’s ability
to function: successfully depends on what others
do and how several indniduals” mental and
physical performances mesh. Second, in school,
the emphasis is often on “pure thought” activities,
work done without the external support of books,
notes, calculators, etc. Qutside school, one has
free access to supporting informatior, and the
kind of work done usually depends directly on
what tools are available  Third, school learning is
mostly symbol-based, and connections to the
events and objects symbolized are often lost.
Achievement becomes a matter of learning
symbol manipulation rules, and of speaking or
writing according to those rules. Outside school,
people often use objects and events directly 1n
their reasoning, without resort to the symbols that
may represent them.  Because they are

continuously engaged with objects and situations
that make sense to them, people who did not do
wellin school don’t forget what’s important, and
transfer what they know from one setting to
another.?

So we have devised an artificial system of
learning 1 school, one that does a decent job of
preparing the top percent or so for college  The
problem is we are trymng to stretch that system to
accommodate students who do not learn m ways
favored by that organization of mstruction. To
reach more learners, particularly those not well
served by existing settings, requires expanding
the school environment to contam multiple
means for accomphshing common objectives.

To build a curriculum that mcludes all
learners, we need to look first at learners”
academic and personal strengths. Greater
concern must be given to helpmg students
develop and demonstrate thinking skills and
problem-solving capabilities, moving beyond the
current emphasis on exposing students to certam
bodies of knowledge for spedified lengths of time.
In this direction, the requirements of the
curriculum are directly tied to student learning,
and school subjects are restructured to create
opportunities for young people to use
mmformation and explicit thinking strategies to
make sense of situations or problems.

It 1s promising that the new programs
claiming to teach thinking shkills have three key
features 1 common.  First most of the effective
programs have features characteristie of
out-vf-school learning. They mvolve socially
shared intellectual work, and they are organized
around group accomplishment of tasks. Second,
they have clements of an apprenticeship. There 1s
room for participation in productive activity even
by the relatively unskilled  Further, teachers act
as mtellectual coaches, making expliat thought
ptocesses that are usually hidden and
encouraging  student  observation and
commentary At least in these programs, we are
realizimg that significant learning takes place in
the context of a significant relationship with a
more expert and articulate leader willing to coach
the novice m skills - Third, the most successful
programs are organized around significant
problems to be solved or vital questions that
connect with student lives

Another simple truth too otten lost m the
stack of textbooks we give to promote learning 1s
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that vou can’t teach truly eritical think g wathout
consequential subject matter. The reverse is true,
as will. how can you teach consequential subject
matter without requirm: resourceful thinking? If
we start from the prem'se of learmung for all, we
arrive at the priosity of a curriculum
reconstructed to pormit more smail group
problem solving, mentor/ protege coaching, and
direct contact with real world, socal and moral
issues.

The curricutum challenge posed by marginal
learners 1s to design learming activities that
engage the passion and curiosity of the young
Teachers have to create or draw from history and
current events problems, simulations and
projects that require the development of the skalls
being taught, need cooperation for successful
completion, can be illuminated by outside
reading and rescarch, and can be clarified using
congepts from the varnious disciplines. So often,
we teach the content n a lincar abstract ta-hion,
using examples as an afterthought. If we want to
engage margial learners, we will have to start
more often with the concrete situation itse It, and
bring the precedents and concepts trom the
acadenuc discipliaes to bear as approprate This
re-alignment or the curriculum leads us iney itably
bevond the school walls.

Within and around core courses, schools
scrious about reaching marginal learners and
mtent on providing a qualty education for all
learners must foster @ variety of expertences
making, usc of the non-school setting. In general,
teachers can make curriculum contact with
society m three ways.

First, teachers can capitalize on experiences
already taking place 1 learners” lives outside
school In an “imformal” way, teachers draw
upon and extend the unorganized reservorr of
knowledge students have from daily expertence
by connecting 1t with the school curriculum.
Second, teachers can deliberately combme school
and nonschool environments to promote
learning. In this “formal” approach, the teacher
supplements classroom learning by deliberatelv
organizing speakers, ticld trips, audio-visual
resources, telecommunication,  projects,
laboratory activities, rescarch. These are the
relatively infrequently used traditional means to
bring the students to the world and the world to
students.  The third approach 1s to assist i
placing mdividual students in other settings tor

specific experiences @ set time perod. Thas
“nonformal”® approach creates opportunities for
learming ke apprenticeships and iternships that
are systematically related to the school
curriculum but take place under the authority ot
a nonschool agency (like a univcrs/ity).9

To re-align the organization of mstruction n
the ways indicated, vanable time pertods and
flexible grouping would have to be used to
accommodate several modes of instruction  To
make this workable, smaller adminustrative units
(hke the house system within a larger school)
would be necessary.  In these units, teams ot
taculty, admumistrators. counsclors and students
would work away from the tme-based factory moded
toward the outcomes-based, community-of-learners
modcl necessary for the success of students on the
margins

Curriculum and governance decisions would
have to be made flexibly and collaboratively
withim these communities  Frequent formative
evaluation of students’ progress would provide
information to gunde these deasions The testing
of mdividuals would be one way to check it each
learner 15 being appropriately challenged, not a
means to separate out students tor unequal access
to knowledge To make mformed decisions about
the proper match between curriculum and
student, more teacher time must be created along,
with resources to mplement the strategies that
are developed  These are some of the necessary
conditions for true curniculum reorganization for
margmal learners.

Premise 3.

The social organization of schools—its
current array of adult roles, responsibilities,
and regularities—subtly blocks and
undermines the collaborative processes
needed for reorganizing curriculum and
instruction.

Schools are closed mstitutions.  Like the
antebellum Southern plantation, like the mental
hospitals or prisons studied by Erving Gotfman,
thev tend to be total social svstems, self-sufficient
and envelopmg.  Schools teed, protect, instruct,
counscl, medicate, and recreate voung people
They are the second home for latchkev children
and adolescents. They provide a largely
selt-enclosed trame ot retetence for the actions
and thoughts of their participants.  These
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characteristics of a closed institution must be
considered when we presume to reorganize
curriculum. Today, I'll focus on two features of a
closed institution especially relevant to the
change process—communication and time

Let me illustrate the communication issue
first with an anecdote from a small Catholic girls
college preparatory high school I visited as part of
an evaluation team. As the art teacher told me,
“We're m our own orbit out here.” Built on a
series of exclusions—race, gender, religion, and
social class were basically controlled—the school
did an excellent job of creating a nurturing
community with fine academics. However, even
macademic departments of three to eight teachers
working in a stable, low-problem environment,
communication about curriculum was quite
stramed. At this school, as in most others, a
proprietary curriculum had developed, in which
certain courses were identified with particular
teachers. All the ninth grade English was taught
by one woman. To talk about the ninth grade as
part of a sequence of skills and content in English
was really to taltk about this woman, at your great
peril in this case. The fact that she did not like to
teach writing and minimized its importance was
tolerated, not mentioned really, because there was
thought to be a cost n damaged friendship and
hurt professional feelings if the subject were
broached Schoul curnicula are balanced on such
fragile compromises.

One result of working mn a closed mstitution
15 great difficulty i communication  In fact, one
of the main roles of the assistant principal 1s to
resolve conflict resulting from fartures
communication. Parents with a concern seldom
go directly to the teacher mvolved  They call the
princpal who has the good sense to refer such
calls to the assistant! It1s not ngusual for a teacher
who has worked next door to another teacher all
year to direct her complaint about that teacher to
an adnunistrator, mstead of bringing 1t up for
discusston with her colleague. Department heads
come to the office with worres, more hikely
rumors, about therr colleagues which they have
not yet discussed with them. One departnient
head came m tears over a problem she could not
bring up with another teacher because, as she
said, “Dr. Ghory, I'm married to my job and
depend on the good will of others ” Most people
depend on authority in schools because

communication 1s so poor that reason has little
chanee to prevail.

Another characteristic of a closed mstitution
15 the ritual use of time. One reason for pcor
communication is that teachers and principals
feel hemmed m by their master schedule. Into a
set framework of class periods and student
groups assigned to teachers must be fit not only
instruction but all the other activities required to
accomplish the myriad objectives associated with
schools. Once a school has been allocated staff
and has scheduled students, the die 1s more or less
cast for the year. Any student need must be
answered within this framework.

For example, the conventional schedule
provides limited and inflexible time for teachers
to conduct the professional tasks needed for
successfully instructing marginal learners.
During a school day, secondary teachers typically
have one thirty to forty-five minute period, plus
class passing time and a short lunch period, to
prepare materials, to organize for different groups
and subjects, to evaluate or document pupil
progress, or simply to reflect and imagine.
Normally, no additional out-of-class time is set
aside to meet with students or to communicate in
planned professional ways with other faculty.
Many essential professional activities necessary
to reach children having difficulty are coldly
relegated to the teacher’s discretionary personal
and family time outside the regular school day.
The rapid, lock step, assembly-line pace of the
school schedule encourages teachers to develop
mstructional short cuts and routines geared more
to their vwn convenience and survival than to
their students” needs for responsive attention.

In a word, flexible schedules leave schools
“frozen.” Teachers become so stuck in existing
time and procedural arrangements that their
capacity to be flexible, to change and adapt to
marginal learners, 15 severely curtailed.  What
develops in a closed nstitution is a “means
mentality.” Educators confront challenging ideas
for improvement by ashing 1f these ideas can be
implemented within the already established way
a school functions. When a problem emerges, a
new procedure 1s developed that submerges the
1sstie back mto what aiready exists  In short, the
means are treated as if they were the ends to be
served.

To reach and teach margimal learners, that
group who won’t disappear, the social system of
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the school must be opened. Reform makes little
headway in schools where a static organization
discourages school improvement or professional
development. For more teachers to move to a

pro-active desire for renewal of self and school,

they must sense an opening in their own school to
assess and correct school practices hindering their
ability to help students learn.

The necessary groundwork for reform is a
re-examination of the social system of the school,

especially of the roles of the principal, teacher,

parent, student, and university faculty as these
people interact to promote student learning. The
special role of the principal is to lead tecams of
teachers, parents, and students through
instructional and environmental problem
solving.m As symbolic and cultural leader of the
school, it is the principal’s responsibility to
articulate the public school mission. Practically
speaking, this involves encouraging teachers and
school staff to believe in the capability of their
learners and in their abilities to create vigorous
ways for all students to learn. Prior to problem
solving in any school, but especially in schools
that have a sizeable population of marginal
students, it is the principal's job to build a
platform of shared concerns, positive attitudes,
and common goals

For principals to be able to keep their heads
above the administrative details of managing
schools, the social system of the school has to
stretch to provide meaningful linkages with local
universities. A principal is more hikely to find ata
university the technical expertise, the broader
theoretical view, and the access to supplemental
resources needed to conduct school problem
solving. Involvement with schools need not be a
Iow—priority,, altrurstic activity for university
faculty, especially when one realizes that we have
really “one school” stretchung from K-16 or K-20.
Particularly schools of education, whose raison
d’tre centers on preparing school personnel, are
coming to see that therr curriculum cannot simply
consist of a prescribed list of courses. The
relationships between facultv and graduate
student necessary to prepare leaders capable of
transcending the limits of existing socal systeme,
have to extend long after the courses are
completed and far beyond the safe precinct of the
university lecture hall. They must contiue for
many years into the schools themselves.

Of course, the reward <tructure of most
universities does not support such “foolish”
squandermg of ttime away from rescarch and
publishing. But to prepare succeeding
generations of students for college, schools and
unnersitites must continue to cooperate 1 far
more ways than the current, exploratory
approaches that have been tried.

The special role of the teacher 1s to intervene
when students are struggling with learnmg and
starting to show signs of becoming marginal. We
have an obligation to help students become more
powerful learners by teaching them the
identifiable learning skills related to success
within prevailing classroom conditions. Every
learner, especially marginal ones, needs coping
skills of four types. learning to learn skills, content
thinking skills, basic reasoning skills, and
communication skills." In most classrooms, it 1s
simply mumbo-jumbo to argue that these skills
will automatically cohere through the magic of
the iberal arts curriculum. In fact, when teachers
place a greater emphasis on teaching students
strategies to process information covered in class,
both margmal and more successful learners stand
to benefit.

Still, when students consistently have
difficulty relating successfully to classroom
conditions for learning, the individual teacher has
to adjust curriculum and instruction to connect
more productively with the characteristics of
these margmal learners. Genumne concern for
marginal students will inevitably produce
reorganized classrooms, despite real and
perceived school, district, and community
constraints.  Again, 1t 1s the thinking and
commutment of teachers that must be stimulated
before technical issues of implementation be
considered. Teachers best approach the difficult
task of changing habitual teaching practices that
are not working with marginal learners by
tommunicating regularly with other teachers,
parents, and counselors. As mentioned, some of
the aspects of a learning environment that can be
adjusted to encourage fuller participation and
more successful learning include mstructional
grouping, curriculum organization, curriculum
evaluation, teacher expectations, and the use of
non-school settings.

The special role of those who act as guardians
for chuldren and youth 1 primanly to “parent
well.” All children and adolescents need the best
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base of consistent physical, emotional, and
spiritual security their parents can provide. It isa
full time role to build a relativaship that can last
through adolescence. Marginal learners
especially need advocates who can call halt when
school practices are not favorable. But they also
need advocates who can consider and mterpret
for students the advice school professionals
provide.

For the key to turning around learning
problems is often a team approach. Schools
successful with marginal learners have found
ways to open their social system to parents
Teachers have the responsibility to alert parents to
trouble signs and to demonstrate concern, extra
effort, and individual attention to marginal
students Parents must also work with teachers
without concealing problems and withouu
automatically assuming critical and adversarial
viewpoints. Many strains confounding school
environments can be traced to failures on the part
of the adults closest to children to assume these
obligations. Parents and teachers can work
together to 1dentify how a person learns best, to
diagnose skills and content needed, to set
attainable and optimistic expectations, to
reinforce consistently desired behavior, and to
encourage young people to learn well.  With
marginal learners, only the personalized touch
within the group setting can make the difference.

Ultimately, the fate of marginal learners hies in
their own hands. Very little substantial progress
will occur until they become aware n a realistic
way of how they are performing and use this
awareness to begin to control what they are doing.
The special role of the marginal learner 1s to make
a sustamed commitment to perform better at
school.  Coming back from the margins is
fundamentally a process of personal growth
involving greater control of one’s self and one’s
learning process. Marginal learners have the
responsibility to monitor and control their own
attitudes, realizing that attitudes affect behavior
and that attitudes can be controtled Educators
and parents respond to attitudes. Positive
ones—like “Effort vays off,” “This task can be
done,” “Be persistent”—create their own
momentum. Studetis have to see school less as a
place where outside forces manipulate them, and
more as a job they approach with personal
strategies and goals. At bottom, perhaps the most
challenging aspect of renewing schools for

marginal and other learners 15 creating this kind
of constiousness and commuitment among
immature and initially resistant students

Conclusion

The remarkable stability of our schools 1s due
to the equilibrium that exists among three
supporting clements.  educational theory,
technology, and social system. Each of my three
premises touches on one of these elements. To go
beyond mstitutional maintenance to the building
of mstitutions that can reach all learners, we must
become aware in a far more sophisticated way
than at present of the interactive relationships
among theory, technology, and social system.

Believe me, the assistant principal m the
lunchroom needs the support of organizations
like the Chief State School Officers, the state
departments ot education, and the unn ersities to
keep the true mission of the schools m mind and
to challenge the nusconceptions about learning,
curriculum, and students that justify and
rationalize the current organization of schools.
Your recent statement of “guarantees” is an
important document in this light. The theory on
which the professionals mside school act gets its
essential meaning and significance from the
outside world, and we must implant within the
public mind the mmage of the profession and of
schools upon which we want to act. Perhaps the
real contribution of all the reports on education
has been work at this theoretical level.

Yet, reports seem unrealistic unless grounded
in a critique of our core technology—the
classroom (that 19th century invention) and the
monohithic model of nstruction that 1y
appropnate for only a munority of students.
Successful learning mvolves a knowledge base,
strategies for use of this knowledge, and control
over the strategies  To help more students learn,
we have to rethink what 15 the important
curniculum content for all learners, wdentify what
strategies students use to make best sense of this
knowledge, and guide them in gaming control
over these strategres. Inanalternative technology
based on this analysis, students will work more
collectively, engaged m concrete invesiigation
and problem sohving of social and moral 1ssues.
Teachers will circulate, consult with learning
groups, and intervene to make students justify
their strategies and gam control over their own
learning
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To develop this technelogy, we cannot kope
for an organizational model to import from
outside school. Rather, we will need to develop
the social system within schools that will
encourage teachers, parents, and students—with
leadership from the principal and support from
the university—to solve problems blocking the
progress of margmal learners. Schools can
improve from within, problem by problem. They
can adjust or revamp their technology, based on
insights derived from questioning theory, if therr
social system can open to admit the mbmate
perspective of parents and the theoretical insights
from university facultv 1t we are serious about
the mussion of our schools to help all students
learn, we must be courageous and creative
simultaneously changing the theory, technology,
and social systems that have given us schools that
tolerate too much failure
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Distance Learning: The Oklahoma Model

John Folks

Superintendent of Public Instruction, Oklahoma

Sandy Garrett
Director of Rural Education
Oklahoma State Department of Education

JOHN FOLKS: I want to make a few
introductory remarks about the program that we
have in Oklahoma and then call on Sandy Garrett
to describe the programs. She's the person who
has probably been most instrumental in putting
the program together. In addition, we have a
video presentation on the Oklahoma modei to
show you.

I became state superintendent several years
ago, right at the time that this so-called
“excellence” movement in education was
happening. If you want to really understand the
challenge we faced, you must understand that our
state consists of 611 school districts, most of those
school districts being rural.  Over two-thirds of
the school districts in Oklahoma have an average
daily attendance of less than 500. Approximately
three-fourths of the school districts in Oklahoma
have an average daily attendance of less than
1,000, and are geographically separated, many
miles apart in many nstances. low could we
really go about addressing this question of
excellence in education?

The concept of distance learning ties in
strongly to the conference topic of school and
college collaboration. We decided at that
particular time that schools could not do it
themselves. We as a state department of
cducation could not do it vurselves. We had to
call upon expertise from people all over the state
of Oklahoma to address the question of how we
were going to effectively deliver instruction to
many of the schools n the state of Oklahoma. 1
promoted several .tiatives at that particular
time that [ still talk about quite often:

1. Keeping the momentum for change in
education going in the state;

2. Keeping our focus on excellence, but not
forgetting the equality part;

3. Orienting our schools to the future and
usmg the available technology; and

4 Forging of partnerships between
busmesses and schools, businesses and the State
Department of Education, colleges and
unmversities, etc.

Lovking at those particular initiatives, we
realized that we were really gomg to have to
address the problem of equal educational
opportunity. People define that m many different
ways. 1 believe that equal educational
opportunity for students in Oklahoma means tha
a student in Gotebo, Gklahoma has just as much
right to take a calculus, chemstry, or foreign
language course as a student attending classes in
urban or suburban Oklahoma City or Tulsa. We
had to lock at ways to bring that tvpe of
Instruction to students m rural Oklahoma. We
certainly did not have enough certified,
credentialed, or endorsed (whatever term you
want to usc) teachers for the many remote areas.
We clearly necded a way of reaching these
particular students.

