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EXECUTIVE SUMMARY

The years from three to ten are a crucial age span in a young person's life, when a

firm foundation is laid for healthy development and lifelong learning. During these

seven years, children make great leaps in cognition. lan,;uage acquisition. and reasoning, cor-

responding with dramatic neurological changes. They develop greater facility in intellectual

problem solving and abstract thinking. Their store of knowledge swells, their attention span

stretches, their capacity for reflection increases. They become more proficient in their oral and

written communication and better able to relate ideas and feelings to their peers. They also

develop greater capability to regulate their own behavior and resolve conflict peacefully. For

most children in this age period, it is not too late to overcome earlier difficulties; nor is it too

early to prenare for the challenges of early adolescence and middle school.

For most children, the long-term success of their learning and development depends to

a great extent on what happens to them during these years of promise. Children fortunate

enough to attend a high-quality preschool or child care program and who enter the primary

grades with adequate preparation have a better chance of achieving to high levels than those

who do not. Children who attend an elementary school that sets high learning standards and

does whatever it takes to see that children meet those standards have a better chance of leav-

ing fourth grade proficient in reading, writing, mathematics, and science. Children whose par-

ents create a home ervironment that encourages learning and who remain involved in their

children's education throughout the years from three to ten earn higher grades than those

whose parents are uninvolved. Children from communities that provide parents supportive

programs aimed at enhancing children's healthy development and achievement and that offer

out-of-school opportunities emphasizing learning do better academically than those who have

not had such opportunities.

vii



THE PATTERN OF UNDERACHIEVEMENT
All children are born ready and willing to
learn. But as they progress to and through
the primary grades, a great many lose their
natural curiosity and enthusiasm for learn-
ing. Millions of children are not achieving as
much or as well as they could, in school or
out. Most preschool programs do not pre-
pare children for the more rigorous acade-

mic curricula that are being adopted in the
primary grades. The vast majority of early
care and education programs fail to meet
standards of quality. As many as one-third of
American children today are entering
kindergarten already needing additional
support to keep up with their peers. Once in
school, young students are not coming close
to mastering the concepts, knowledge. and

skills they will need to succeed later in life.
The pattern of underachievement is

especially stark for children of low-income
families and children of diverse cultural, lin-
guistic, and racial backgrounds, who by and
large are not receiving the teaching and sup-
port they should have as they move from
home to school to neighborhood and other
settings. For them, the deck can be unfairly
stacked against academic success, and the
years of promise can fade to hopelessness
and resignation.

Underachievement is a General Problem.
But make no mistake about it: under-
achievement is not a crisis of certain groups:
it is not limited to the poor; it is not a prob-
lem afflicting other people's children. Many
middle- and upper-income children are also
falling behind intellectually. Indeed, by the
fourth grade, the performance of mast chil-
dren in the United States is below what it
should be for the nation and is certainly

below the achievement levels of children in
competing countries. According to stan-
dards set by the National Assessment for
Educational Progress (NAEP), today's fourth
graders are not sufficiently proficient in
reading, writing, and mathematics to be able
to cope successfully in the information-
based, globalized economy of the next cen-

tury.

In the 1994 NAEP assessment, nearly
three-quarters of the nation's fourth
graders could not meet the criteria for
proficiency in reading set for their
grade. Forty-two percent were unable to
reach even the basic level of perfor-
mance, which requires only literal com-
prehension of reading passages.

In 1994, two-thirds of fourth graders
could not meet the standards set for
persuasive writing, narrative writing,
and informative writing. On persuasive
writing, nine out of ten co ild not meet
the proficiency standards.

In mathematics. 82 percent of fourth
graders could not meet the standards
on the 1992 NAEP assessment; N percent
could not solve easy problems. such as
"divide 108 by 9."

In case studies comparing the perfor-
mance of U.S. urban schools with that
of Asian urban schools, the average
mathematics score of fifth-grade chil-
dren in only one American school was
as high as that of fifth-grade children in
the lowest-performing Asian school.