Prior to this ime, a collaboration had begun
between the State Department of Education, the
College of Arts and Saiences at Oklahoma State
University (OSU), and the public schools of the
state. Smith Holt, whois a very strong proponent
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of raising standards i:1 our state, was then dean of
the College of Arts and Sciences at OSU.,

Atthat time he and I and several others made
a strong commitment to strengthen the
curriculumin the rural schools in our state. Atthe
same time that we were raising graduation
requirements, the colleges and universities
(through the state regents for higher education)
made a commitment to raise, quite dramatically,
the entrance requirements for colleges and
universities in the state. Many of Oklahoma’s
rural and small schools had never offered some of
the courses that were going to be required for
entrance into college, specifically, foreign
languages. In fact, in 1984, only 191 of 456 high
school districts offered a foreign language.

We wondered how we were going to go about
addressing this particular issue. This was a
political issue, because as you people from rural
states know, a politician does not get up and talk
about school consolidation. That’s not the way to
either win elections or win friends in a rural state.
School consolidation may very well need to take
place in some states. It may need to take place in
Oklahoma, but again, it was something that was
not going to happen. Whether or not I or the
governor might want it, the legislature was not
going to let it happen. So we at the State
Department of Education explored many
methods of delivery.

We encouraged shared resources among
districts such as circuit-riding teachers for math,
science, and foreign language. We supported
shared facilities. We began to think about the use
of technology and distance learning as a means to
deliver resources to the rural areas.

Defining distance learning is more
complicated today with new delivery systems
made possible by recent innovations in
communications technology. 1 assure you that I
amnot an expert in technology, but we did realize
that the communications universe was getting
very complicated very fast. The computers that
used to sit alone and think are learning to talk
with other computers, hundreds, even thousands,
of miles away. We also began to see that a satellite
that was fixed in orbit approximately 22,000 miles
above the equator can receive and beam
instruction to school children back on earth, and,
specifically, back to Silo, Oklahoma. These
amazing technologies make distance learning and
traditional learning far less distinguishable.

The Awmencan Jomrnal of Distance Education
says, “Perhaps the most distinguishing aspect of
distance learning is that it is a means of providing
access to education to those who might otherwise
be excluded from an educational experience.” In
1986, Time for Results, issued by the National
Governors” Conference, quoted Dr. Geoffrey
Fletcher of the Texas Education Agency:

When you go to the harduweare store to buy a dnill,
you do not actually want a drill. Instead you want a
hole. They don't sell holes at the hardware store, but
they do sell drills, which are the technology to create
holes. We must not lose sight that technology-—for the
most part—is a tool and it should be used in
applications which address educational concerns or
problems. We should therefore focus on the appropriate
apphication of technology, rather than on the tool itsclf.
We must also remember that technology is constantly
changing, and that whatcver policies are implemented
must be sufficiently flexible to reflect that change.

And that report went on to encourage
identification of unmet educational needs and
exploring the potential of current technologies to
meet those needs.

That is exactly what we did. During the
spring semester of 1985, a high school in the
panhandle of Oklahoma, Beaver High School,
was granted approval by the Oklahoma State
Board of Education to pilot a high school course
in German taught by a professor at Oklahoma
State University. It had been well over a decade
since Beaver had been able to offer a foreign
language in their high school. Fourteen students
were enrolled in the pilot course. The uniqueness
of the pilot was that the professor would deliver
the instruction to the students in Beaver from his
lectern over 220 miles away in a
telecommunications studio in Stillwater.

Some people may ask, “Why German? Why
that particular course?” We had an exceptional
professor who could do a tremendous job of
teaching German. That is why that particular
course was chosen. I think you can see from the
video what an excellent choice he was.

The $4 million telecommunications center at
Oklahoma State University with standard
production and receiving capabilities was
equipped with C-band transmission via 10 meter
uplink. In other words, OSU could transmit by
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satellite to receiving locations across the state, the

region, and eventhe nation. We had our technology.

Little was known on our part about distance
learning. We knew that Alaska had done some
things in that area. Australia had successfully
employed both telecommunications and
computer technologies to meet the needs of
remotely located students. A few other states
were beginning efforts in this area.

We still had major questions. For instance,

would the State Board of Education support the
hiring of certified secondary teachers to develop
and teach courses in these critical shortage areas?
Would the State Board allow professors at a
college or university to teach these courses?
Would there be other professors interested in
working with secondary students using this
particular technology? Would small, rural public
schools be willing to participate and able to afford
the programming? And finally, how would we
address the accreditation and certification
requirements for distance learning? A lot of
questions remained unanswered at that time.

We experimented, we explored, we found
answers to some of those questions. We
expanded the program to include over 110 school
districts in our state in telecommunications
instruction via satellite in courses such as German,
physics, calculus, and more. We're constantly
expanding on that.

At this time I will call on my colleague, Sandy
Garrett, who did a tremendous job with this
program and will answer any questions that I
have raised.

SANDY GARRETT: It is indeed a pleasure
to be with you to share the Oklahoma Model of
Distance Leamning. We know there are many
noteworthy and exciting programs utilizing
technology in today’s schools across the nation,
helping children learn, sometimes providing
access to learning that would not otherwise be
available. In his report to the National School
Boards Association, Dr. Lewis Perlman says that
he envisions a technological transformation of
teaching and learning in the next decade. During
the past three days at this conference, we heard
several of our speakers refer to the restructuring
of schooling. Our model of distance learning may
not actually represent a restructuring of
schooling, but we think it does represent a type of
technological transformation of both teaching
and learning It represents a change in the system,

a cnange in the way we deliver instruction,
accredit programs, and a change mn the way we
collaborate with universitics by using therr
faculty as teachers for courses for high school
credit.

Dr. Sizer on Monday challenged the chief
state school officers to take more risks in changing
the system. As we continue to share with you the
account of this model’s development, you will see
that many bureaucratic barriers were torn down
and that many risks were taken in order to
implement this model. I personally would like to
compliment our chief for being one of the main
risk-takers in this project.

Dr. Folks has mentioned to you the need in
Oklahoma for this alternate delivery system of
instruction. He has also mentioned to you a little
of the background of the collaborative effort that
was so key to this project. I would like to continue
from there and discuss with you the instructional
design of the model, the state department of
education’s role, the funding, and some
evaluation results that we have.

As the State Board pondered the questions
that Dr. Folks mentioned to you, there was
agreement that it would be preferable to have a
teacher in the classroom with content expertise.
Realizing that many of the rural and small schools
cither could not find or could not afford such a
teacher, the Board concurred on the use of
distance learning as an alternate method of
delivery. Using the services of professors at OSU
College of Arts and Sciences seemed to be the
most feasible and cost-effective approach.

Instructional Design

Many of the College of Arts and Sciences
faculty had gained expertise in working with the
technology by conducting teleconferences from
the OSU center. One of the faculty members, Dr.
Harry Wohlert, had been developing software to
use with the text for his freshman level German
course on campus. He was also experimenting
with computer interactive voice-recognition
units, which actually correct the student’s
pronunciation. Dr. Wohlert willingly accepted
the challenge of developing Oklahoma’s first ugh
school credit course via satellite.

From the pilot that the State Board approved
for Beaver High School, the Oklahoma Model was
established. Inthe fall of 1985, following the pilot,
we enrolled 333 students from 47 school districts
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in German I. Currently we have 1,026 students
from 110 districts receiving high school credit for
German [, German I, AP Physics, AP Calculus,
and Trigonometry. They are taught by four
distinguished professors at Oklahoma State
University. This year the College of Arts and
Sciences is offering the programming to eleven
other states,

The Model incorporates a blend of teaching
and technologies devised by Dr. Wohlert The
satellite classes meet daily for 55 minutes. Two or
three days a week, depending on the course,
students watch their teacher at OSU on a regular
television monitor which receives the satethte
signals by means of the school’s down-link dish.
Live audio interaction between teacher and
students is possible via an audio link over regular
telephone lines.

On the remaining weckdays, students study
under the supervision of a regular classroom
teacher/facilitator. During this time, there is
individualized study using headphones,
software, and a voice recognition unit, operating
on cither Apple lle, Apple GS, or MS-DOS
compatible hardware. In all courses, computer
assisted instruction is an integral part of the
curriculum,

The curriculum specialists in the State
Department collaborate with the OSU faculty in
developing all course curricula. Inaddition to the
basic instructional design, the professors have
included supplementary material, which is key in
distance learning. For example, Dr. Wohlert has
cultural offerings, German rock music,
commercials, weather reports, and a pen-pal club
In every case, the use of sophisticated,
hugh-resolution graphics and animation is the
norm of daily broadcasts. Communication cfforts
are possible by use of toll-free telephone lines and
electronic mail between students and professors.

State Department of Education’s Role

The State Department of Education piays o
very major role in this program. The Oklahoma
State Board of Education adopted special
guidelines and regulations (perhaps the first in
the nation) for distance learning. The four areas
of Board involvement include: course approval,
inservice, evaluation, and accreditation.

Course approval: The State Board approves
all courses for credit via satellite on a
course-by-course basis  The curriculum must

correlate with the Oklahoma Suggested Learner
Outcomes.  Exceptions are made for advanced
placement courses.  Supplementary materials,
including speafically designed software and
printed matter, are provided in the satellite
curriculum.  The local district files a satellite
instruction plan with the State Department for
each course they wish to have accredited.

Inservice: The teacher-facilitator in the
satellite classroom recerves assistance and
inservice from the staff at OSU and the State
Department. This training is cruaal to the success of
the program. The inservice focuses onthe procedures
of estabhshing and conducting distance
learming, the course organization, and the
technical aspects of the programming,.

Evaluation: The State Department staff
monitors the satellite programs on a yearly basis.
Evaluations of student achievement, instruction,
dehvery, technical services, and program
adminstration are conducted periodicatly. The
school district 15 responsible for establishing
specific, uniform procedures for evaluating student
progress and administering a final grade. The
professors and their staffs grade tests and
assignments and return them to the local districts.

Accreditation: The classroom facilitator holds a
secondary teaching certificate.  Enrollment in
satellite courses complics with class size
regulations.  Each participating school follows a
hive, televised schedule

Funding and Costs

The funding and costs of this program seem
to be the major concerns to the state and the local
districts. The start-up cost for a class of five to
seven students 15 approximately $10,000. These
costs cover a C-Band/KU Band compatible
down-link, a $1,500 subscription price for a
two-semester course at OSU, two computers, a
voice recognition unit, software, and textbooks.
The College of Arts and Sciences handles financial
arrangements between the district and the
University. OSU has done a marvelous job 1n
Keeping that subscription price to a low level. We
now have i place a network of 110 districts.
Oncethe major hardware is in place, the only cost
the districts have is that subscription price.

Many districts i1 the satellite network are
funded by the small school cooperative grants from
the Oklahoma State Legislature. These one-time
grants of $10,000 per district have been available
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yearly since 1985, The grants, awarded by the State
Department on a competitiv e basis, are to be used
m the distance learning project for math, science, or
foreign language. Approximately 50 of our school
districts have received satellite dishes from therr
county rural electric cooperatives. This 1s a part of
a special school/business partnership effort with
the National Rural Electric Cooperatives. And it's
been quite a boon for those particular districts

Evaluation

The continued evaluation of this project is of
utmost importance to the Department In 1986,
the State Department, in accordance with
regulations, collected survey information from
principals in 30 high schools that were
participating during the first year of “German by
Satellite.” These principals reported an
enrollment of 236 students receiving credit for the
course. The mean student enrollment per school
was eight pupils. The evaluation measured the
effectiveness of the delivery system

The greatest strengths of this delivery system
according to the principals are

1. The opportunity for students to study a
course that would otherwise not be provided;

2. The curriculum’s inclusion of cultural
learning experiences as well as exposure to a
foreign language;

3. The exposure of students in small/rural
schools to the use of technology; and

4 The sclf-motivation and independent
study habits it promoted for students.

The principals also pointed out weaknesses of
the delivery systen:

1. The broadcast time of the satellite class
was not synchronized with the school’s bell
schedule.

2. The need for more live broadcasts in order
to maintain student interest and motivation,
provide students with more subject matter
background; and increase interaction between
students and the professor.

3. The “turn around” time bebween tosting
and reporting scores to students needs
improvement,

All surveyed concluded that the dlassroom
teacher/facilitator must recetve service
traming.  All commented favorably on the lugh
level of instruction and quahity of matenals,

In 1987, a team from the State Department
conducted on-site evaluations of the German and
Physics satellite courses. Strengths, weaknesses
and recommendations were reported by students,
administrators, and dassroom facilitators.
Among the top recommendations from this group
were that

I. The enrollment be himited to highly
motivated students.

2. The class size be Iimited to ten or fewer.

3. A greater interaction between satellite
teacher and student be encouraged.

We must and we will continue to evaluate
and monitor all aspects of this distance learning
model. We do know that students are learning,
ard that’sour goal. A portion of our presentation
today will be a vidco testimonial of the model and
its successes  Before that, let me conclude by
saymg that the Oklahoma Model represents a
successful collaboration between a state
departiment of education, a university, and public
schools. The Oklahoma Model of distance
learning is working! The boundaries between
distance learning and traditional learning are
rapidly disappearing. The effectiveness 1s close to
that of a traditional teacher/classroom situation,

Rural America—and its schools—face an
incredible number of challenges.  Unexpectedly,
these are the schools that are becoming the
innovators of applications in technology and
networking because of their size, flexibility, and
adaptive nature We in Oklahoma recognize that
this technology will never replace a quality
teacher in the classroom. We do think that it will
provide a quality, cost-effective learning
opportunity for the rural youth of our state.
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Teacher Induction Programs:
Analysis, Critique, and Proposal

Gary A. Griffin
Dean, College of Education
University of lllinois at Chicago

Introduction: Why Bother with Induction?

The problems and didemmas of begnming
teachers are not new phenomena in our nauon’s
classrooms and schools. Foras long as many of us
can remember, the issue of what new teachers do
or do not bring to therr first full-time teaclhing
assignment has been a modest preoccupation of
teacher educators, school system adminstrators,
and mdividual school principals. Of course, the
preoccupation is not so modest on the part of the
new teachers themselves: they are often
consumed by the desire to do well and suffer the
anxiety brought on by the suspicion that they are
not.

Traditionally, the quasi-formal mtroduction
of a new teacher mto a school culture has taken
the forms of local system onentation days, pleasant
social occasions like “welcome new teacher”
luncheons, and the assignment of an experienced
teacher as a sort of buddy who may or may not
have any burning mterest m bemg a resource for
the begimning teacher. This often cavalier
approach to bringing neophytes mnto teaching
situations has resulted in the use of such phrases
as "sink orswim,” “trial by fire,” and “learning on
the job” to describe the important transition trom
bemg a student of teaching to being a teacher.

Recently, however, there has been considerable
attention given to new teachers. Tlus attentton
has been in the formof research, extended teacher
education programs that include the first ye  + oi
teaching, and, especially important tor ts
meeting, policy initiatives from large numbers of
state departments of education and state
legislatures.  Why this more vigorous activity
related to new teachers? The answers to this
question include a broad range of rationales.

First, there has develope 1 in this nation a
retorm mentahity, sparked inle , »measure by the

"o

publication of A Nation at Risk. That document,
and the data that support its negative picture of
the country’s schools, have had far-reaching
effects. The argument goes that schools are not as
effective as we would wish, that school
effertiveness is most directly the result of teaching
effectiveness, and that teaching effectiveness
must have a large part of its source in what
beginning teachers bring to therr important tasks.
Therefore, if one wishes teachers to be more
effective over time, it is necessary to ensure that
when they begin therr careers they demonstrate
the potential for that effectiveness.

Second, there has been a long history in the
United States of leaving the certification of
teachers up to the individual states, but the
realization of that history has demonstrated that
the states traditionally give the responsibility for
certification to approved programs of teacher
education in colleges and universities. That is, a
state department of education sets standards for
teacher preparation programs and when a
program meets the standards the graduates of the
programs are almost always automatically
certified.  Although local school systems can
determine whether or not a teacher is granted
tenure, they have had little influence upon
whether or not teachers are certified.  The
relatively recent attention to beginming teachers
changes these conditions in two dramatic ways:
beginning teachers must demonstrate in teaching
situations afrer yadnating from a teacher
preparation program that they are competent,
according to some criteria, and, often, school
system officials testify about this competence asa
part of the state certification process

Third, there has been considerable discussion
about how to make teaching more of a
protessional ¢ ueer than a job. Tvpically, teaching
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has been a “flat” occupation, one in which a
person is relatively trapped and where there is
little opportunity for advancement. For the
teacher who desires increasing responsibility and
reward over time, there is little recourse but to
leave teaching, most often to become a full-time
school administrator. To counteract this, there are
current proposals to consider teaching as a staged
career, beginning with teacher candidacy for
preservice students, and moving through such
stages as novice teacher, career teacher, and career
professional teacher or lead teacher. These stages
are marked by teachers having more and more
autonomy in individual classrooms and
increasing responsibility for schoolwide, rather
than only classroom, work while mamtaming
contact with students all or most of the
conventional school day. This growth of
responsibility from a group of students to the
school as a whole 15 accompanied by greater
salary and status.

Fourth, because the litany of problems faced
by new teachers is one that has become familiar to
all in the business of schooling, there has grown
up a concern that these problems be dealt with
directly and early in a teacher’s work life. This
“assistance” approach has taken two dominant
forms. One is to create a support team that has as
its responsibility responding to the problems of
the beginning teacher, sometimes whether he or
she wants it or not Another is tv anticipate the
new teacher’s difficulties and create conditic .
for beginning teachers that blunt some of the
more predictable dilemmas such as multiple
assignments, working indifficalt schools with the
most reluctant learners, or being expected to take
on large numbers of extracurricular tasks.

These, then, are some of the reasons
undergirding the teacher induction movement in
the United States. There are others, of course, but
these rationales are ones that seem to be the most
dominant in the thinking of practitioners and
policy makers. How, then, are the reasons and
concerns translated mnto practice?

The Dominant Perspective: Ensuring
Minimum Competence

During  the first several vears of
state-mandated new teacher program inttiativ es,
the major feature of the programs appeared to be
making certain that new teachers demonstrate
some mimmum level of teaching competence.

The programs most often used observation
checklists of desirable teaching behaviors and
could be seen to fit an inspection mode. In other
words, state-level decisions were made about
whch teaching actions were valued, and ways of
determuning the presence or absence of those
actions in beginning teachers’ classrooms were
developed.

The apparent rationale for this mspection
perspective was a kind of quality control system.
New teachers who could “pass” the classroom
observations were certified and those who did not
demonstrate the desired behaviors were not. (In
reality, although the data are not reliable, there
appear to have been few tcachers whe were
judged poorly enough to be denied certification.)

These minimum competency programs often
purport to be based on what “research says.” If,
for example, a research study noted that waiting
for student response to a teacher question
mcreased the accuracy of the student’s answer
and increased the student participation in
classroom discussion, the teacher behavior of
“wait time” was included in an observation
scheme Likewise, if research stuutes of classroom
management demonstrated a positive relationship
between posted classroom rutes and student
achievement, the public display of classroom
rules was another feature of an observation
procedure. These and other examples that could
be noted were intended to show that pohicy about
certification was linked to knowledge about
effective teachuing and that certification was based
upon what has come to be called “generic
competence.” Generic competence has to do with
those teaching behaviors that occur with great
frequency across grade levels, student
achievement status, and curriculum arcas

As one might imagine, the setting of
mimmum standards, although promulgated by
persons of good will and high purpose, appears to
have had some deleterious effects. Already noted
15 the fact that few teachers scem to have been
relieved of their teaching responsibilities because
of mspection-oriented procedures, suggesting to
some that the observation systems are either not
as discriminating as they might be or that the
generic teaching issue 15 so “plain vanilla” as not
to raise to visibihity the problematic nature of
teaching speafic content to certamn students n
certain situations.
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I believe that the minimum competence
perspective has several mote setious flaws, For
one, such systems tend to influence beginning
teachers to “settle” for the minimum standard.
More than an occasional teacher begin's to believe
that the minimum is as far as it goes, that good
teaching is defined at this level and that meeting
itisasign of excellence. There seems to flow from
the establishment of entry standards an
expectation that, as Peggy Lee once sang, “that’s
all there is.” In a time when the society in general
and policy makers in particilar are calling for
increasing standards of effectiveness, this is a
most unfortunate consequence.

Another problem with these inspection
programs is that they are most often rooted n
views of teaching as craft, rather than as deeply
mtetlectual activity. This is perfectly reasonable
given the origin of the competencies that are most
often included on the observation checklists. The
research base was developed by examining what
happened in classrooms where students achieved
at greater than expected cognitive levels as
measured by standardized tests of achievement.
In other words, researchers examined carefully
the classroom contexts, including teacher
behavior, where students did well on tests and
reported that there was a correlation.

What some obse.vers of the process of
translating rescarch findings into policy
expectations do not realize is that the researchers
did no inventing or proposing, the teachers’ craft
knowledge was the source of the context
variables. There is nothing wrong with this, of
course, except that it results too often in policy
prescriptions that blunt the intellectual aspects of
teaching and reduce teaching to a kind of
pedagogical painting by the numbers. The
research, in all fairness, did not describe how
teachers came to think aboui and decide to do
certain things, it only named these things. When
policy expectations remain at the naming level,
instead of the thinking and decding level, we
diminish the importance of the intetlect i coming
to terms with the complexities of teaching.

Another unfortunate aspect of the minimum
competence perspective is that satisfaction of the
competency expectancy tends to be an end in
itsclf, not leading anywhere in terms of a teacher’s
sense of being i a career. To “pass” the
inspection is to satisfy an external agent, to “fail”
is the signal that one is to be punished by the

withholding of a teaching certificate. Under what
circumstances would a begmning teacher see this
rite of passage as a step on a ladder that Ieads to
exceltence or increased reward or higher status in
the occupation?  Because most school systems
and states do not have staged career onentations
to teaching, the meeting of a set of mimimum
competencies is, to many, simply winning a
relatively low stakes game

An Alternate Perspective: Teacher Induction
and Expectations for Excellence

In contrast to the minimum competence
orientation are the few programs that are
characterized by assistance (versus assessment)
and by a sense that meeting inutial standards
quahifies one for moving on to other stages as a
teacher, the other stages being defined as having
increasingly hugh performance expectations. In
these programs for new teachers, the idea 1s that
the first years of teaching shauld provide the
groundwork for more effective teaching over the
vears.

To provide that groundwork, attention is
given to the research base, as in the assessment
programs, but the rescarch information is used
fess as a standard with a go—no go decision rule,
than as a nurror against which to measure mitial
teaching performance and from which one
develops program components to help the new
teacher grow and develop in the profession. The
evaluation data are used for formative, rather
than summative, purposes.

Further, the initial years of teaching are seen
as a time when the new teacher 1s grounded in
some expectations for later, not just immediate,
teaching. This groundwork suggests to the new
teacher that when this stage of teaching 1s
mastered, there are other stages to meet and be
challenged by. Sumctimes, the next stages are
defined relatively simply by expecting only
“more” of the experienced teacher. More often,
though, the neat stages are characterized by the
teacher’s assumption of more and more
responsibility for the well-being of the school, as
noted earlier. There is, in other words, a
conception of excellent teaching and, equally
significant, a conception of how one becomes
excelient at teaching. This perspective
acknowledges the complexity of teaching, the
multiple possibilities for being an outstanding
teacher, and the critical need for numerous
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intellectual resources in a school and/or a school
system.

Programs that are thought through in terms
of their relationship to other expectations for
teachers, beyond mitial certification, also tend to
acknowledge more thoroughly the multiple
knowledge sources for teachimg. As noted carhier,
the assessment programs tend to rely primanly
on what deseriptive and correlational research
findings contribute to our understanding of
teaching. This is but one source of knowledge.
There is important knowledge about teaching
that is theoretical in nature, and theories of
instruction and of learning tend to be more
complex and more difficult to grasp than
straightforward prescriptions for practice. Also,
there is useful and important teaching knowledge
that dertves from extant craft, from propositions
that have intuitive appeal but have been untested,
frorn. values and beliefs, and so on. The point to
be made here 1s that this more complex,
career-oriented, staged view of working with
beginning teachers 's much more difficult, much
less amenable to prescripticas and mspection,
and much more sensitive to the ambiguity and
unpredictability of teaching activity and thought.

The relatively few beginning teacher
programs that come close to this conception seem
to have as an inherent property the
understanding that teachers need a repertorre of
behaviors, but that they also need a
decision-making structure that will help them
decide which behaviors to use with which
students in which circumstances. It 15 relatively
mindless to expect that teachers of learning
disabled cight-ycar-olds and teachers of
advanced placement eleventh grade English
literature should display the same teaching
behavior. Yet, this 15 exactly what some teacher
induction programs expect.  Although
considerably morc difficult to accomplish, it
seems mote important to work with teachers
toward the end of helping them to be thoughtful
and perceptive decision makers, not automatons
The expert teacher 15 someone who makes the
right decisions (versus followmg directions) and
who canthink and talk coherently about lus or her
work (rather than parroting what somne other
person or agency expects of them).

A last distinction between the assessment
perspective and the teacher as expert perspective
is that the latter considers teaching as more than

meeting  with students.  Although the
teacher-student iteraction 1s at the heart of the
educational enterprise, expert teachers think
about and do a good deal more than just that
mteraction.  Expert teachers engage in careful
planning before meeting students, reflect
critically upon the nature and effects of their
work, participate in schoolwide and system level
detiberations, engage one another in participatory
problem identification and solution testing,
develop and follow through on their own
professional growth plans, read and in other ways
do their own brand of homework, meet with
parents and community members to strengthen
the ¢ducational opportunities provided in
classrooms, and 50 on. Assessment systems tend
to give very short shnft to these non-cassroom
activities and events, ignoring purposcfully or
because of convenience the additive power they
bring to the occastons when teachers and students
work together.

What “Research Says” About Minimum
Competency Teacher Induction Programs

In a multi-method, multi-site study of one
new teacher program with a very well-defined
assessment orientation, a number of findings are
mstructiy e when thinking about formulating new
or adapting existing beginning teacher programs.
Among these findings are the following.

As might be expected, the observation
checklist process did result in the new teachers’
focusing on the desired behaviors. As 1s true for
other teacher-directed programs, whether
assessment-driven or more open-ende.’, the
teachers in question could and did learn how to
display the “correct” behavior when observed.
Further, m that the program was based upon
teacher effectiveness rescarch findings, the new
teachers and the more experienced teachers and
admunistrators who worked with them learned
modestly about the research base, its primary
conclusions, and the relationships between the
desired teaching behavior and student eognutive
gams. Given the relative paucity of such
understanuing in the teacher population
generally, this was a very salutary outcome.

What was somewhat troubling about this
understanding of the research base was the
hinuted understanding that the new teachers and
their more experienced counterparts had about
the narrow defimtion of effectiveness included in
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the rescarch (ie., the scores on a standardized
achievement test) and the inherent Irmitations of
correlational research (1 e., there is no guaranteed
direct cause-effect relationship). The participant-
in the program seldom questioned the research
base, and demonstrated a sort of blind faith in the
phrase “research says.” Even more troubling to
my colleagues and me was that policy officials
exhibited the same hmited views.

Alrecady mentioned briefly was that the
research findings selected to guide practice were
applied almost universally to teaching situations
without reference to the circumstances where the
research was conducted.  For example, some of
the research was conducted in urban, low
socioeconomic level, fourth and fifth grade
classrooms where mathematics was being taught
The relationships that were discovered by
researchers in these settings were apphed
across-the-board to all new teachers in the state m
question. Teachers of junior high school physical
education, for example, were expected to
demonstrate for certification purposes the
behaviors that the original rescarch had shown to
have a relationship to elementary school
mathematics  Even more dramatically  the
teaching behaviors were even expected to be
demonstrated by school counselors new to then
work  Admittedly, some of the so-called generic
teaching behaviors may have some imherent place
in all or almost all teaching situations, but it 15
wrong to assume that all do or that those that are
putin non-match situations should be legitimated
by the phrase, “research says ”

A major finding of the research into the
implementation of an assessment-oriented
teacher induction program was that new teachers
began totalk of their work in almost paraprofessional
w One manifestation of this was the “if that's
w hat they expect, I'll show that T can do it”
syndrome. Many of the teachers in our sample
talked with us about how they could not see the
fit of what was expected by the program and what
they behieved was necessary in their classrooms
but, like true low level burcaucrats, they agreed to
follow the system and accommodate ts
expectations. A mwore serious mstance of this
paraprofessional orientation was the growth of
the new teachers” talk about teaching as
something that could be casily learned, readily
observed, and cfficiently remediated. Over the
course of the year of data collection, new teachers

spoke increasingiy often about teaching as
“something clse that someone else expects me to
do.” And the “something else” rarely included
wmstances of what could be termed mtellectual
activity.

In terms of whether or not the teacher induction
program actually accomphshed its purpose, 1.,
sorting out of the certification pooi teachers who
did not meet state expectations, a curious
phenomenon was observed in the cases of several
teachers. In ecach case, the teachers were deemed
initially as unsatisfactory by their school
colleagues and, I can add, by the research staff
studying the program. As the year went forward,
the view of the teachers by their colleagues became
more favorable while the detailed observation notes
of the rescarch team suggested hittle change in the
positive direction, What accompanied the more
approving perceptions of the school practitioners
was the overt talk about how good "we all are”
and how helpful “we have been” with the new
teacher. There seemed to be a takeover of the new
teacher asa colleague, with all nghts and privileges
thereto, and a dirnmnished understanding of how
weak shie or he was. The school ethos as an
evpression of collegiality and group success won
out over more objective evidence of mdividual
teacher weakness.

A techiical problem, difticult to overcome, in
the assessment-driven program was the unrehable
observation data collected by persons assigned to
work with the new teachers. Despite a carefully
designed and well conceptualized preparation
program, the experienced educators charged with
collecting teaching data in the classrooms of new
teachers simply did not learn how to do the job
with any degree of accuracy or efficiency
Naturally, this was not always the case, but it 1s
the research team’s estimate that at least half of
the data were not to be counted on. Some of this
may have been due to the differential eftort by
observers put mto learning the job, part may have
been because some observers did not attend all
traring sesstons, part may have been related to
the observation mstrument itself. Whatever the
reason, the dependence upon often unrehable
evidence ot teacher behavior s a serous obstacle
to taking the new teacher programs seriously

A major conceptual difficulty encountered m
the program my colleagues and Estudied was that
the new teachers” concerns, 1if not already part of
the assessment system, were simply not dealt
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with. The teams iesponsibie for colledding,
analyzing, and acting upon teacher observation
data were influenced so directly by the content of
the assessment instrumentation that they tended
to be unresponsive to what the new teachers
themselves believed were ther problem areas.
Frequently, new teachers would report to the
1esearch team that they were seriously worried
about xor yor z,but their colleagues assigned to
help them saw those phenomena as being outside
their purview because they were not part of the
assessment system. This himits sharply the
conception of teaching that new teachers are
developing and suggests a diminishment of
professional collegiality to the level of technical
assistance.

Concerns of New Teachers

It 1s interesting to put side by side the
dimensions of some of the more popular state
level new teacher assessment topics of
impoitance with what new teachers tell us about
their concerns. It is net possible to do that in this
paper but it is important to pomnt out that the
differences between the two lists, items on an
assessment instrument and « catalogue of
expressions of concern by new teachers, iltustrate
ciearly that the new teachers see teaching as
extraordinarily complicated and entangled
whereas the assessment sched ules see teaching as
a set of discrete, often simple, behavioral acts.
The difference is illustrated, for example, by an
assessment schedule item, “states objective of
lesson,” and a persistent new teacher dilemma of
“translating curriculum content into classroom
activities ” Consider also the distinctions between
“posts rules and procedures” on an assessment
observation instrument and “seemg that my
short-term planning fits into long-range plans ” If
we do not learn how to better deal with the
complexities of teaching m our work with new
teachers, we must suffer the consequences of
reducing teaching to sets of simple independent
cvents

In the study noted above, there was some
agreement among new teachers abuout thewr most
pressing problems as they began full-time
teaching. A partial hst will illusirate that the
beginning teachers have a good understanding of
some of the persistent dilemmas of teaching.
Their questions include the following,

+ Howdo I mtegrate a variety of cur-
riculum topics mto meanmgful relation-
ships with one another?

+  Whats the relationship of the cur-
riculum to the testing program for stu-
dents?

+ How do I use multiple texts for the same
subject when my students are so dif-
terent from one another?

* How can I have a personal life when
teaching takes up so much time?

»  What s the best way to learn how to
treat all students fairly, even when |
know I simply don’t like some of them?

+ How do I get the school year started?
How do I end the year?

+  What will be helpful as I work with stu-
dents whuse cultures and languages are
so difterent from my own’

o With 25 students 11: my class, how dol
make sure that all of them are learming
what I'm trying to teach?

+ How do other teachers in my school
teach? What do they do that 1s success-
ful? How can I learn from them?

+ Howam I supposed to behave with the
principal? With other teachers? With
parents?

These questions do not lend themselves to
simple answers - Infact, answermg questions hke
these takes vears of thoughtful work, alone and
with other professionals  They reflect the
unalterable fact that teacling is the management
of anuncertain, though purposetul, environment
And programs for new teachers that do not
acknowledge serously this uncertamnty are
destined to fall back on simple solutions  In the
end, with certain dramatic examples of obvious
new teacher faiture, 1t is unlikely that categorical
checklists, casily observable behavioral indicators
of teaching, and prescriptions for practice will
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either sort out teachers who should not be leaders
m our children’s classrooms or rase the sights of
new teachers from nunimum competenee toward
a vision of excellence

Features of Effective Teacher Induction
Programs: A Research-based Proposal

A series of three large-scale studies of teacher
education, one of them the induction study
discussed earlier, sugpest features of an effective
program for new teachers. The three studies,
when the data and findings were re-analysed,
demonstrated that certamn program dimensions
appeared agam and agamn in successful efforts to
work with both prospective and practicing
teachers. Although none of the features is
particularly dramatic or striking on its own, what
the re-analysis showed was that effective teacher
education, including that wlich occurs in the first
years of teaching, was characterized by all of the
features being present in interaction.  In other
words, althongh it might be desirable to have one
or two or several of the features in any program,
the program’s success will rest, in the end, upon
the presence of ali of theai. T propose that efforts
to work with new teachers be examined from this
perspective, the presence of all of the features, and
should any be absent, sertous redesign take place.
The features are described briefly here.

1. The program is context sensitive. This
means that the program takes mto consideration
where the teaching is to take place, who the
students are, what the curriculum s, what the
social environment is like, and so on. Clearly, a
standardized expectation for teaching that does
not account for context differences is likely to be
based on such a least common denominator
conception as to be relatively meamingless. The
context sensitivity issue 1s especially important
during present times when the nature and
character of our schools, particularly in terms of
students, are changing so rapidly

2. The program s knowledge-based - Although
it scems that any teacher education program
should have some basis in knowledge, the
opposite often seems to be true. In the cases of
so-called inservice programs for practicing
teachers, it is frequently very difficult, even for the
most experienced observer, to discern what
knowledge was used in planning or 15 being used

i exccuting the program. And, by knowledge, 1
do not mean only research-derived mformation,
although that category would suit well some
mtentions. 1 also mean knowledge as descnoed
carlier, knowledge from craft, values and beliefs,
theory, and propositions about practice. In the
case of the beginning teacher programs described
above, there clearly was a knowledge source,
research findings, but there was not context
sensitivity, anexample of the need for the features
presented here to be in interaction.

3. The program 1 purposeful and articulated.
Education programs are, or should be, rooted in
some sense of purpose. There should be a clear
answer to the questions, “Why are we doing
this?” and “What do we expect to happen after we
do this?” Unfortunately, it is not uncommon for
begimning teacher programs to either have no
well-articulated purposes or for the purposes to
be so vague or ambiguous that they provide little
guidance to participants. I persons engaged n
new teacher programs have little sense of why
they are in them beyond some gate-keeping
function such as “weeding out unfit teachers,” it
is unlikely that the programs wiil have any
large-scale effects.  This is especially true, for
mnstance, if the programs are meant to mfluence
numbers of participants in the same ways.
Without weli-designed and pubhic purposes, it is
likely that the program outcomes will depend
more upon the interpretation of the mdividual
participants than upon the intentions of the
pohicymakers.

4. The program is ongomg. Too often,
educational activity, whether in elementary and
secondary schools or i programs for practicing
educational professionals, 1s best characterized as
a set of 1solated events. Typical examples can be
found m staff dev elopment programs that feature
a seminar on cursive writing here, a colloquium
on parent involvement in schools there, and a
brief exposure to the latest educational fad
somewhere else.  For programs for beginning
teachers to succeed, the evidence suggests that the
clements of the program must be extended over
time and linked together by some common
strand« of understanding and activity. 1If the
itention is to raise new teachers” levels of
sensitivity and practice related to expectations for
student behavior, it would be wise to hink together
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avariety of ways of approaching the problemand
stretching those links over a year or two, always
reminding the participants that what happened
before is related to today, and today is related to
what happens during the coming months and
years. (This, by the way, also has a strong research
base in terms of working with students in
elementary and secondary schools.)

5. The program is develupmental. In this
instance, developmental can be understood from
two perspectives. On one hand, it means that
there are expectations for cumulative
accomplishment over time, using the ongoing
nature of the program to build ever stronger
understandings and skills in a sort of building
block way. On the other, it means that the
program accounts for the developmental
differences among participants  Beginning
teachers, after all, are not the same as mid-career
teachers or veterans. If the developmental feature
1s taken into account, then, progranmis for new
teachers would have some expectation for
cumulative change over time and take into
consideration the knowledge we have about the

needs, ambitions, expectations, frustiations,

dilemmas, and possibilities of being a new
teacher.

6. The program focusses on problem solvmg.
Problem solving is very different from accepting
and using someone else’s solution because that
solution has been mandated or expected.
Problem solving is serious cognitive activity that
takes into account sharp understanding of the
dilemma under study, the variables that
contribute to it, the variety of sources of those
variables, the potential that one or more possible
solutions might have, and so on. We
underestimate the attractiveness of problem
solving as a way to go about thinking about
teaching. Experience has shown that teachers,
like other adults, want and expect to be treated as
thinking people.

And thinking people ask hard questions,
formulate reasonable options for activity, and
exanune carefully the sources of therr frustrations.
Thinking people are seldom attracted to the quick
{ix, the pat answer, or the preseniption for
behavior.