YEARS OF PROMISE



HAS AMERICAN EDUCATION
DETERIORATED?

Contrary to popular belief, today's school-
children are performing about as well as
their parents and teachers did twenty-five
years ago. Most American schools are man-
aging to hold the line academically, despite
the tough challenges of higher child poverty
rates, frayed communities and families, and
a continual stream of immigrants. Some
groups notably African Americans are

doing better than ever before. But the
United States of the twenty-first century will
require a much more highly educated and
skilled population than it has now if it is to
maintain future prosperity and ensure
democratic renewal. No longer can the
American education system allow so many
young people to fall short of their academic
promise.

Today, Americans are seeing the drastic
shortcomings of an education system that is
geared to the academic success of some but
not all. "fliey worry that the nation could
slide into economic insecurity if their chil-
dren are ill-equipped to meet the complex
demands of the twenty-first century. Some
may even conclude that the problems are
just too big, too costly, and too overwhelm-
ing to counteract or reverse.

As confidence in the nation's educa-
tion system has slipped, there has been a
tendency among parents, educators, busi-
ness leaders, and others to engage in mutu-
al blaming. Such disillusionment and cyni-
cism are mistaken. Since the 1970s,

researchers have documented the many
practices within families and communities as
well as preschools and schools that have
been shown to foster learning among chil-

Executive Summary

dren of diverse backgrounds. Today, hun-
dreds of early learning programs, schools,
school districts, teacher groups, researchers,
and technical assistance organizations are
demonstrating success in preventing or
reversing the pattern of underachievement
among children, even under the most diffi-
cult conditions. No one has all the answers
yet. But enough is now known about learn-
ing and development in children between
the ages of three and ten to begin making
significant progress in improving the educa-
tion of every child. What needs to happen
now is to put this knowledge and wisdom to
work, within and across the sectors, on a
large-enough scale to make significant
improvement in children's educational
achievement nationwide.

EVERY CHILD CAN LEARN
One of the tnyths that has undermined
school reform efforts and damaged mil-
lions of children is the belief that differ-
ences in the educational performance of
schools are primarily the result of differ-
ences in students' inherent ability to learn.
This belief is wrong. Schools fail for other
reasons. Most significantly, they fail because
of the low expectations they hold out for
many students; the heavy reliance that
schools place on outmoded or ineffective
curricula and teaching methods; poorly pre-
pared or insufficiently supported teachers;
weak home/school linkages; the lack of ade-
quate accountability systems; and ineffective
allocation of resources by schools and
school systems.

1 0 ix



Circumstances of birth do indeed raise
the odds against children's educational suc-
cess. but these odds are not insuperable.
Studies show repeatedly that children's aca-
demic performance is determined more by
the time and effort they devote to learning,
and by the time and effort that schools
invest in teaching them, than by their
inborn abilities. With the right combination
of challenge and support from parents, edu-
cators. and the community, virtually every
child, by the end of the fourth grade, can be
reading, writing, and doing math and sci-
ence at levels now achieved by only a few.

THE CIRCLE OF RESPONSIBILITY
The first requirement in preventing wide-
spread school failure and underachieve-
ment is for the key learning inuitutions in
children's lives to alter the basic assump-
tions about the quality of work that children
can be expected to produce, so that each
child is challenged to meet high expecta-
tions for learning and achievement and is
!,-,iven the necessary support to succeed.

Schools by themselves, however, can-
not accomplish these goals for children.
Schools have the primary responsibility for
children's formal education, but students'
educational success is influenced by far
more than what happens to them in the for-
mal system. Families and communities.
preschools, after-schools, and the media all
have a profound impact on children's learn-
ing, and not just during the school years
well before they enter the classroom. When
a single child fails to achieve, all of these
institutions are likely to be at fault. All of

these institutions. therefore, have a shared
responsibility to contribute positively to chil-
dren's learning and development. All must
begin to ask what they can do to help reverse
the pattern of underachiev:inent and bring
our education system into line with our
national need for a wholly educated popula-
tion.