7. The programis reflective. New teachers are
so caught up in the “dailiness” of therr work that
they come to believe that they don’t have the time
or life space to reflect upon therr work and the
consequences of their activity. New teacher
programs can be desighed so that this retlection
becomes a norm, an expectation for practice.
Rather than persisting in somehow ensuring that
new teachers do what others have said they
should do, it appears more powerful to allot a
significant portion of time in beginning teacher
programs for teachers to think out loud together,
to identify what they believe are serious questions
that need answers, and to consider their own
teaching in light of these questions. How does a
new teacher come to invent something that shie or
he didn’t know before? The usual answer 1s that
the teacher has given considered and systematic
thought to what is needed in his or her teacluing
that 1sn’t there. It’s the filling of a void, the
“having of a wonderful idea.” If we do not
promote the value of reflection in our work with
beginning teachers, it 15 not hikely that large
numbers of them will move very far beyond
teaching by the numbers.

As I noted before, these features are not exotic
or dramatic. They are mtuitively appealing,
especially to those of us who have enjoyed the act
of teaching and have found intrinsic rewards in
being teachers. It is the combmation of the
features acting upon one another in beginning
teacher programs that 15 umque and it s this
combination that 15 an apparent predictor of
success in new teacher programs.
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I want to share some thoughts with you
tonight about my concerns and worries.
Generally, when 1 fimish talking about them,
somebody comes over and says something like,
“Gee, that was negative. If I were really down, I
could retire.” But I don’t feel that way Even
though I talk about many probiems, I'm not
trying to suggest that they can’t be overcome,
although I think it will be very tough, very
difficult to overcome them

I want to start wherc Lalwaysstart Forgive me
if you've been through tlus once or twice before,
but I think most of us in public education in
America ignore most of what's happening We do
it because there 1s always a dual rolc tor teachers,
principals, superintendents. and other education
professionals. It's the same dual role 1 face as a
union leader As a umion leader, you have to go out
thereand tell the whole world and vour own troops
how lousy things are and how much more they
need in order to make things better That's one of
the main functions of the union leader. Another
main function is that one day, after you haven't
gotten that much—just something—you have to
tum around and say, “This does it Buy it Accept
it.”

If you think of that role of a union leader as
nrst painting a picture about how horrible things
are and then trymg to convince the troops to
settle—we're all in that busmess. We're all in the
business ot gomg to the legislature and saying
how terrible things are and how much we need
and then going out to the public and saying how
great public education is

Everybody atevery level s in that situation ot
saymg opposite things almost at the same time.
So, please forgive meif I dwell on certain negative
parts of thus issue right now. 1'm really with you
and all the other people i education who have to

balance these two things: trying to do better and
therefore dwelling on the negatives, while also
trying to mamntain support and prevent people
from abandoning us. We're out there selling. I'm
with you and all the others who are not here
tonight who do this kind of juggling

I want to start by saying what more and more
people are saying. If you read the National
Assessment of Educational Progress (NAEP) and a
lot of other reports, thev indicate that our schools
do a farrly decent job with about the top 20 percent
of the students. They do not reach 80 or 85 percent
of them. There was no golden age in the past where
we reached 90 percent of them. In 194, about 20
percent of the kids graduated high school and 8U
percent dropped out. Nineteen fitty-three was the
first year m wlhich the majority of kids graduated
from high school. The fact 1s that kids are now
staying m school longer—they are learning more
So it is not that we were once m some golden age
and have fallen from 1t 1t's just that once our
society didn’t expect or need that much  There
were no headlines in 1940 saying the dropout rate
15 huge because the 20 percent who graduated were
the largest percentage of kids who had ever
graduated from high school many one vear in the
country. If there had been an article, people would
have been very proud about it

So 1tis not a question of comparing now with
then. It 1s not a question of blaming  The fact 15
that neither the United States nor LFrance nor
Lngland nor Germany nor any modern industrial
country—and Japan is an exception i some
respects, but not in others—has schools that reach
the overwhelming majority of students

Who Is At Risk?

Ihave a little bit of a bone to pick with the
whole question of at-tisk students. The phrase
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“at-nsk” implies to the general public that we're
domng very well for practically all of our students,
but there are some kids who are at riskand they're
mostly black and Hispanic and poor whites It
suggests that only a small number of kids are at
risk and that it 1s only because of their
disadvantaged background.

Itis true thatin a very real sense there are kids
who are at very special risk. Read William Julus
Wilson’s book, The Truly Disadvantaged, about
how most kids move up, get jobs, and get going
because some neighbor or an uncle, friend, or
somebody motivates and helps them.
Opportunity is not all due to getting good school
marks or graduating from school. If you drop out
of school 1n a working-class area where
everybody or almost everybody is working,
somebody there is going to say, “Hey, there’sa job
in this place. Why don’t you go and apply. You'll
start low, but you'll move up.” We all hear stories
about that. But if you're living in an area hke our
big cities where nobody around you is working
and nobody is making money, or everybody is
into crime, drugs, or prostitution, there is nobody
to say to you, “Hey, there’s something decent I can
connect you to.” There are no connections. These
are kids who are really at nisk.

But what 1 want to sav is that most of our
kids—middle-class kids—will get a joband 1nake
1t because they’ve got some connections. They're
going to learn and they’re going to make 1t
through a form of apprenticeships. They’re going
to make 1t through connections. And when they
get a job, they’re going to turn to the person next
to them and ask: “"How do you do this?” And
someone will tell them. They’ll end up making it,
that’s how most people make 1t. Most people do
not come in with their degrees and sit down and
apply the formal knowledge that they acquired.

We’'re all laughing because we know
something about school knowledge, right” We
know that it has very little to do with the outside
world  We ought to think about that, whether 1t
needs to be that way and whether it’s good But,
that is the way.

Let me start with some very disturbing NAEP
results. 1f you've got some new dat« that ought to
make me feel more optinustic about this, please
give it to me—I need the shot. But, the NAEP
news is disturbing  One of the parts of the NAEP
for 17-year-olds 1s to write a letter to a
supermarket manager down the block. There are

20 other people applymg for one opening; you're
supposed to convince him that you should have
the job. Spelling doesn’t count, grammar doesn't
count, as long as he can read the letter. The kid is
supposed to give one or two reasons. For
instance, “I used to work at my father’s
laundromat, so I know how important it is to get
to work on time because you're counting on me.
And, | know it’s important not to make mistakes
in giving change. I'm very careful about that and
I do agood job.” Things like that.

The percentage of graduates who can write a
letter with grammatical and spelling errors, but
with one or two reasons, is 20 percent. Twelve
percent of the graduates can arrange six very
common fractions like one-half, two-thirds, and
three-fifths from smallest to largest. Now, the
dropouts have dropped. These are the successful
kids being addressed.

There’s also a question involving a railroad
schedule or bus timetable. You have to figure out
what bus or train to catch if you want to get to a
certain place on a certain day at a certain time. It's
not really about whether you can read a timetable,
but whether you can open up a world almanac
and understand some numbers and charts Can
you understand graphs in Newsweek or Time
magazine? Can you read a spread sheet? Can
you take a combination of numbers and words
and figure something out? The percentage of
graduating seniors who were able to do that 15 4.9
percent. If you take all blacks and Hispanics out
of this sample, it's 5.9 percent for whites. Go
though the NAEP materials for 17-year-olds.
They are very interesting.  They are very
devastating.

So what does this mean? One theory 1s that
God only made 4.9 percent of us smart enough to
read a bus schedule. I don’t buy that [ think 1t
means that we have continued to maintamn a
traditional way of schooling that has been handed
down to us for 100 or 200 years, and that it does
not work for the majority of students. We have
not engaged in a rethinking process m education
in the same' way that American busmesses are
compelled to rethink things because they are facing
tough competition Ina sense, we are also facing
new competition.

It didn’t make any difference how well our
schools did in 1950. There were the auto plants,
the steel mulls, and the mines.  Any kid who
dropped out could walk across the street and get
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a better-paying job than a teacher. But that 1s not
true any more. S0, we now have to rethink things
Take another analogy: the cars American
manufacturers are producing now are no worse
than those they turned out in the 1950s. They're
in fact better. It's just that the Japanese have put
out cars that are even better than anything we're
putting out. It's not that we're worse than we
used to be. We're better than we were, but we're
not better than something else which didn’t exist
before.

The same 1s true with education It’s not that
we're worse than before, we're just not up to what
the needs and challenges are today. There was no
need to rethink things before. It didn’t make
much difference if only 20 or 30 or 40 percent
graduated or knew something. Today it does
mean something, and it makes a difference.

I want to share with you a story I read the
other day in the Wall Street Journal dealing with
Poland and its economy. [ was in Poland. 1|
marched in the first illegal demonstration three
weeks ago. I had nothing to do with these strikes
I went there to hold hands with them and to
express our support for them. When I came back
I read a piece which was both humorous and
extremely sac. I felt when I read it thatlcould say
the same thing about school reform in the United
States. The writer was a Polish economist who
said that Poland was in a terrible state
economically and has become a Third World
country. He said that there were two basic ways
of improving the Polish economy. There is a
natural way and there is a miraculous way. The
natural way, said this economist, is for a host of
angels to descend and lift Poland into prosperity.
The miraculous way would be for the Poles to do
it themselves. Now [ suggest to you that may be
true of school reform.

As I see it, there are two aspects to school
restructuring. The first is the obligation of any
people who are involved in any endeavor that
imvolves other people and is really the first
hallmark of any profession. That hallmark 1s not
an obligation to be successful or to win because
you cannot guarantee in a complicated field that
you're going to be able to succeed. The first
hallmark of any complex occupation is not to hurt
anyone—rot to do any damage. But we do
damage.

The Learning Process

Ijust pulled something out of a book that was
published in 1980. It's a handbook on a
systematic approach to designing and conducting
educational programs for aduits. There is an
article within the book with a chart, “Hierarchy of
Retention.” It says if you take a bunch of aduits
and use the following methods, you get the
following results in terms of whether the people
who go through them remember what it is that
they're supposed to remember as a result of the
educational process.

The first category is reading—reading articles
and books. Ten percent of the people are able to
retain what they are supposed to have gotten
from reading an article or book. Next is
hearing—listening to a lecture. Twenty percent of
the people retain what they hear inalecture. Next
is seeing—watching pictures. Thirty percent of
the people are able t retain what was presented
by the pictures. The next is hearing and seeing at
the same time—a movie, an exhibit, or
demonstration.  Fifty percent are able to
remember what they saw 1n a movie or
demonst-ation or exhibit

Next 1s saying or writing—writing an essay or
being ina group discussion where you constantly
have to listen, give and take, and be alive all the
time because it’'s going to go back and forth.
There is 70 percent retention as a result of that
process. Finally, domg—either a simulated
exercise, role playing, or actually doing
something or on-the-job training: 90 percent
retention.

But, what do we do in schools? The first two
methods. reading and hearing, with the least
successful results, 10 and 20 percent retention. We
do very little of the others. Is this a mystery? Was
anybody surprised by this list? Does it conform
to the way that you and I remember school and
how these methods become part of us? Sure it
does. There was nothing surprising there at all.

We say that everybody learns at his or her
own rate. We all do. But, how are schools
organized? Well, we all learn at our own rates,
but you had better learn at the same rate that the
teacher is speaking because she doesn’t have a
chance to talk to you all individually. That’s the
way school is organized. Does it have to be? We
know that one-third of the kids are going to be
bored because they know the material. One-third
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of them are not going to understand what we're
saying. Is there a different way of doing things?

i.2arning from Management

I’'ve been reading a lot of books on
management. Every one of them will have a
chapter on how you should never humiliate or
insult your employees. Because if you do, you
turn them off and they’ll hate you and instead of
working for you, they’ll try to sabotage your
operation. What do we do in school when we call
on kids to answer questions? Not the kid who
knows all the answers—he loves it. What about
the 25 percent of the kids or 10 or 15 percent who
are sitting there engaged in an unconstitutional
act? They’re praying that we'll not call on them.
And when we do call on them, they never have
the answers right.

What happens when you call on a kid in the
morning and ask him something he doesn’t
know? And it happens again in the afternoon,
and tomorrow afternoon? And every time we call
on him and he doesn’t know, what are we doing?
We're humiliating that kid ir: front of all his peers.
What does humiliation do to people? If you think
humiliation is a good way to get people to learn
something, 1 suggest that you think about why
people don’t want to take driving lessons from
their husbands or wives. It's not that their
husbands or wives are worse teachers than the
ones in driving school; it’s just that most people
don’t like to see people who know about them
watching them as they make mistakes. We're ali
like that. When we get involved in situations
where others who are close to us see us doing
those things, we eventually say, “I’'m not playing
this game. Don’t evaluate me on that; I'm not
interested.” And that's what kids do. We all
know kids in the thirc or fourth grades who really
dropped out in their own heads before they
dropped out of school.

I'became very interested some months ago in
a book written by a British management expert
named Charles Handy. He’s done a few chapters
in each book on schools. He did this very
interesting little piece in which hesaid that school
work is most like office work. Hessaid if you were
to think of all the things in the outside world, like
being in an auto plant, a steel plant, the coal
mines, being on a ship—of all the things you can
think of, being in school is most like office work.
You read reports, you listen to people, you create

reports, you're meving paper, you're using words
and numbers—something like that.

Then he asked the question, suppose you
were running an office—either an msurance office
or bank or newspaper or state education
department even—and suppose you hired people
and you said, “Jack, here’s your desk  Sit down
over here. There’s your supervisor who will tell
you what to do. There are thirty other people
sitting at desks who are doing the same work, but
[ con’t want you to talk to them. And, after 45
minutes a bell is going to ring and we want you to
move to the third floor, to a different office where
you will have a different supervisor and be given
different work to do and you'll have thirty other
peoplesitting there, and we don’t want you to talk
to them cither. And, that will happen every 45
minutes. You will move and will have to relate to
a different boss and a different kind of work.”
Well, if you organized your department of
education that way, you’d be out of a job m a
couple of minutes.

It's very difficult to get adjusted to one
supervisor, let alone one every 45 minutes. Even
with one supervisor, we have unions. Each
supervisor has a different style, a different set of
expectations. The way most people get to learn
their jobs is to turn to the people next to them and
say, “Hey, how do you do this?” But you're not
letting them talk to the people next to them.
Handy says this is a crazy way to run any
mstitution, including a school, because you're
confusing students.

Now, the student is a worker. It’s the student
who is educating himself or herself. If education
could be poured into the kids from the outside, all
the kids I've ever taught would have learned
everything 1 tried to teach them, because I was
giving them all the same thing. The fact is that all
education is self education. Therefore, the job of
the teacher is not just to pour something in—it’s
like being a manager in a factory or some
white-collar business, or like being the head of the
department of education where you're trying to
figure out how to get all the people working there
on board and working together toward the
objectives which y ou've all agreed to. That’s not
an easy thing to do.

This system of moving kids every 45 minutes
would work very well if these kids were
automobiles on an assembly line. If the teachers
were putting a different part on each 45 minutes,
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that would make sense. That's exactly why the
modei is like thai—because we view the kids as
being inanimate.

Let’s engage in the same kind of thinking that
the auto workers and General Motors are engaged
in trying to build the Saturn—a car to compete
with Japanese cars. Let us for a moment make
believe. Thatis, face the reality that the American
public will not forever be patient with us. They
may be patient if we're trying to do new things
and don’t make it. They will not be patient with
us if we keep doing something that doesn’t work.
We can face the American public and say, “You
people are parents and you know how hard it is
to deal with your kids. We're dealing with the
same kids. We're trying to do different things,
and we’ll be honest when something doesn’t
work and will say so and that we’re not going to
try it again, but we are engaged in an honest
search.” The American people will accept that.
They will not accept “everything is fine and we're
doing the best we can” while everything stays the
same as it was 50 and 100 years ago. That’s where
'm coming from. Not that we have answers, but
that the American people will not tolerate our
continuing to sell them something that doesn’t
work. They will tolerate a search and an honest
stance that we don’t have all the answers.

What are some of the things that ought to be
looked at? I want to share a few things with you
before closing. First is an experience I had some
months ago. I saw a school which has been in
operation for 17 years. They have a structure n
which people think about what happens to kids.
I'am not here to say that this is what every school
in America (or even half or one-third of them)
ought to be like. I'm saying that here is a school
that 1s substantially different from 99.9 percent of
the schools in the United States, has done a terrific
job, and gotten very different results. Thereforc
we should think about it.

A West German Example

This is a school in Cologne, West Germany
It’s unlike most German schools. In the fourth
grade in Germany you take an examination. If
you're great youre told you're smart and you're
going to the university. 1f you don’t pass, you'rc
told that you didn’t make the gymnasium, but
you're on the next track and you're going to the
realschule  After the realschule you will attend a
technical institute and you will get a job. If you're

the lowest on the exam, you're told you will go to
the imuptschule and you'll get a kind ot
cooperative education program and you will be in
the lowest status.

There are a number of schools n Germany
that have tried to do something different. The one
I saw tries and does do something different. It's
comprehensive, which means it doesn’t track the
student this way. The students are kids from the
lower two tracks who have been told that they
didn’t do well on the fourth-grade exam. They
are told that this failure determines the rest of
their lives, and that they are too dumb to go to
college.

Here’s another major way this school is
different from others. First, suppose [ am a new
teacher arriving in September. Iam not told, go to
Room 305, yourclassis there. I'mtold thekidsare
going to come in three days. Here are six other
teachers who are your teammates. You sit down
with those teachers. Here are the 120 or 130 kids
you'te going to have. It 1s your job, after looking
at their records and thinking about them, to
decide on how to divide them into classes. Notice
it’s the actual teachers who are going to teach
them who will sit down and think about how to
divide the kids. Not a computer, not an
administrator, not a committee of teachers from
the previous year—it’s the teachers who are gomng
to teach them who make that decision. That's
empowerment—not taking some abstract power
away from some school board. The power to
make decisions about what will affect your job
and your teaching—that 1s the empowerment.

Second, I am asked how will I work my time
schedule during the day. There are no bells in this
school. If you don’t want to move the kids
around every 45 minutes, you can have them a
whole morning for German, a whole afternoon
for mathematics, and then the next morning for
science. If you think that's too much time, you
can shorten the time, you can lengthen it, based
on how bored the kids are or how interested,
whether they are slower in one subject and faster
m another. The school is not going to dictate this.
Not you as an individual, but your team of
teachers can sit down and say that our kids are
behind 1n a subject and we need to lengthen the
time.

So, the allocation of students, the allocation of
time, and now, which teachers are responsible for
each subject—that’s your decision too. In other
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words, all the important decisions are made by
that team.

The second thing they’re told is that they’re
never going to get a substitute teacher to come in,
so they must organize thenseives so that if
anyone is absent, it’s not a crisis. The reason for
this is that the kids don’t know the substitute and
the substitute doesn’t know the kids. So the kids
are taught bad lessons when a substitute comes
in. They are taught that they can run rings around
an adult. They’re taught that they can throw
things and curse. They can do all sorts of
destructive things. The school has already taken
all of the money that would be used for substitute
teachers and given you an extra teacher for your
team. Now you organize yourselves in such a
way that no matter who's absent, no outsiders
need to come in because they’re not going to do
you any good.

The third thing you're told is that these kids
are entering the fifth grade and will be graduating
at age 19. Your team is going to be with the same
kid from fifth grade through age 19. You're not
going to be able to say that you got these kids
from a lousy teacher who ruined them, and you're
not going tobe able to say that you can’t wait until
June to get rid of them and pass them on to
somebody else. They are yours for half of your
professional life. And when you look at yourself
in the mirror, you will know that you're the
person responsible for them. Anything you goof
up early on you know you’re going to have to hive
with, so you’d better ungoof it quickly.

As a secondary school teacher in America
with five classes a day, you don’t learn the names
of your kids until almost Thanksgiving. Then
you start packing up three weeks before the
school year ends, after exams, because the
records, the books have to be collected. But in
Holweide, these are the same kids you're going to
have next year and the year after that. You don't
have to learn any new names or do any packing
up. You'll actually gain about seven wecks of
instructional time every year without adding a
single day to the time of teachers or kids m the
school.

The next thing that happens is that there is
almost no lecturing in the classrooms. The kids sit
at tables of five and the whole idea is to get kids
to learn with their friends. No one is asked
questions and humiliated. Like a ball team, they
all help eachother. If one is weaker than the other,

the stronger helps the weaker. 1tis not all factual
knowledge to be spewed back on examimations.
It is much broader.

To use an example from Ted Sizer, the first
thing that each table gets is a creative challenge.
For example, here is a map. See? Here's Cologne.
When it's nine o’clock here, what time 1s it n
London, and New York, and Chicago. Now, you
all understand that—you can see the clocks on
this map. Now, I want you to think about what |
ask you (and I don’t want you to look it up in a
book). 1 want you to think about it and for each
table to come up with an idea. Were there time
zones when Jesus lived? When George
Washington lived? When Abraham Lincoln
lived? When do you think time zones came into
effect and why weren’t they in effect before that?
And who wanted them? And who might have
been against them at the time? And what would
happen tomorrow if we didn’t have 24 different
time zones, but 12? And what would happen if
we had two and what would happen if we
abolished them tomorrow? Who would be for 1t
and who would be against it? Don’t look it up in
a book. We're not interested in what actually
happened. We want you to come up with some
ideas, some hypotheses, some theories. In other
words, it’s not just facts and memorization. It's
creativity and speculation. it's the kind of thing
that stimulates a good chief executive officer in a
business to think of a new product or a market or
the effects on different groups. This 1s a broader
notion of intelligence than what we cater toin our
public schools.

You might think these are all blonde German
children who salute the teachers when they walk
in. A lot of these kids are Moroccans and Turks
and Greeks and Portuguese. There are lots of
poorer Germans in the school. This is an urban
school. Youw'd recognize it to be one of your
tougher schools  This school produces the same
percentage of kids who pass the arbeitir—the
examination to the universities—as the select
schools do. Itis aschool of choice. No teacher has
to work there and no parent has to send a kid
there. But they’re all hned up to come in because
it's ternific.

Now, is this the only model? 1tis not. Butit's
a way of thinking about how vou can make a few
httle changes in 2 place and get big effects. Do you
have to keep all the kads together from fifth grade
to age 197 No, you might have three-year blocks.
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Do you sacrifice something? s there some

teacher who might say, “Fm really not good at
teaching math from the fifth grade all the way to
the age 19?7 Sure. Are there trade-offs? There
certainly are.

But the whole pomt is, 5ot that this is what
ought to happen but that this is something to
think about. We should try to think about what
kids need, what turns them off, and what turns
themon. Can you use kids to help cach other? 1s
there a way of not embarrassing them? s there a
way of stimulating thinking and creativity rather
than just memory? Is there a way to get teachers
to accept responsibility?

By the way, we talk about accountability for
teachers. We've got all sorts of things like merit
pay, mentors, and inspection processes. Can you
think of a better accountability process than for
me to know that 'm working with these other six
teachers from grade five to age 19?7 Guess what
Fm going to do it somebody’s not working?
Guess what the rest of us are going to do if
somebody on that team botches up something.?
Can you think of any principal or superintendent
who will do more than a bunch of people who
realize that they've got to live with each other for
a hell of a long time? 1f someone isn't working
then everybody else has to do the work? Or that
if someone does something rotten or destructive
that the others are going to have to hve with the
consequences? s powerful. 1t's something we
need to think about.

Strategies for Reform

Fwould like to conclude by talking about a
proposal I made a couple of weeks ago at the
National Press Club. [ recognize that it's very
difficult to bring about change. I know how
difficult that is. I say the same things in our
publications.

There have been waves of reform in this
country before and we still we have pretty much
the same schools. People are comfortable with
what they have, or at least they are afraid of the
unknown. Iam afraid that if we stick with what
we have we're going to be big losers, and there
will be a huge public reaction. "We gave you
money, we gave you attention, we gave you
reform and look what we got. When it was over
we got the same thing.” We can nide 1t out, bu
we're not going to be home free. We're gomng to
ride it out, and there will be a lot of resentment

and proposals for a lot of radical notsons that
move away from public education. That is what
I'm very worried about

I think it's almost impossible to turn a whole
school system around. The only wav most peopie
know how to do that1s to order a ot ot people to
do t/ings, and when you do that, they don’t hke
it and they organize. We can’t do 1t in our
organization. don’t think you can do 1t m your
statesan ¥ Idon’t think any supermtendent cando
it. Tdon’t even know if a principal cando it ma
school. It's unusual to be able to bring that sort of
change about.

But suppose we were to try teams of six or ten
or twelve or fifteen teachers in one schoot and two
schools and five schools, cte Suppose that we, as
educators and chicfs, sad, "Look, we're not
abandoning the system we have right now
because we don't really have a better one that we
know about. Therefore, we're not oing to say,
‘everybody abandon this for something else’
because we don’t know that something else we
try will be better.  However, we know what we
have now is not satisfactory  Everybody’s
somewhat unhappy with it. Therefore, we want
to grve an opportunity to people to try out new
things.  We want to set certain standards. We
want to say that there will be cooperative learning
in this system, recognition that people learn at
their own rate, and a whole bunch of things  We
would set certain standards, but we would allow
teams of teachers, with the agreement of their
principal, school boards, and local unions, to
essentially set up schools within schools.”

Notice that each of these grades in the
Cologne school 15 a school within a school. They
never really see anyone else. Those teachers stay
with those kids.  They do have a governance
structure. Each team has somebody on a faculty
senate and each team has somebody on a
curriculum committee.

Now, I've been around long enough to know
that even if you set up a school within a school,
the other people within 1t are gomng to resent it.
They re going to say, “lf you're setting up something
different, you must think we're domng something
wrong. This s anmmpheit criticism of what we're
domg.” Tdon’t know how to getaround that. But
I hope that you will think of ways to set up a
structure that will, on a voluntary basis, allow
parents, teachers, supervisors, and school sy stems to
do things ona smaller basts. What 1 hope is that,
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if something is going right within a school, you
could win over some other people within that
school. I know that f the school is down the road
it will never be won over. If somebody tells me
they've got a great school down the road, I'll say
their parents are different, their kids are different
their teacher is different, and it will never wo'

here. 1know that one. Tled it ‘(. many vears an.

our whole industry is based on it.

But if it’s right here in my school and you
have a representative group of teachers—you
can’t have all the best teachers in the school—and
a representative group of kids and it works, maybe
we can win people over. 1 don't know if that's a
be-all or end-all. I'm sure it isn’t. But I am
concerned that we bring about change 1 hope
that you will help this to happen and, more, that
you will come up with some other ideas as to how
to make some changes happen. We're not in a
period of time where we can afford to just do what
we've done before  The consequences will be
very different.

My final word is this: 1 believe that you can’t
bring change about unless people think the angel
of death is at the door. The auto industry didn’t
change until they were practically down and out.
And they may be out—that is, the changes they re
making may be too late. They're saying, “That's
the way we're built.  [t's unfortunate, but that's
the way we're built.” We all hang onto all sorts of
hopes that nothing bad will happen unless we're
almost dead. So, I want to try to convince you
that we're almost dead—as the parting pleasantry
of the evening.

Just look at England for a moment. England
is a very nice place and not a very radical society.
[ was over there a few years ago, and they’d been
through about five months of the national
firefighters” strike and nobody was concerned
about it. 1 asked, “Aren’t people dying every
day?” And they said, "Well, they die even when
the firefighters aren’t on strike.” It was that sort
of thing—very British. They were not about to
throw the firefighters” leaders in jul. They even
allowed them to lock up their equipment so that
no one could mess it up. So, the British are not
about to go for radical solutions.

However, in the last year, they did go for radical
solutions m education. If you haven’t read about
it, you should get into it very deeply because it's
an mdication that rather conservative societies
that have had institutions lasting for 100 or 200
years can make very radical moves when they get
to be unhappy.

Margaret Thatcher got an education reform
law through which said the following; if 20 percent
of the parents of children in any school sign a
petition that they are unhappy with the way the
sthool 1s bemg run, the Department of Education
and Science, which is their federal Department of
Education, conducts a secret ballot election by
sending ballots home to the parents to ask whether
or not they want that school removed from the
junisdiction of the loca! Board of Education. If a
majority ot those returning ballots vote that they
want the school removed, the whole public
school gets remoy ed from the jurisdiction of the
Board of Education, and the parents elect their
own Buoard of Education for that one school. The
public Board of Education has to send money to
this group—the same money they would have
spent if it were a public school. Those parents
have a right to hire and fire anybody they want to
run the school. But to make sure that those
parents run it properly, the national government
is now adopting a national curriculum-—what all
kids must learn—and a national examination
system so that cach year the parents can find out
whether the school is dong the job or not. Well,
that's their version of tax credits and vouchers It
can happen here.

I want to thank you for this opportunty. 1
know that you've been through a long day. Tam
very concerned with starting the process of
change and reform, and I hope you are. Itis very
difficult. We have to realize and respect that the
system that has remamed the same for 100 or 200
years has served the needs of a lot of people,
almost everybody in it. Yet we are the leaders,
and we have to figure out a way of bringing about
some productive change. | hope that together we
can do some of that m the next few years

ERIC io.

Aruitoxt provided by Eic:




ERIC

Aruitoxt provided by Eic:

Teaching and Professionalism: A Cautionary Perspective

Gary Sykes
Assistant Professor of Educational Administration
Michigan State University

Profossxonalism is an anmmating theme in
the current educational reform
movement, so some reflections on its history,
meaning, and consequences are in order. The
term “professional” has become an honorific in
our society today, covering a multitude of uses
(e.g., the oldest "profession” in the world; the
“professional” housecleaner, etc).! Implicit or
explicit in this term are comparisons to the elite
professions whose stature and status many other
lines of work covet and aspire to. As the reform
of teaching proceeds under this banner, it 1s worth

taking a look at some aspects of professionalism,

then appraising teaching in their light.

We enter an era when teaching renews its
efforts to professicnalize. “Renew” is the proper
term because in the post-War era, the dominant
trend was the turn to unionization as the collective
advancement strategy for teaching. This was,
arguably, a necessary and effective move by a
»» cak and often abused occupation, but unionism is
in a consolidation phase and appears to have run
its course in securing gains for teaching.

Salary increases attributable to bargaining
have leveled, teacher rights to due process have
been established, and teacher strikes today as
often provoke public disapproval as support.
Furthermore, the collective bargaining
framework for labor-management relations tends
to preclude innovation by either side, and to
support the status quo in the schools. Bargaining
strategies for the most part focus on preserving
what has been gained and on minimizing risk.
Leaders in both teacher organizations are just
beginning to explore new avenues for
advancement, and the rallying pomt 1s
professionalism.

Why this should be so 15 no mystery.

Professionalism weaves mto a strong braud of
udeology our polittical culture’s most potent values. The
scientific and technologieal base of professtonal praciice
provides ground for the mystery and efficacy of
expertise. Status and wealth accrue to professionals
yet the service ideal provides an altrastic motive for
thewr work.  Access to the professions 1s achieved
through a public cducational system, all may apply,
many may be chosen, merit and effort make the
difference. Professionals work in organizations and
solo practice, but enjoy consuderable autonomy.
Expertise is shared withi a communty, but practice
has a strong indiwidual component.  Indeed,
mdividualism s an enduring theme in American
culture. Self-relance, the Emersonan virtue, and its
cultivation in good judgment are hallmarks of
professional work.

That teachers and many other human service
workers seek the professional mantle is no surprise.
How irresistible 1s an occupation swathed in science,
altrsm, democracy, and mdrordualisin ihat pays well
to boot. So powerful is the lure of professionalism and
so limited the alternatives that occupations i pursit
of status, mcome, autonomy, gnd competence will
naturally seck to professionalize”

But to what ends and with what results?
There are two accounts that bracket the pronuses
and the dangers.

Professionalism as Progress

Professionalism represents an effort to
establish practice in the human services on a
sound footing, to capitalize on and incorporate
into practice a base of codified knowlcdge that
progressively improves the work of the
professional; and to represent in partnership with
the modern state a regulatory framework of
shared standards that protect public safety and
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welfare while advancing society’s collective
mterest in material and spiritual well-being.

As the market in a free enterprise system
came to organize the production and distribution
of goods, so the rise of professions came to
rationalize the production and distribution of
human services in a manner unparalteled in
human history. With the rise of science and
technology as the driving force in Western
civilization, “profession” came to be synonymous
with progress. Arguably, the near simultaneous
inventions of democracy and its keystone, a free,
public educational system; of capitalism and the
market as efficient organizer of the economy; and
of the professions with their appropriation of
central cultural values, constitute essential
elements in this grand, continu. g experiment the
world knows as—America.

Professionalism as Pursuit of Privilege

Such hyperbole rings grandly, but consider
the alternative account of the meaning of
professionalism. The political-cultural dynamic
known as professionalism was the successful
effort of certain interests to insinuate themselves
into the occupational and statusstructure in order
to secure comparative advantage in ihe struggle
for cultural valuables.® The clite occupations
constructed and pressed an ideology allowing
them to mask what was a blatantly racist, sexist,
classist, and nativist drive to cleanse their field of
“undesirables” in order to elevate status and
income. Behind the skillfully constructed myths
of altruism, public welfare, scientific efficacy, and
meritocratic access lies the seedy truth: a special
interest power grab unparalleled in audacity and
effectiveness. Professionalism has degraded
caring and compassion in human services, has
reinforced gross mequities, and has unnaturally
aggrandized a small minority of favored
individuals who so.ught above all to establish and
perpetuate a new basis for the social transmission
of privilege.

These portraits—caricatures, really—etch the
lines of analysis too dramatically, but various
kinds of historical evidence support cach
interpretation. Indeed, it would be surprising if
any important trend in worldly affairs did not
produce a mix of benefits and costs for the human
condition. Ore has only to contemplate the
atrocities perpetrated throughout history m the
name of noble ideals. We now seck to

professionalize teaching A closer look at this
matter may be instructive. Four topies take up the
analvsis:

+ The development of standards m the
professions,

+ The relation of quality to quantity m the
supply of professionals;

¢ The relation of excellence to equity in the
production of professionals and the dis-
tribution of services; and,

* The role of the professional school mn the
rise of professions,

A Cioser ook at Professionalism

Standards evolved slowly and unevenly
across the professions, with the rise of science and
of the modern university deeply influencing the
evoiution from apprentice arrangeme 1ts
modeled on the guild organization of crafts to
formal education within a professional school.
Reading the law was gradually replaced by
attendance at law school; working in an
apothecary’s shop replaced with degree
programs in pharmacy, attending a variety of
quack proprietary medical schools replaced with
university-based scientific training.

The rise of the university was critical, for
without it there was no alternative to
apprentice-based trammg.4 The university
professional school became the funnel through
which poured an cager new class of professionals
and, with the rise of graduate business schools in
the 1940s and 1950s, of managers.

The evolution proceeded in stages. First
came the effort to establish a model professional
school—Johns Hopkins in medicine and nuising;
Harvard m the law. Then came efforts to require
more years of schooling both for entry to the
professional school, and to the profession itself.
Finally came efforts to close down inferior schools
and so restrict the supply of professionals while
raising standards. Medicine served as both
prototype and exception.”  The phenomenal
success of the Flexner report (which speeded up
moves already underway by state hcensing
boards) became the envy of other professions.
Lawyers i particular attempted to emulate the
doctors, right down to their own Carnegie-funded
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Flexner-style inquiry, but it took them decades
longer to accompllsh what the doctors managed
in a single decade.®

What was the desired end state, the suiiinm
bonum of the movement? A four-part standard
most securely enshrined in medicine:

» Asctof pre-professional courses taken
within the undergraduate curriculum
together with a difficult entry exanmuna-
tion to medical school;

o Graduation from an accredited medical
school;

» Completion of a rigorous professional ex-
amination; and

» Completion of an accredited residency.

This became the most fully elaborated model
in all the professions, guaranteeing a very select

clientele for the profession. The academic rigor,

the years of schooling, the high costs and deferred
rewards, all contributed to elite selection.

Other professions aspired to such standards,
but none gained tlie necessary legitimacy. Other
ficlds involve a variety of departures from this
austere ideal. The law has never worked out
satisfe ~tory procedures for clinical training. Law
school students may clerk in courts or work mlaw
offices  during the summers, but no
profession-wide arrangements encourage this.
And in several states unaccredited law schools
continue to exist.

Vestiges of the old apprentice model remam
to this day n architecture. In many states one
may substitute a certain number of years work in
an architect’s office for graduation from a school
of architecture. In this field too, the clinical or
practice  component has not been
institutionalized Leaders in the field refer to “the
gap” as the two to three year period between
graduation and examination, when budding
architects simply disappear into offices. Just
recently have architects begun to estabhish formal
intern programs.

Nor do the architects have a single model for
their professional school. There are four-, five-,
and six-year programs, articulated in various
ways with the undergraduate curriculum,
featuring a number of terminal degrees. The

move today is toward a five-year program
integrated with the uadergraduate curriculum,
but tlus is by no means the only route into
architecture.

Sinularly unstandardized are the teminized,
subordinate fields of nursing and social work.
The nurses have no strong professional school.
Rather, hospital-based two or three-year
programs compete with two-year associate
degree programs in junior colleges and with
four-year baccalaureate programs in universities
For years, nurse traming in hospitals was a thinly
disguised expedient to supply cheap labor. Only
in the post-War era have registered nurses staffed
the hospitals, rather than nurses in training.

Social work likewise features a chaos of
standards, position, degrees, and traming
programs, with large state-to-state variation in
rq.;ulation.q The movement to license social
workers beganonly twenty years ago and has not
spread far. Currently, only 17 states require a
llconse, and there 1s little reciprocity across
states.” Some states offer an entry examiation
for bachelor’s recipients, others for master’s
degree holders.  Others require the Licensed
Clinical Social Worker credential, which includes
one to two years of supervised practice n
addition to a master’s degree. But there 1s
typically little enforcement, and the field of
private psychotherapy 1s crowded with
unlicensed practitioners.

Teaching’s standards appear inadequate to
many today, and “the professions” are often
invoked as the proper model. In fact, there 1s no
single standard across the professlons, although
there has been an historical dynamic associated
with development of university-based
professional schools. Standards for the
professions took definitive shape during the
Progressive Erain the United States, but continue
to evolve in all ficlds. Teaching is not the
exception but the rule as it seeks professional
standards in keeping with its own history,
traditions, and unique circumstances.