Principles of Effective Practice. Within each
of these spheres c) influence, there are cer-
tain principles of effective practice that have
already been put to work in parent edu-
cation programs. preschools, schools, com-
munity organizations, and other key learn-
ing institutions and that are producing
positive results for diverse groups of chil-
dren. From studies and evaluations of these
programs. it is possible to derive certain
principles of best practice that are common
to all. The task force calls on all the institu-
tions that contribute fundamentally to chil-
dren's learning to start today to align their
policies and clav-to-day practices more close-
ly with these common principles of effective
practice. outlined below:

Ensure, from the start, that children are
ready to learn, physically and emotion-
ally.

Set high expectations for every child,
monitor the child's progress continually,
and intervene quickly when problems
arise.
Create high-quality, varied learning
environments that support each child's
learning.
Provide high-level professional develop-
ment to those responsible for children's
education and development.

YEARS OF PR 0 M IS E



Embed children's learning in caring
and collaborative relationships with
educators, parents, and other adults.
Actively engage parents in their chil-
dren's education at home and in schools.
Accept responsibility and accountability
for each child's learning and healthy
development.
Make efficient, equitable use of
resources for children's education.
Collaborate more closely with other
institutions and programs that afiect
children's learning.

Taken together. these princ'ples of best
practice provide a broad framework for a
comprehensive learning strategy proposed
by the task force. If this framework is accept-
ed by the nation, if these principles are
applied wit; in all the core learning institu-
tions in children's lives, and if these prac-
tices are coordinated to provide children a
more coherent learning experience, then all
children will achieve to levels that exceed
current expectations of their performance.
Even if institutions do not link their efforts,
there is much that each can do indepen-
dently to contribute to children's education-
al success; the failure of one to do its job
effectively, therefore, is no justification for
the others to falter in their own efforts on
children's behalf.

TASK FORCE RECOMMENDATIONS

The task fOrce recommendations can be
encompassed within a five-point program. as

follows;

Promote Children's Learning in Families
and Communities: Families are the well-
spring of learning For children. To assist

Executive Summary

parents and other caregivers in fulfilling
their role as children's first teachers, the
task force recommends that states and
communities make available to every
interested family with preschool or pri-
mary grade children effective parent
education and family support programs
that promote learning and healthy child
development. Early care and education
programs and elementary schools
should involve parents in their services
to children. Communities should
expand and improve their out-of school
programs. so that their activities are
linked to children learning curricula in
school. More efforts should be made to
accommodate children from low-

income families, children with disabili-
ties, and children whose first language
is not English. Quality standards for all
community programs for children
should be established and enfbrced.

Expand High-Quality Early Learning

Opportunities: During the preschool
years, children make the developmental
leaps that form the basis of later
achievement. To get all children readv
for school and for an education that
meets high standards of achievement,
the task force recommends that the
nation make a commitment to expand-
ed high-quality public and private early
care and education programs for chil-
dren ages three to five, supported by
national, state, and local mechanisms
that are coordinated to assure adequate
financing.

12 xi



In this mixed system of private and
publicly supported programs, higher
standards should be developed for facil-
ities, staff qualifications, and overall
program performance.

Create Effective Elementary Schools
and School Systems: High-quality
preschools will not, however, produce
lasting benefits for children if they are
followed by poor elementary school
experiences. The task force. therefore,
recommends that states play a leading
role in developing and adopting high-
quality standards that specify what each
element-try school student should know
and be able to do across all subject
areas. They should set rigorous perfor-
mance standards in math, reading, writ-
ing, and science for the end of the
fourth grade.

Educators should apply the same
standards of academic performance to
virtually all students and use every avail-
able method to ensure that each stu-
dent succeeds in meeting the require-
ments. Language-minority children
should be offered an equal opportunity
to learn the same challenging content
and high-level skills expected of stu-
dents proficient in English. For the
small proportion of children who may
not be able to meet all of the standards
due to severe disabilities that affect
learning, individual education plans
should set reasonable goals toward
meeting the highest standards possible.

xii

States and school districts should
invest adequate money, time, and sup-
port in professional development of
school staff. Professional development
should be closely related to the school's
overall strategy for meeting high stan-
dards of achievement and should
encompass the use of effective instruc-
honal practices in the classroom.

Elementary schools and districts
need to monitor continually each
child's progress toward the fourth-grade
standards, beginning in kindergarten
and the first grade, and intervene with
additional time and varied instruction
as soon as a child fa.11s behind. School
districts should monitor schools, and
states should monitor districts, to pro-
vide additional support and interven-
tion when children are not progressing
toward the goals.

V Promote High-Quality Children's

Television and Access to Other
Electronic Media: Television and emerg-
ing interactive technologies offer a pow-

erful, underutilized opportunity to
motivate children and help them meet
the higher learning standards. The task
force recommends that the President,
Congress, media executives, and busi-
ness leaders vigorously enforce the pro-
visions of the Children's Television Act
of 1990, to ensure that every communi-
ty has a variety of choices for high-qual-
ity childrett's educational programming
throughout the week. Communities
should engage local businesses as part-
ners in efforts to create broad access to
the new information technologies and

YEARS OF PROMISE



sophisticated computer applications, so
that no child is denied full opportunity
to use these creative learning tools.

V Link the Key Learning Institutions into a
Comprehensive, Coordinated Education
System: The discontinuities in the edu-
cational experiences of young children
call for the creation of comprehensive,
continuous services that link families,
early care and education, and schools so
that children's learning and develop-
ment are reinforced from every side.
State and local leadership councils or
committees should create strategic
plans to address the learning and devel-
opmental needs of children, based on
the recommendations of this report.

MAKING RATIONAL USE
OF RESOURCES

Almost all of the task force recommenda-
tions can be carried out by realigning prior-
ities and making far better use of existing
monetary and nonmonetary resources
eliminating programs that do not signifi-
cantly improve teaching and learning and
putting existing funds toward programs that
work. More public financing, however, will
be needed to vastly improve the quality and
availability of early care and education pro-
grams, so that children of three, four, and
five receive adequate preparation for school
and academic life and progress toward meet-
ing the new learning standards. Finally,
efforts must be made to reduce the dramat-
ic disparities in public school funding across
states and districts.

Executive Summary

Many actions are needed at different
levels to reverse the pattern of under-
achievement among the nation's children.
But what is required above all is the convic-
tion that dramatic improvement in chil-

dren's learning is possible if Americans work
together to build the sturdy institutions
needed to assure achievement, opportunity,
and -oherence in the educational experi-
ence of all children. Between the ages of
three and ten, children make great leaps in
their intellectual prowess, social skills, and
ability to manage the emotional ups and
downs that are part of everyday life. If all of
us could see their mental agility as easily as
we observe their growing physical agility,
then more Americans would believe that all
children can learn to levels that far surpass
our expectations.

It is within the nation's power to
accomplish these results for children. If we
fail to keep the promise if we continue to
focus on the most fortunate youngsters and
leave the rest behind the costs to our soci-
ety in human distress, lost productivity,
crime, and welfare, and in the fraying of our
nation's democratic ideals, will be unbear-
able. The choice is ours.

14



FOREWORD

yer the past dozen years, Carnegie Corporation of New York has made a concert-

ed effort to advance the nation's understanding of child and adolescent develop-

ment and to foster positive outcomes for children and youth in the face of drastic changes in

the American family and society. Through grants and the sponsorship of special study groups,

the Corporation has sought to strengthen useful knowledge of child and adolescent develop-

ment, to raise public awareness of the facts, and to offer realistic solutions for improving the

life chances of young people everywhere.

From the 1980s through the early 1990s, two crucially formativeand comparatively neglect-

ed phases of the life span have been the primary focus of the foundation's work. These are the

first three Years of life, beginning with the prenatal period: and earls. adolescence, covering ages

ten to fifteen. Different multidisciplinary study teams were formed to address thc developmen-

tal needs of children in these two age groups and to make recommendations for action by the

key institutions of modern society that powerfully influence the young. The reports resulting

from these investigations, Starting Points: Meeting tile Needs of Our Ibungest Children (1994) and

Great Transitions: Preftwing Adokscents far a NPu, Century (1995), have been widely disseminated to

the public and are having an efkct on policies and programs throughout the nation.