Quality and Quantity in Standard-Setting

A second comm n concern among
professions is to raise standards yet provide
enough practitioners to meet demand. Teacling
15 so much larger than other professions that this
problem seems unique to teaching, but in fact all
human service occupati ‘ns face this tension.
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Responses to supply-demand imbalances across
the professions have taken a number of forms
worth examining.

In medicine, the doctor or physician is
synonymous with the M.D, but a variety of
so-called “irregular” practitioners have resisted
mainstream medicine’s efforts to drive them out
of the field, and continue to serve communities
overlooked by elite, specialized medicme. Thesc
mclude osteopaths, with their own colleges and
specialties, chiropractors, midwiies, and
Christian Science faith healers, among others. It
elite medicine had successfully ehminated these
varieties of practice, then today many
communities across the country would be
sericusly underserved.

Over the years, other expedients took shape
as well In many publicly supported hospitals,
residents and interns help with staffing needs,
and during past periods of shortage,
toreign-trained residents, otten of dubious
quality, filled up urban hospitals in New York
City, Philadelphia, and elsewhere."" The medical
estabhshment has since cracked down on this
weak point in medical standard-setting.  There
now exists a speaial council to set standards for
toreign-tramed doctors wishing to practice m the
country, mcluding U. S, citizens who train
otf-shore at non-selective medical schools.
(Recall, for example, the U. S justification tor the
mvasion of Grenada. there was a medical school
there )

Another common move m the professions
has been the elaboration ot new roles within the
field.  Following the return of many medicorps
men and won.en from Vietnam, a new posttion,
the physician’s assistant, was created to take
advantage ot the medics’ expertise and to help
meet demand for medical care m underserved
arcas. Phvsician’s assistants now have their own
unmiversity-based trammg program, licensing
examination, and protessional vrganization,
Their numbers are growing

Nurses made a similar move i response to
shortages durmg World War . A new position in
nursing, the practical or hcensed vocational nurse
arose, to supolement the registered nurse Todav
both kinds ot nurses serve m private care,
hospitals, and nursing homes throughout the
country  Again, practical nurses have therr own
training progiams and requirements, heensure

examinations, state practice laws, and
professional orga** -ations.

Other fields made related moves. In
engineering, architecture, and accounting, there
are censiderably more practitioners than fulls
licensed professionals. In these fields, state law
protects the title not the practice wself  This
wrinkle in licensure means that one can practice
accounting, architecture, or engimeering without
obtaining a license, but cannot call oneself a
certified public accountant, a registered architect
or a certified engineer.

In architecture, for example, some 200,000
mdividuals practice m the field, of whom only
75000 are registered  State law places restrictions
on the kind of work and amount of responsibility
that less than fully licensed mdividuals may
undertake, but many still practice these
professions in subordinate roles.

Of the major professions, law and teaching
are somewhat unusual for evolving neither
specialties nor new positions within the field  The
law profession 1s informally brturcated between
those serving corporate interests—business,
government, unions, etc, and those lawvers
serving mdividual chents in private practice. But
this division touches on the status system and the
nature of the work, not tormal distinctions withm
the prefession

In teaching, mstructional ardes work m many
schools, but are not considered part of the
teaching protfession, and the role has not become
formahzed either as a widely recognized position
(such as the practical nurse), or as a professional
ot lesser qualifications (such as an accountant
who has not taken the certification examimation)

Every profession had to create flexible means
to meet demand  In most protessions, however,
the means did not threaten the status of the core
professional. - Either sub-qualitied mdwviduals
were allowed restricted practice, or subordmate
roles were ceated and mstitutionahized.  In
teaching, however, the expedients used to meet
demand—  ergency credentials, misassignment

ot teachers, and inaeased dass sizes—have
genuinely damaged the protession in at least
thiee wavs

I'nst, 1esorting to emetrgeney credentials
during times ot shortage has allowed the
ungualified to enter and stav i the protession. In
the past, when large shortages occurred, entire
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cohorts of ungualified teachers
Staying on, such teachers cony ey incompetence to
anincreasingly educated pubhg, and contnibute to
teaching’s image problems.

Second, increases in class size make teaching
more difficult and less rewarding for teachers.
Classes of 35 or more—not uncommon over the
years—prevent teachers from attending to
individual needs, and make teaching an exercise
in crowd control rather than education.

Finally, the heedless resort to unqualified
teachers undermines teaching’s claim to
professional status. It is relatively easy to enact
the outer forms of commonplace teaching—lecturimng,
checking seatwork, keeping order—in many
classrooms, without n fact teaching well. But to
the casual and uninformed eye, all 1s well in such
classrooms. Consequently, it appears that
“anyone can teach,” that no special knowledge or
skill 1s required. Despite, or perhaps because of,
teaching’s ubiquity, detecting quality in teaching
is acomplex matter. Teaching has not been able to
insist on quality when so many in the ranks have
been underqualified.

Excelience and Equity in the Professions

In the formative years of profession-building,
the clite professions were able to insist on the
quality of the individual practitioner as the most
important factor, to the complete disregard of
equity. Despite the egalitarian myth of open
access to the professions, in contrast to the
class-based system that had arisen in Europe, the
standards movement helped exclude women,
minorities, and immigrants fr om the professions,
and this was quite intentional.

As speeches, wrrespondence, conference
proceedings, and journals of the era make clear,
the elite professions sought not only to echminate
“overcrowding” in their ficlds—a euphemism for
reducing supply to drive up fees—but to exclude
certain “undesirables” from their ranks  To
elevate the status of law, medicine, or architecture
nmeant association with the right sort of
person—white, upper middle class, anglo-saxon
males.

Informal policies simply exclude vomen and
minorities.  For example, medical schools had
quotas on the number of women admitted, and
the majority of hospntals in the country retused
residencies to women." And when, in 1912, the
executive committee of the American Bai

A1

Assuciation {ABA) madveriently adnutied two
blacks they quickly asked them to resign and
thereafter required all members o statc thmr race,
a practice not discontinued until 1943,

Standard-setting abetted such tendencies. In
the law, the profession”s most fersvent desire was
to drive the urban mght schools out of business,
because those institutions catered to an ambitious
mmugrant clicntele. The very thought of Jews,
Italians, Poles, and other eastern Europeans
pouring into the law, made the clite corporate
lawyers and law professors of the ABA and the
Association of American Law Schools shudder in
horror Program accreditation standards became
their weapon of choice in cleansing the bar,
because the new immugrants had a disconcerting
habit of passing the state bar examinations.
Likewise, the Flexner report’s effect in driving the
proprietary medical schuols out of the business 1s
quite well known.

Standard-raising in the professions had an
unintentional equity effect as well on the
distribution and availability of services. Most
clearly in medicing, the demise of the proprietary
schools together with the growing specialization
of medicine meant that elite doctors would locate
where practice was most lucrative. Rural and
mner city areas came to be underserved, a
consequence of reform poignantly reckoned in
1910 by a doctor from a newedical school in
Chattanooga, Tennessee:

True, our enbance requirements are not the same
as those of the University of Pennsylvama or Huvard,
nor do we pretemd to turn out the same sort of foushed
product. Yer we prepare worthy, ambitious men who
have strwen hard woith siall oppor tunities and risen
above thew suroundings to become farly doctors to
the farmers of te south, and to Hie smaller towns of the
muning districts . Would you say that such people
should be demed physicians® Can Hie wealthy who are
nea nunority say to Hie poor majority, yoie shall not
Jave a doctor 21

Not until the 1960s and the Civil Rights
movement was there sufticient public awareness
of and concern for these problems. Then
commenced in all professions a combimation of
government programs and professional reforms
amed at equity. These have had some modest
successes, and gains have been registered. Today,
constderably more women are enrolling inall the
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professiond i schools  Minorities have also made
gains, although not as dramatically as women.
And some reforms have aimed at a better
distribution of medical, legal, and other human
services. But the exclusionary legacy lives on, and
initiatives aiming at redress are politically, fiscally
vulnerable and subject to tokenism (witness, for
example, attacks on the Legal Services
Corporation by government and profession
alike).

Teaching cannot afford to trade off equity for
excellence via an exclusionary strategy. Demand
for teachers 1s too great. Taxpayer dollars cover
teacher salaries, so their services must be
distributed equitably as a matter of public policy.
And times have changed. The expansion of
individual rights attendant with the rise of the
liberal state, and cultural shifts in the position of
women and minorities rule out a return to the
prejudices of an earlier era The task for teaching
is unprecedented —to create a mass profession
dedicated to providing quality service, without
sacrificing equity.

The Pivotal Role of the Professionz! School

Any reading of the rise of professionalism
strongly suggests the centrality of the
professional school.  Professions took shape m
America along with the modern university and
this was no accident.

Professions rest on two claims—to
knowledge and to trust. To profess means to
know and to do what 1s night for the client.
Professionals claim to possess special knowledge
and to abide by an ethical code emphasizing the
welfare of the client whe typically comes before
the professional with a serious problem. Qur
society has given professionals great authority to
dea, withsuch problems A deed of trust has been
granted that entails grave obligations.

How shall professionals acquire this
knowledge and this ethical code? Acquire the
special ways of knowing, judging, valuing, and
acting that constitute the professional ethos? The
answer begins with formal induction 1n a
professional school. Only a strong mutial set of
experiences can properly launch a professional
career. Beyond the school lies the community of
practice and the company of fellows that
constitute the reference group for professional
behavior Only in a professional school can one
properly commence cultivating the knowledge,

skills, and dispositions necessary to effective,
cthical practice.

Such rhetoric captures that wdeology of
professionalism but the professional school came
to serve a variety of purposes. Most importantly,
the school is critical to the generation and
transmission of the knowledge base.  Scientific
medicine had its advent before the rise of the
medical schools, but the growth of scientific
medicine thereafter took place largely within the
schools that served also to transmit the
accumulating knowledge to future generations of
physicians.

Likewise, the modern law school took shape
at Harvard Unnversity under the deanship of
Christopher Columbus Langdell from 1870 to
1895. Langdell championed the case method and
sought to establish a fixed, formal course of study
for all lawyers. “If law be not a science,” he
argued, “a university will best consult its own
dignity m dechning to teach it. If it be not a
science, it 1s a spectes of handicraft, and may best
be learned by serving an apprenticeship to one
who practices.”l/ Thus did the law appropriate a
scientific justification for a university-based
school. Most other professions have attempted to
follow suit.

But the professional school served a latent
social function as well. toscreen out undesirables
more efficiently than tests or academic
requirements.  In the formative vear,, the elite
professions sought to elevate their status through
exclusive association with a certamn class of
individual. - The adeology stressed menttocratic
access, but i fact, as accreditation strategies
drove out weaker mstitutions catering to
immigrants and the working class, the soaal
composition of the profession was altered as
intended. The call for standards, fur ngor, for
public protection scived twin purposes: to
elevate the quality of professional preparation
and to transform law and medicine into chite
occupations.

The pursuit of status and competence
proceeded hand m hand, with the professional
school playmg a pivotal 1ole. Education,
however, cannot afford an exclusionary strategy
as it seehs to ground competence mn scrence. A
genume professional school has vet to emerge in
education, and no exemplars exist to nival the
mmpact of Johns I opkins in mediane or Harvard
i the law,  Rather, the common view s to
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celebrate diversity in the preparation of teachers,

acknowledging the wide range of inshitutions and
programs suited to local conditions.

This view has much to recommend it, but, in
terms of professionalization, poses a problem. In
other fields, the professional school came to
represent the claim for a knowledge base that was
standardized. If the curriculum and experiences
of teacher education vary from program to
program, then it appears no core of knowledge is
necessary to effective practice, and the rationale
for a profession is undercut The “truc’
professions successfully negotiated a consensus
on the knowledge base as part ot the
advancement strategy. The educational field
must seek the grounds for such a consensus while
respecting the need for diversity and sensitivity to
local conditions. This too 1s an unprecedented
challenge.

Teaching’s Circumstances

1€ other professions supply lessons for
teaching, it 1s equally the case that teaching is
distinctive m a number of respects. Teachers may
vearn for the status and wages obtaned by
doctors and lawyers, but they are properly leery
of inappropriate analogies and of
professionalism’s costs  Any eftort to learn from
the professions must begin with an appreciation
of teaching’s circumstances.

Teaching is a public monopoly featuring
conscripted clients.  Whereas other professions
had to secure a market tor their services, icaching
has a captive market based on compulsory
educativn laws.  This means teaching cannot
establish governance arrangements akin to other
fields. There will be tensions between public and
professional claims on governance  Policy based
on claims of expertise will vie for legitimacy with
policy based on representations of the public will
Policy to render teaching accountable will vie
with policy to support sound professional
judgment.  Absent consumer choice, external
regulation of teaching will enjoy a strong
rationale.

Teaching is a mass profession. No other field,
even nursing, approaches the teaching
occupation in sheer size, i the numbers needed
to keep school. Some 1300 institutions currently
prepare teachers as compared with 174
professional schools inlaw, 127 m medicine, 92 m
architecture, and 383 baccalaurcate degree

programs in nursing. In the twentieth century,
the need to supply enough teachers for a rapidly
expanding system dominated the effort to set
standards. This pressure persists, prompting calls
for new staffing patterns, new roles, and positions
in the schools that might differentiate salaries and
su relieve fiscal burdens while supplying the
requisite numbers.

As already indicated, teaching today 1s
heavily unionized Other semi-professions,
notably nursing and social work, have flirted with
unionism over the years, but only in teaching did
this strategy take hold on a widespread basis. The
organizations that represent teachers contain a
large cadre of individuals commutted to collective
bargaining, grievance and other due process
procedures, strikes and job actions, political
action at state and national levels, and
adversarialism in response to administrators and
school boards.

The union posture is ill-fitted to the pursuit ot
professionalism. The operating stvle, underlying
assumptions, strategies emploved, and the 1ssues
agenda, do not square. Professionals, for
example, seek control over standards of work as
essential to their autonomy. Unions seek highly
specified rules and contract requirements that
delimut the responsibility of workers Ur. ns owe
protection to their members  This legally binding
obligation confhicts with injunctions to rid
teaching of incompetents.

From a  unmion  perspective, then,
Incompetence s management’s responsibihty
Principals, serving as agents of the school board,
evaluate teachers. From a professional
perspective, however, incompetence 1s the
profession’s responsibility.  Peer evaluation,
however 1mpcrfcctlry‘ it works n practice, 1s the
protesstonal norm.™ Can a heavily unionized
oceupation professionatize?  There 15 no
precedent tor such an evolution, no gurdelines on
how to blend these orientations into a consistent
advancement strategy.  1f the “professional
union” 1s to be more than a contradiction in terms,
the grounds tor rapprochement have yet to
emerge

Another pomnt. A triple whammy plagues
teaching’s status prospects It s a temmuzed
occupation mvolving service to low status
chents—the voung—coupled to an equivocal
nussion -a competitiv e materialistic socety.
Pdudation stands tor the Amencan Dream, to
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hopes of the future, yet as Frances Fitzgerald
discovered anew in her recent study of
contemporary utopian communities, a strain of
anti-intellectualism continues to pervade
American life.”? The citizenry regards teachers
with what Lortie termed “reverence and disdain.”
We honor teachers in our ideals and ignore them
in practice. This mixed regard for the work will
continue to cast its shadow over cfforts to
professionalize teaching,

Historically, teaching has also suffered a
stereotypical image as “women’s work,” as a
default career for “unsalable men and
unmarriageable women,” in Willard Waller’s
phrase.m The high status, high-paying
professions filled with men; the low status,
low-paying semi-professions filled with women,
who were managed by men. Today, only half this
equation appears to be changing. In increasing
numbers, women are cntering the ehlte
professicns, but this movement has not served to
benefit the semi-professions. Rather, it appears
that the cream is being skimmed among talented
women. Perhaps we should update Waller by
noting that teaching 1s becoming the refuge for
unsalable women as well as men

Undoubtedly, this is too harsh and
time-bound an assessment. Teaching as work and
career 1s far more resilient than current
recruitment trends suggest.  The Women's
Movement will continue to have potent effects in
our society, with the trend toward greater equity.
The social meaning of teaching may lose its
gender-linked stigma, but this hikely will occur
slowly and fitfully. For the near term, the mixed
regard for teaching will continue to cast a shadow
over efforts to elevate its status.

Coupled to teaching’s shadowed status s its
sheer ubiquity. As Philip Jackson most recently
reminds,’ teaching 1s omnipresent inour culture
It occurs on TV, at the YMCA, in private schools,
in universitics, I summer camps - Does teaching
really require arcane, special knowledge?
Appearances suggest otherwise  In other
professions, the mysteries of practice contribute
to the mastery of professionals  The public has
little direct access to practice and so stands 1n
some awe before the professional But in
teaching, the mysterv-masterv connection is
broken. The public sees so much of teaching that
to sustain claims for a speaal knowledge base 1
much more ditficult.

Closcly related 1s the perception that teaching
requires a fusion of ordinary with special
knowledge To the mann the street, much that a
teacher does appears as related to personality
dispositions and mterpersonal skills as to the
employment of technical knowledge. To an
extent, every profession blends ordinary with
special knowledge, but in teacluing the balance
appears tipped toward the commonplace. The
formula “subject matter plus learning from
experience” scems to capture what teachers must
know. For at least the foresecable future, teachers
will have difficulty convincing the public
otherwise.

Yet a third issue distinguishes teaching’s
knowledge base. Most professions possess
means for accumulating and transmitting
knowledge useful for practice. The concept of a
codified knowledge base implies not only a system
of organization and verification, but of
representation and transmussion.  For certain
professions, science and technology compose the
code

Inengineering and medicine, for example, the
knowledge base for practice 15 represented in
mstruments, in written protocols, in compendia
such as the Merck manual. Inthe law, the wisdom
of practice 15 collected and transmutted via legal
briefs, court decisions, laws and regulations, and
commentaries such as Blackstone’s.  Carefully
crafted cases make up the curriculum of law
school and many business schools.  In
architecture, the wisdom of the past is handed
down viaartifacts, plans, and drawings. Budding
architects can visit the buildings of the great
masters

But in teaching, as in other human service
ficlds (nursing, social work, and the minmstry
come to mind), the practitioner deals primarily m
utterances, not texts or artrfacts.™ The wisdom of
practice lies marticulate in the pamnstakmgly
accumulated expentence of the practitioner, who
works m solatton  Great teachers leave therr
matks on students, but not on teaching itselt.
Soaal saience has begun to contribute precepts
and prinaples usctul m teaching, but much of
what a good teacher knows may elude saence’s
net

In Gage's phmw,:q’ there mav be a saentitic
base tor the art ot teaching, but the saeneeitselt s
probabihistic, requirmg, judgment m appheation,
and the art remains Teadhing possesses no case
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knowledge, no method through which to capture,
test, and transmit the craft knowledge of the
effective teacher. Consequently, one source of
wisdom about teaching—what the good teacher
has lcarned and can do—remains untapped. Can
social science alone provide the basis for
codifying knowledge of teaching? This seems
unlikely, but the search for supplementary,
complementary, or alternative methods barely
has begun.

Finally, teaching stands in a unique relation to
the iberal arts. In other professions, the liberal
arts form a non-mstrumental basis for the
profession. Al professions seek well-educated
men and women, but not for any direct
connection to competence on the job. Rather, the
hiberal arts constitute what Lee Shulman calls an
entitlement, rather than a performance standard.?*
To be entitled to serve as a doctor or lawyer in our
society, one must first be an educated person. But
this accepted standard allows a clear-cut
separation of liberal arts and professional
education, a clean distinction in the rationale for
each (pre-medical requirements blur the
distinction somewhat in medicine). In teaching,
however, this relation is indistinct. The liberal
arts serve as both entitlement and performance
base for practice, making their combination into a
course of study a deeply problematic matter

Teaching’s Prospects

The conclusion from even this brief and
unsystematic analysis of teaching 1s inescapable.
Teaching cannot in any crude way emulate other
fields. Too much about teaching is unique, 1ts
special circumstances are fundamental not
peripheral. No swift stroke can cut through the
social knot binding together teaching’s
circumstances. What might be some starting
points, though, for collective advancement in
teaching?

Salary increases provide the most direct,
policy mampulabl%‘_ factor, but as historical
research has shown,™ wages 1n teaching closely
parallel fluctuations in demand for teachers The
spectre of shortages impels salary increases, but
teaching’s relative position in occupational
rankings by average wage has changed little over
the years. Teacher organizations must press
continuously for the ligher salaries, but no
dramatic breakthrough 1s hkely

g, the tendency is to
identify one or more pronunent aspects of
professionalism, then develop parallels in
education.  Three examples illustrate the trend,
the effort to create standards controlled by the
profession, to establish a post-baccalaureate
professional school, and to mtroduce advanced
positions mnto teaching.

The first strategy rises out of
recommendations in A Nation Prepared, the report
of the Carnegie Task Force on Teaching as a
Profession.® This task force composed of the
education coalition of the eighties—business
leaders, elected public officials, and teachers
organizations—recommended creation of the
National Board for Professional Teaching
Stand.rds, and the recommendation has been
implemented. Research isunderway on a new set
of assessments for teaching, and a national board
willb  onstituted.

A number of hopes rest on this development.
Advocates of teacher professionalism hope that
the effort to set standards will encourage
emergence of a consensus on teaching’s
knowledge base, and will provide ground for
teachers” authority n the schools. If the Board’s
certificate gains legitimacy, this will help
undergird claims to expert knowledge in
teaching, and will bolster teacher authority in the
schools. Assessment procedures should also have
a salutary effect on the curricutum of teacher
education, providing a more powerful conception
of teaching around which to organize teacher
preparation.  And, if the standard includes
residency requirements m the schools, then the
process should encourage collegiality and
imvolvement of teachers.

Teacher  orgamizations hope  that
standard-setting will help increase teacher
autonomy and control, shitting the balance from
external regulation and accountability to
professional responsibility. Furthermore, board
certification may provide the basis for salary
ncreases. One scenario proposes that districts
and perhaps states might add increments to their
salary schedules for certified teachers.  In this
manner, attention to standards will provide a
basis for additional status and income

For their part, clected officials view
standard-setting as a desirable public posture
Board standards may provide an objective means
for evaluating the quality of teachers, and may

To advance teachis
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exert influence on state licensure standards.
Certification may also provide a way to reward
excellent teaching, and to 1dentify talent for
advanced positions in teaching. Standards
connote rigor and scrutiny of teaching. If the
public can be guaranteed of improvements in
teaching, then they may be willing to allocate
additional funds to education. According to these
calculations, standards play a pivotal role in
creating conditions for advancement.

A second starting pornt is the creation of a
genuine professional school for teachers. This is
the approach taken by the Holmes Group as
advocated in their report, Tomorrow’s Teachers. ¥/
Like the Carnegie Report, this reform effort lays
out an inter-connected set of recommendations,
urging that they be implemented in concert The
heart of this reform, however, is to establish a
graduate-level professional school that joins a
research-based curriculum with a solid liberal arts
education, and extends teacher preparation into
“professional development schools” that serve as
analogs to teaching ho-vitals.

The Holmes Group a.,0 hopes to develop the
knowledge base of teaching, as represented not in
an assessment, but in a curriculum; strengthen
ties between the university and the schools, and
elevate teaching’s status by providing advanced
degree preparation for teachers. Part of the
stigma that for years has attached to teachers
derives from the low prestige associated with
schools of education. If teaching is to become

professional work then teacher preparation must

be strengthened and must secure greater status
and resources on university campuses.

In every other profession, the rise of the
professional school was critical to establishment
of the profession. The professional school serves
a number of indispensable functions, indluding

conduct of research to expand the knowledge

base, transmussion of professional knowledge to
the practitioner, initial socialization of the
professional, and gatekeeping for entry. The
Holmes Group represents a necessary attempt to
establish professional education on a sound
footing, elevate the status of the enterprise, and
enhst the university as an ally for the teaching
profession.

Both the Holmes Group and the Carnegie
Task Force endorse the third strategy, which is to
introduce advanced positions into teaching
Teaching has always featured easy entry, high

turnover, and re-entry, especially among women
who drop out to start families, and then return.
Occupational commitiment, at least as concerved
in terms of the typical male ca reer,™ has been low
in teaching.

A two-tier structure wouid allow many
young people to enter teaching for several years
at modest wage levels, and then move on to other
work. Those who wished to stay on could look
forward to advanced positions, lugher pay, and
expanded responsibilities.  This scheme would
generate sufficient supply by drawing on the
altruism of the young who wished to be “short
termers,” but would lay the groundwork for
professionalism by creating a leadership cadre in
teaching, who would be responsible for such
advanced responsibilities as supervision and
mentoring of neophytes, staff development,
curriculum development, and schoolwide
deaston-making Career teachers would have the
option of working ten to twelve month periods.
The prospect of ad vancement into lead positions
would help retain the best teachers, who
otherwise may leave education entirely or switch
into administration.

The strategy has strong adherents in the
policy community, and many states and localities
have already intiated moves in this direction.
However, the introduction of status distinctions
into teaching has provoked skepticism and
opposition from teachers

From the union perspective, this reforii s
neddlesome because it undermunes sohidarity
and complicates bargalmng (e.g., are teachers
who supervise other teachers actually quasi
administrators?). But teachers themselves are
also suspicious  Creating advanced positions
appears to imtroduce competition into the
teaching ranks, where cooperation s called for,
subtly depreciates regular classrcom teaching by
rewarding responsibilities outside the classroom,
and threatens to create yet a new lay.r of
bureaucracy mn the schools made up of iead or
master teachers who oversee the work of regular
teachers. Teachers also fear that such plans are
reality disguised merit pay that will reward the
few but_do Dittle to improve the quality of
teaching.” ’

Each of these strategies holds promise, but
entails risks. The techiieal, togistic, and political
problems assoaated with standard-setting are
formidable.  The effort to establish a genuine
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professional school for teachers requires some
heroic assumptions about the capacity and
willingness to change in universities dominated
by an academic status system and a tradition of
faculty control. And the move to create new
positions in teaching meets strong resistance from
teachers themselves and runs the risks outlined
above.

Professionalism 1s a powerful and beguiling
theme with which to rationalize the reform of
teaching. However, as this analysis has
illustrated, there have been serious social costs
associated with protessionalism as well.
Teaching is different from other professions in
many respects, but even 1t similarities
outweighed differences, there would be good
reason to avoid wholehcarted embrace ot
professionalism modeled on medicine and the
law.

As teaching seeks to elevate its status and
prospects, it must attend to a broader set of
concerns.  Professionalism alone 1s not enough.
There must be a social vision amimating reform
that encompasses but 1s not hmited to the mterests
of teachers Educational reform must embrace
equity goals, honor the rights ot parents and
communuties, and promote tolerance tor diversity
and responsiveness to chents

In the current historical movement, the
rallying cry 1s “Excelience’ and the donunant
rationale is cconomue competitiveness.  Teacher
professionalism tits comtortably with these
themes  “Fewer and better schools” was
Flexner’s rallying cry when he made fus visits to
medical schools  The posture led to tewer and
better doctors as well, a simgle-mmnded emphasis
on the technical excellence ot the mdividual
practitioner.

Teachers cannot strike such a narrow, socially
impovenshed bargam. Improving the technical
adequacy ot teaching and enhancing the
prospects of the protession via lugher standards,
better professional education, and carcer ladders
must be coupled to a broader social viston of
teaching and ot education  Concern with
mstrumental aspects ot retorm must now be
matched withattention to therdeals ot retorm. o
what ends should we pursue protessionahon in
teaching” This 1s the question we must now ask

Notes

I For an ordinary language analvars of the concept
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Lynn O. Simons
State Superintenc :at of Public Instruction, Wyoming
Richard C. Kunkel
Executive Director, National Council for Accreditation
of Teacher Education

GORDON AMBACH: In our -ncluding
panel, three of our colleagues who have been with
us through the entire session will provide us with
some observations about what has been most
important to them. Our objective was to have a
true state of the art discussion and review on the
issues of teaching and teachers, and | think we
have had exactly that. There have been fourteen
very splendid presentations. From Susan
Rosenholtz, Ted Sizer, Pat Welsh, James Kelly,
Mary Futrell, John Oglu, and Tom Arciniega to
Asa Hilliard, Myrna Cooper, Ward Ghory, Sandy
Garrett, Gary Griffin, Al Shanker, and Gary Sykes,
it really has been an extraordinary array. One
would ordinarily hear maybe one or two of these
people in the course of a month, if that many. 1f
there is a fault here, it’s been the richness of the
presentations, which have been almost too much
for any of us really to absorb. 1 think that each of
us will have a lot of sorting out to do in our own
munds. But our approach, once again, has been to
spread the table as richly as we could with the
state of the art in this area.

We are deeply appreciative to all of you for
being with us through this session. I will now ask
James Martin, who is the president of Auburn
University, Lynn Simons, the state
superintendent from Wyoming; and third,
Richard Kunkel, the executive director of NCATE,
to briefly comment to help us assess what we have
heard.

JAMES MARTIN: ' want to say, Gordon,
how much 1 appreciate the opportunity to
participate in this conference because | think 1 did
learn a lot. With each of us coming from our own
respective backgrounds, 1t 1s important to reahze
that unless we have the facts, frequently we will
draw the wrong conclusions.

I’'m delighted that 1 stayed for the full
program, because quite frankly, I was depressed
Monday afternoon because of what | heard about
the sorry state of the education profession.
However, I see that some progress 1s indeed being
made. What we are doing 1s defining some goals
that we would like to accomplish.

I'saw in this morning’s USA Today that the
number of students m this country 15 down since
1970. It that is the case | want to share a
hypothesis with you that we have added more
administrators, counselors, and special people in
the education field than we have students since
1970. We have added more people than students,
yet we are complamning about our mabilty to get
the job done and that we are not doing the kind of
job that we should be doing.

What 1 hear at this conference 1s concern
about what the teaching profession is and what 1t
is going to become.  Let me jut share with you
that teaching and schools are organizations of
people. We all understand that. People
organizations run on morale, conviction, and
motivation—morale, conviction and motivation,
pure and simple.  And | think that any
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organization that is trying to improve must sprnd
a great deal of time on what it 1s going to become
rather than what it has been. History is all right,
but that is behind you, the future, you have some
control over. In order to improve teaching, in
particular the morale and motivation, then you
must review the reward system. | am convinced
that we need to reward and recognize individual
performance as one of the key elements in
improving our instructional and educational
programs.

And a thi:rd thought I had at this
confzience- T think that every human
organization that is trying to improve, must more
clearly define its 5o~ls, and become inore efficient
by finding ways to reduce the bureaucracy that
makes teachers or employees prisoners ot their
organization. And I'm not sure we are talking a
whole lot about that. In fact, I think Iam hearing
talk about more bureaucracy, not less, although
occasionally there was a suggestion that we were
going to at least experiment with less
bureaucracy.

I heard this group say that a good teacher has
the required base of knowledge as well as the
ability to perform in the classroom. We discussed
the national board and national certification for
some outstanding teachers. I would just share
one thought with you—what happens when ten
years after that teacher has volunteered and been
certified, he is not performing in the classroom?
We wrestle with that in our uriversities and [ am
sure you do in: your schools all the time. You have
not solved that problem. 1 have not heard
anything about recertification. And I would
submit to you that if you want to look at a
profession that probably most of us will depend
upon here today, that you wouldn’t have it any
other way, other than recertification.

How many of you are going to get on an
airli. » today? Airline pilots are recertified every
six months, not just on knowledge of how the
airways and the system works, but on
performance as well. Teaching isa profession that
has to have a base of knowledge and also must be
able to demonstrate performance. The
universities and schools all have to wrestle with
this.

How do you maintain the motivation after
some base level of testing? To do these thimgs, we
need to focus more clearly on our geals and to
look at certain types of students who are at risk.

Risk to me means the probability of an event
happening and that can only be between zero and
one. In my view every student we have 1s at risk,
not just any particular group, every single one of
them that walks 1n that schoolhouse is at risk for
any number of reasons, all of which are different.

I wasimpressed with what I saw with respect
to distance learning, but I would share with you
the thought that hit me. If the distance learning
program is the best there 1s and can educate a
student in a distant part of the state, why don’t
you educate the one next door with that same
program. It should be learning independent of
distance, not distance learning.

Changes in education are going to occur
regardless. They will be more favorable,
however, when teachers have the motivation, the
recognition, and the reward system for reaching
the goals of the profession. Again, learning
requires eftort. It is not something that is just
poured into the head, it demands effort. The
outstanding teachers will be the ones who spark
those individuals to want to learn and who assist
them in accomplishing goals. Too often our
orgamizations, universities included, tend to be
over-administered and under—managed, and 1
think there is a significant difference. Most of our
organizations become a bureaucracy in which we
over-administer, and provide too little
management and too little risk taking.

But I have enjoyed the conference. 1 think I
learned a lotas a result of this, and I certainly wish
all of vou well. Thank you.

LYNN SIMONS: [ have come to an
unexpected conclusion at this conference. The
topic, you remember, is “Advancing Effective
Teaching for At-Risk Youth.” 1am leaving, not
with a stronger commitment to children at nisk,
which I have had all along, but rather a stronger
commitment to restructuring schools. Let me tell
you some things that [ heard that were
particularly meaningful to me and some things
that 1 am doing at home that I think I will do a
little differently.

One person said that when we help schools to
change, we should give them not plaques, but
more money. 1 thought that was important in
light of something that1 am doing in Wyoming. A
year ago we took some of our Chapter Il money, a
pitiful amount, $60,000, and said, “We are looking
fors_hools that want to innovate, that want to sit
down and talk about doing something different.
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We will give up to 10,000 to buy time for people
in those schools to sit dow n and think about how
they might do something better.” Most of the
proposals had to do with improving the teaching
of writing. We took what we thought were the
best. We were quite unselective in what then
goals were. because what we really wanted them
to do was to sit down and to work something out
together in a different kind of way from what they
had done before. This year we are going to
evaluate those schools.

However, we are probably not gomg to get
much msight into restructuring from this modest
effort. We really need to continue to push and
fund these programs so that the handful of
schools mm Wyoming that want to make the effort
might really get somewhere.

Over the last year or so | have toying with the
idea in my own mind as to what restructuring of
schools means. 1 have a better idea after hearing
Al Shanker last night and other presenters who
talked about different configurations. When 1
had such trouble in defining restructuring, nnt
only to myself, but to others, 1 talked with
somebody who said, “You know, we might want
to think about getting a group of chiefs together to
talk about what restructuring of schools means.”
And ! think that this was as close as we have come
in recent years to thinking that through. 1t is still
a course un-thought through, but  am convinced
that the needs of all studerts are congruent with
the needs of our students who are at risk. One of
our presenters said, “Kids have more than they
have ever had before, but they need more!

Let me tell you about my own experience
with my own two children. One, very much a
learner as | was, was eager and excited about
what he was learning. The older was quite
different, not at all turned on by school, kind of
lackadaisical about the whole thing, yet a capable
and bright student. | puzzled about this from a
personal and a professional standpoint. | don’t
believe that many of our students are engaged in
what they are doing in school. 1 believe that there
is something wrong with what is going on in
school wi.en this occurs. I believe that we can
change it so that we do have engagement on the
part of students.

The presentation of the Oklahoma State
University Distance Learning project was fun to
watch. I thought, “There’s Sesame Street 1.,
German,” when the very sassy introduction came

on. But you remember that someone said, “The
bells ring at the wrong time when we have
distance learning.” There was a perfect case in
pomt.  The 55-minute period, the bells ringing,
the industrial model, the turned-off kids whether
they are kids at risk or regular kids from affluent
households with a strong commitment to
education. There 1s something fundamentally not
grabbing the youngsters where and when they
need to be grabbed.

Ward Ghory rang another bell with me when
he talked about parents and dealing with parents.
It was disturbing to me to think about what few
tools parents have and how we expect them to use
what tools they have in a mature manner. Yet
how in the world can we get a mature response
from a 20-year-old parent who has been deprived
of her own childhood and is now trying to deal
with that of her own kids?

Remember that old sign, "Managers do
things right, Leaders do the right thing.” We face
a tremendous challenge, in advanang effective
teaching for at-nisk youth, advancing the cause of
so many distressed and discouraged and
burned-out and demoralized teachers. But we
here are also in the avant-garde of education in
the United States. We have a tremendous
responsibility in doing the right thing for our
schools. | believe more than ever that we must
begin to redefine the schools and make it possible
for the people who are “out there in the trenches”
to redefine the schools themselves. Thank you.

RICHARD KUNKEL: How would you like
to be the last presenter out of seventeen through
this conference to stand up at this podium? 1
want to put this event into a historical
perspective, and then make some sort of a “ball
score” evolution of the chiefs” efforts in recent
years, First of all, Verne Duncan had to leave for
other CCSSO activities.  He and | have been
together contmuously m meetings for the last
seven days.

I am professionally and personally thrilled
with the attention the Chief State Schoo! Officers
and uni ersity and college presidents have given
to the profession of teaching, the preparation of
those people, and the youth at risk whom they
teach, So, first of all 1 want to thank CCSSO for
this event.

For those of you who have not observed
CCSSO actions on this topic for the last five or sin
years, I will give a thumbnail sketch of events
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leading to this meeting. Many of you remember
Anne Campbell, a former chief in Nebraska
Eight or nine years ago, under Arne’s leadersiup,
the Council of Chicf State School Officers began to
look systematically at the recruitment, training,
and credentialing of teachers, beginning a
time-line that leads us to the present. The
leadership of Cal Frazier, Bob Benton, and Ted
Sanders continued that direction over the years,
resulting in a Council report, Staffing the Nation's
Schools. The chiefs in tlus room are very familiar
with this report, which put into writing some
recommendations on recruitment, preparation,
and credentialing of teachers that chiefs and
college presidents could agree on, as well as the
teachers themselves. So these are not new topics.

Do you realize how signiticant that was for
people who worked with the preparation of
teachers and the recruitment of teachers? When
chief state school officers nationally voiced their
concern about the quality of classroom teachers,
that made the other people who deal with teacher
education feel inspired and supported. About
three years ago, the chiefs created a commuttee on
teacher education and school/college
collaboration. The importance of that committee
was the breadth of its effort—it didn’t deal only
with topics like licensing, certification, and
preparation. It addressed the big question of
collaboration, considering the role of university
presidents, chancellors, and deans in the creative
collaborative programs which have been
occurring at Yale and other places  So the scope of
that committee was broad. [ have been in
attendance at that committee’s meetings probably
more than anybody in this room over the years, as
a guest.

I have heard a lot of good things about the
Yale conference on school-college collaboration
that occurred five years ago. Some of you may
have been there. It was kind of a counterpart to
this particular event. I was lucky to be at the
Wisconsin meeting, the CCSSO Summer Institute
in 1985, which some of you attended Let me
remind you of that Wisconsin meeting It was
Gordon’s year as president of this organization.
Gordon saw the topic of teacher preparation and
school/college collaboration as the key theme for
the conference. As at this conference, Al Shanker
and Tomds Arciniega were there. Many of you n
the room were also there.

So Twant you to see the Wisconsin gatherimg
as an unporiant and continuing event n the
chiefs” developing mvolvement in the
preparation of teachers. This mtent was reflected
this week, particularly with presentations of
people like Ted Sizer who clearly said, “You know,
we're all m this thing together” You heard that
today from Gary Sykes on the building of the
profession, “We're allin this thing together.” And
I could see 1t in the looks on your faces when Asa
Fhlliard presented some very concrete ideas and
projects. 1 could see you thinking, “Hey, that's
good stuff. Twant to take that back and make sure
that my people who work with the program
development stuff are famihar with those things.”
So 1 see an enduring theme—the preparation of
the teaching work force, and that you folks have
done an excellent job with this important agenda.

I want to finish with some “scores” on this
topic, and make three positive observations about
the whole three days. First is the idea of people
coming together to assist in building a sohid
profession. When the chiefs sit with the Council,
when the presidents sit with AASCU [American
Association of State Colleges and Universities] or
NASULGC [National Association of State
Universities and Land Grant Colleges], when the
deans sit with the Holmes group or Sizer’s group,
people come together to build a solid profession
They are not functioning in their regulatory role,
but i a comnutment role, to build the profession
itself. That 1s when CCSSO becomes a symbol of
leadership separate from the chief state school
officers of Wyoming, Minnesota, Montana, etc. A
balance must be achieved for both of them to be
effective.

The second positive observation is the
importance of the chiefs spending more and more
time with college presidents and deans to talk
about topics of tremendous mterest to alt of us.

The third positive sign is the deep, deep
seriousness of the overriding theme of these three
days—the topic of “at-nsk” cluldren. The topic
must be more than a catchy expression. While the
words are ofter linked to Ted Bell about whom we
all care and have a lot of feeling, the words are
also about where we are today, about what we
must do - We must reach all of our children n all
of our schools because the risk of the down side 1s
too great.

So those are the good signs. 1really do believe
that if you look at the postures of the past eight
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years and the topies, von conld not have done
better with the substance ot this conference. |
cannot mmagine eight conferences bringing
together the fourteen presenters we heard this
week. While some of 1t was long and the seats
were hard (1 witnessed that as well), vou could
not have had fourteen better people  So vou

chiets and presidents go away from here knowing
what some of the tront hme thinkers are talking
about and what 1deas are bemng suggested
regarding a better future forat nisk chuldren.

I enjoyed bemg here, both m the professional
and personal senses, and bemng with my friends as
well, Thank you very much
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Appendix A

Mellon State Projects (1983-1990)

Mellon 1 (1984-1986): School-College Collaboration to Enhance Elementary and Secondary
Education

Colorado: Analysis of teacher and student teacher evaluation models and development of ¢valuation
instruments. (Colorado State Department of Education)

Florida. Curriculum development, training for high school counsclors, information dissemmation, and
monitoring to assist the four public high <«chouls of the Gadsden County School District to mecet new state
standards and increase the college-going pool of black high school students. (Florida Institute of
Education and Florida State Department of Education)

Guam: Establishment of the Guam Department of Education/ University of Guam Laboratory
Demonstration Elementary School. (Guam Department of Education)

Iowa: Revision of the basic state certification system and development of a plan for an itegrated
professional development system from preseryice preparation through imduction to continuing
education. (lowa Department of Public Instruction)

Maine: Traming of regional assistance teams of school, state, and university staff i design of school
improvement activities, including application of research, collaborative planning, and assessment of
needs and resources. (Maine State Department of Education and Cultural Services)

Mississippi: Development of a statew ide mechanism for matching higher education resources with the
inservice education needs of local school districts. (Mississippr State Department of Education)

Montana: Improvement of the state level on-site accreditation review process by mvolving
repeesentatives of higher education, K-12 teachers, and school admmistrators as well as the Otfice of
Public Instruction staff as team members. (Montana State Office of Public Instruction)

New York: Support of regional councils, representing school districts, colleges, and unn ersities, in
addressing teacher shortages, recruitment, and retention, dissemimation of booklet on model collaborative
efforts. (New York State Education Department)

Northern Mariana Islands: A model project to facilitate cooperatioz between the Northern Mariana
Islands Department of Education and the Northern Maranas Colicge and to improye English
mstructional programs for elementary, secondary, and college students. (Commonw calth of the Northern
Mariana lslands Department of Education)

Ohio: Articulation between secondary schools and higher education. a parent involyement component
to mform parents of univ ersity requirements and assist parents m helping their duldren study and make

137

ERIC

Aruitoxt provided by Eic:

R IS




Q

ERIC

Aruitoxt provided by Eic:

Mellon State Projects (1983-1990)

decisions, a forum {or counsclors, administiators, university representativ es, and parenis  (Ohio State
Department of Public Instruction)

Oregon: Implementation of a coilaborativ ¢ statewide support sy stem for the continued professional
development of school personnel. (Oregon State Department of Education, Oregon State
University /Western Oregon State College of Education, and University of Oregon College of Education)

Rhode Island: Implementation of a computerized feedback system for student achiey ement data and a
series of regional workshops to facilitate working relationships between secondary and postsecondary
education to improve high school curriculum. (Rhode Island Department of Education.)

Vermont: Springboard Project to design and implement vocational and technical educational curricula
spanning secondary and postsecondary education. (Vermont State Department of Education and
University of Vermont)

Wyoming: Coalition of personnel from the State Department of Instruction, seven community colleges,
University of Wyoming, the Wyoming Education Association, and local school districts to identify needs
and coordinate efforts, exploration of broader articulation questions within state regarding mseryice
training of teachers. (Wyoming State Department of Education)

Mellon !l (1986-88): Collaborative Programs to Attract Exceptional Persons into Teaching and
and Enhance the Current Teaching Force

Alaska: Improvement of rural education by means of strong pre- and inservice education of teachers m
applying education research. Funds were used to establish the Rural Alaska Instructional Improy ement
Academy n cooperation with the University of Alaska. (Alaska State Department of Education)

Colorado: Development of an organizational staff development—mstructional improvement bridge
between research on effective teaching and staff development using 13 pilot schools, i cooperation with
the University of Northern Colorado and several education organizations in the state. (Colorado State
Department of Education)

Florida: Attracting exceptional persons mto teaching and improving the current teaching force. Ths
project 1s under the direction of the Florida Institute of Education of the state university system. Four
Miami-arca high schools participated m the project. (Florida Institute of Education and  Florida State
Department of Education)

Georgia: A research component to dentify types of individuals ottracted to teaching, and follow and
analyze the academic and career progress of these mndividuals. Teacher recruitment activities, including
development of a videotape and a publication. Development of a comprehensive state recruitment plan,
including efforts to change the image of teaching within the state and recrut non-traditional candidates
and minorities. (Georgia State Department of Education)

Guam: Attracting talented teacher aides into teaching by implementing a collaborative program,
involving teachers and university instructors, that provides professional teacher traming for these aides,
with the goal of developing an mdigenous teaching force with a speaal emphasis on math and saience.
(Guam Department of Education)

Idaho: Strengthening recruitment of teachers and improving the current teachig force. 1) estabhishment
of a statewide advisory counail, 2) pilot efforts to improv e the image of teaching and to recruit exceptional
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secondary students into teaching, 3) promotion of a regional school-college consortium to collaborate on
staff development; 4) a pilot teacher induction program, and 5) comprehensive evaluation of all joint
school-university activities. (Idaho State Department of Education)

Indiana: Expansion of Project SET (Student Exploratory Teaching) for attracting exceptional persons nto
teaching at both the secondary and postsecondary levels ard developing a course of study at both levels,
development of a teacher recruitment campaign using the mass media. (Indiana State Department of
Education)

Maryland: Project R.E.CIT.E.—a consortium representing higher education and elementary-secondary
education to recruit high-quality non-traditional career candidates for subject areas in which there are
critical shortages of teachers in Maryland, including math, science, languages, and special education.
(Maryland State Department of Education)

Minnesota: A collaborative effort to develop teacher training materials based upon effective teaching
research. This effort produced a research-based update for the Minnesota Educational Effectiveness
Program, providing teachers with new research bases to enhance their teaching. (Minnescta State
Department of Education)

Montana: 1) Through the Montana Educational Challenge Project, support of action groups to set the
educational agenda for state funding in the 1990's; 2) establishment of a talent bank to provide resource
persons to schools throughout the state; and 3) the Administrative Intern Project to place especially
competent teachers who wantto pursue school administration in a yea:-long internship with a mentor
school administrator. (Montana State Board of Education and Montana State Office of Public Instruction)

New York: Support of teacher recruitment and training activities in several regions of the state,
including Long Island, Hudson Valley, Central New York, and Western New York, as well as New York
City . (New York State Education Department)

North Dakota: Facilitating the high school-college transition and encouraging students to enter teaching,
bringing high school and college faculty together in the ten teaching centers in the state to collaborate in
helping students in the transition. (North Dakota State Department of Public Instruction)

Utah: Acollaborative activity involving the Utah State Office of Education, eight school districts, and
Utah State University to provide a strong beginning teacher support system drawiag upon university

personnel and master teachers in Utal's career ladder program. (Utah State University and Utah State
Office of Education)

Wisconsin: Establishment of a replicable collaborative model for attracting exceptional lugh school
students into teaching, working with Marian College, Silver Lake College, and Plymouth High School,
involving interviewing students interested in teaching and following their progress through teacher
training. (Wisconsin State Department of Public Instruction)

Mellon 111 (1988-1990): Collaborative Programs for Recruitment and Training of Teacher in Areas of
High Teacher Attrition.

Alaska: A collaboration of the State Department of Education, the Juncau School District, and the
University of Alaska Southeast to implement comprehensive traming for prospective, beginning, and
experienced teachers on the special needs of at-risk pupils, particularly Native American and Eskimo youth.
(Alaska State Department of Education)
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Arizona: knhanced traming, tor rural teachers of at-risk Native American youth. A tramer-of-tramers
monogtaph will be produed to encourage statew ide replication of teaclung strategies. (Arizona State
Department of Education)

California: Dissemiation of mformation about successful classroom and school-wide strategies that
new and experienced teachers can use to provide appropriate mstruction to at-risk youth. (California
State Department of Education)

Colorado: Implementation of an induction program for first-year teachers i schools with high
concentrations of at-risk pupils. The project will identify effective practices in the tramuing of first-year
teachers. (Colorado State Department of Education)

Florida: Development of a "hometown” consortium between a local school district and a university for
the purpose of providing highly qualified secondary school teachers m Palm Beach County. (Florida
Atlantic _niversity and Florida State Department of Education)

Maine: A collaborative effort to develop appropriate retraining courses for all teaching staff focusing on
the needs of at-risk youth at two target schouls. (Maine State Department of Educational and Cultural
Services)

Maryland: A consortium representing higher education and elementary-secondary education to address
Maryland’s teacher recruitment and retention needs, with emphasis on the need for teachers in certain
regions of the state and in fields of critical shortage such as math and science, as well as the need for more
minority representation in the teacher pool. (Maryland State Department of Education)

Missouri: Training of mentors to teachers and parents of high-risk children (3-5 years) m rural southwest
Missouri. (Southwest Missouri State University and Missouri State Department of Elementary and
Secondary Education)

Montana: A collaborative project of the Office of Public Instruction and two state colleges to better
prepare Native American students to enter the teacher workforee. A second focus of the project will
expand school guidance counscling services for underserved elementary school pupils. (Montana State
Office of Public Instruction and State Board of Education)

New Jersey: Expansion of programs for teachers murban districts, mcluding hiring workshops, special
preservice and msery ice tramimg, and followup morale and shills workshops. The State Department of
Education and Princeton Univ e sity will collaborate i this project. (New Jersey State Department of
Education)

New York: Special traming to first-year teachers in Rochester and New York City madapting curriculum
emphasizing multicultural understanding to the needs of at-risk students. The project involves Nazareth
College and New York University. (New York State Education Department)

Oklahoma: Expansion of entry-year trainig for those teaching at-risk American Indian and black puptls
n 25 school districts in rural Northeastern Oklahoma, in collaboration w ith Northeastern State
University. (Oklahoma State Department of Education)

South Carolina: Establishment of an assistance program for beginning teachers m Orangeburg County
schools through a sammer institute and tw ice-a-month support sesstons. (South Carolina State College and
South Carohna State Department of Education)
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Virginia: A project mvoiving Virgmia State University to mmprove teachers” skills in the areas of writing
instruction and building self-esteem for at-risk students mn the Petersburg Public Schools. (Virgmia State
Department of Education)

Incentive Grants (1983-1984)

Alabama: Support of a 20-member planning group in examining the feasibility of implementing major
recommendations for promoting excellence in education in Alabama.

Arizona: Meetings of postsecondary and State Department of Education personnel to plan for teacher
exchanges and team teaching among K-12 and postsecondary teachers, cooperation n research projects,
and leadership in school improvement.

Arkansas: A convening of representatives and directors from the State Board of Education and the State
Board of Higher Education to explore common concerns and ways of meeting the resolutions passed by
the Joint Interim Committee of the Arkansas Legislative Council.

California: Expansion of the Mathematics Diagnostics Testing Project, a cooperative effort between the
California State Department of Education and institutions of higher education

Colorado: Enhancement of existing cooperative endeavors between higher education and K-121n such
areas as high school graduation requirements, skills that students should have for college entry; and
teacher training, especially in math and science.

Connecticut: Formation of a Joint Committee on Educational Technology including members of the
Connecticut State Department of Education and the Board of Governors for Higher Education. Issues
included computer-assisted instruction, information retrieval and transfer, and data communications.

Delaware: Initiation of joint efforts among representatives of the Delaware Department of Public
Instruction, local school districts, the University of Delaware, and other state mstitutions of hig her
education regarding the performance of public high school graduates

Florida: Five meetmgs of the Florida Regional Coordinating Councils, where 1epresentatives of all pubhic
school districts and all public postsecondary mstiwutions met to organize a concerted eftort to mprove
their services to students

Guam: Development of a comprehensive plan for a laboratory /demonstration school to showcase
exemplary instructional practices, staff with master teachers, and prlot innovative programs

Hawaii: Strengthening the working relationship between the Board of Education and the Board of
Regents; identifying new directions; and tackling policy issues.

Indiana: A program to systematically communicate to students the relationship between what students
do in high school and their success rate in college.

Towa: Support of the Ad Hoc Committee from the State Ad visory Comnuttee in development work on
new directions for teacher education and certification.

Kentucky: Support for regional conferences for idea-sharing, issue identification, and program develop-
ment held by the Council on Higher Education and the Department of Education.
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Louisiana: Followup meetings and workshops among representatives of higher education and K-12
education, based upon the Excellence Through Cooperation conference, to provide direction for unified
school improvement activities and possible legisiative changes.

Maryland: A series of seminars involving the Academic Division and the College of Education at the
University of Maryland, and state and local curriculum and instructional planners, focusing on social
studies, arts and humanities, and math and science.

Massachusetts: Organization of a network between the Department of Education and higher education
to analyze potential areas for coordinated activities and set up operational goals. Development of a
planning document to build an operational liaison between the Department of Education and the State
Board of Regents of Higher Education.

Michigan: Support of the Mathematics and Science Study Committee (ag pointed by the Superintendent
of Public Instruction) te identify pertinent issues and develop recommendations for improving
instruction in the two disciplines, including the certification of teachers.

Mississippi: Three work meetings tu bring together representatives of higher education and K-12 to
monitor and approve teacher training programs, and address related issues.

Montana: Support of a day-long meeting with 20 colleges and other organizations, focusing on how the
on-site accreditation review process can maximize ties between K-12 and postsecondary education.

Nevada: Publication of the findings of the Joint Council on College reparation for statewide
dissemination, Making School Count.

New Hampshire: Convening a representative group of 25-30 educators from K-12 and postsecondary
education to address teacher certification in science and math.

New Jersey: Promotion of jomt efforts among Bell Laboratornes, the Department of Education, the New
Jersey Business and Industry Association, and Rutgers University regarding the traming of students
entering high-tech jobs.

New York: Recruitment of a representative group of educators to define strategies to mobulize colleges
and universities to improve teacher capabilities in the state’s elementary and secondary schools.

North Carolina: Implementation of the Quality Assure iwce Program adopted by the Board of Education
to strengthen the teacher induction process.

North Dakota: Establishment of a commuttee of educators representing postsecondary and K-12 to
increase communication and articulation among the various segments of education.

Northern Mariana Islands: Initiation of cooperative efforts between the Department of Education and
the Northern Mariana College, the only institution for higher education n the Commonwealth, to
develop improved language arts instruction

Oklahoma: Development of competencies for grades 9-12 to encompass e skills necessary for students
entering colleges and universities, based on guidelines developed by a juint committee comprised of lugher
education and K-12 representatives.
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and K-12 districts.

Puerto Rico: A 5-day seminar/workshop for K-12 and postsecondary educators to address specific
aspects in teacher preparation curriculum and make recommendations to deasion-making personnel at
postsecondary institutions.

Rhode Island: Implementation of four basic regulations established by the Jomnt Commuttee on School
and College Articulation to improve communication between K-12 and postsecondary education,
especially in the area of curriculum coordination, improve high school academic preparation for
college-bound students, strengthen skills and proficiencies of all high school studen. s, and increase
students’ options for the transition from high school to college.

South Carolina: Regional meetings, planned and conducted by the State Department of Education and
the Commussion on Higher Education, to revise the graduation requirements and involve appropnate
groups in dialogue.

Tennessee: Development of communications linkages between the Department of Education and
postsecondary education for articulating educational needs and enhancing collaboration, development of
feedback mechanisms to improve teacher preparation programs and staff development.

Texas: Plans for initiatives to strengthen the basic skills of prospective teacher education candidates,
with the cooperation of the state’s postsecondary irstitutions, and with a special emphasis on the
developmental and remedial needs of minority students.

Trust Territory of the Pacific Islands: Establishment of a task force made up of a representati e from the
national student service office, the State of Ponape Student Services Office, a Ponape high school
counselor, elementary principals, and representatives from the Community College of Micronesia to
develop a student orientation program and a computerized data system to track high school and college
students.

Utah: A forum of elementary/secondary and postsecondary education leaders to address the issue of
teacher competency in order to reform teacher education.

Vermont: Implementation of the Pre-Technical Education Project to coordinate pre-technical/vocational
and postsecondary services to rural high school students. Plans were made for two 13th year technical
programs at area vocational centers under the joint sponsorship of the vocational centers and two
postsecondary institutions.

Virginia: Development of an mstrument to determine regional needs in articulation, circulation of a
newsletter on collaboration; and initial training for school division personnel in areas such as
characterstics of adult learners, effective professional development programs, and project evaluation

Washington: Research of specific variables related to the projected supply of teachers over the next 15
years, an initial study and recommendations for educators’ standards such as university program
admission, curriculum content, completion requirements, and state certification.

Wisconsin: A two-day symposium on expanding collaboration between the University of Wisconsin
system and the Department of Public Instruction.
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