The Carnegie Task Force on Learning in the Primary Grades was created in January 1994

to focus on the crucial (levelopmental and learning needs of children in the middle years, from

three to ten. With a membership of twenty-three leaders in child devehyment. education, busi-

ness, government, and the media, it is cochaired by Shirley M. Malcom and Admiral James 1).

Watkins. both of them Corporation trustees. The executive director is Antony Ward. Once

agaili, the foundation has been very fortunate in drawing together a distinguished group of

xv



leaders from different sectors of American
society all devoted to creating better
opportunities for our children in a time of
profound transition. The Corporation is
profoundly grateful to the cochairs and the
task force staff for their superb contribu-
tions over the past two years.

Y,ars of Promise: A Comprehensive Learn-

ing Strateg for America's Children is the final
report of this task force and a culmination of
the Corporation's special initiatives in the
field of children and youth. Together, the
recommendations of the three reports cover
the entire spectrum of early life, from before
birth to age fifteen, and form the basis of a
cohesive strategy for ensuring the optimal
learning and development of all the nation's
Children and youth.

The current report addresses primary
grade education in the broader context of
development during middle childhood. It
focuses on the main factors that influence
learning in and out of the classroom, con-
sidering not only families, preschools, and
schools but several other institutions that
bear strongly on healthy growth and learn-
ing.

Over the Years from three to ten, chil-
dren undergo gradual changes that are sig-
nificant for their long-range development.
TIwse changes are not as drastic as those of
thP first few years or of early adolescence,
but they are of enduring significance. (Ill-
dren in these years develop greater facility in
intellectual problem solving and greater
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capacity for close friendships. They also
develop more flexible abstract thinking,
greater self-regulation, and a more extensive

repertoire of cognitive and interpersonal
skills altogether. For most children of this
age period, it is not too late to overcome ear-
lier difficulties, nor is it too early to prepare
for the great transition of adolescence.

These seven years are the age span
when a firm foundation is laid for later well-
being and accomplishment. But children
face plenty of stressful experiences during
these years, and the opportunities to foster
their health and education are all too often
missed. These years, like the earlier and
later ones, are strongly affected by the trans-
forming world in which we live. The main
institutions that shape development during
this period need urgent help to adapt to
changing circumstances.

Much research has shown that parents'
behavior has a great bearing on their
children's educational accomplishment.
Indeed, as the report points out, families are
the wellspring of learning for Young chil-
dren. The report, therefore, focuses square-
ly on the need for more parental education
and support for families as they carry out
their essential role as children's first teach-
ers. Parents' involvement can help cl,ildren

adapt to school initially and stimulate
accomplishment over the Years. Deliberate

YEARS OF PROMISE



efforts to involve parents in various ways in
their children's learning, ranging from pro-
viding home education to serving as teacher
aides or members of school governance
committees, is an obligation of all the insti-
tutions involved in children's learning.

This report urges community-based
institutions. after-school programs, and the
media to strengthen their positive contribu-
tions to children's learning and healthy
development in the fbreseeable future, and
it suggests ways that they and the other pow-
erful institutions of society can join forces in
adapting to the requirements for a highly
educated citizenry of the late twentieth cen-
tury and early twenty-first.

Years of Promise also addresses the need

for greatly expanded child care and early
learning opportunities for preschool chil-
dren. There is ample evidence from
research and good practice that preschool
education programs such as Head Start pro-
vide valuable preparation for young chil-
dren entering kindergarten and first grade,
especially those from disadvantaged back-
grounds. Educational activities in the years
immediat.Ay preceding entry into the pri-
mary grades get preschoolers ready for
more formal education, provide preventive
health services, involve parents in their edu-
cation, and open doors to community
resources.

Next comes the transition to elemen-
tary school. As in other major transitions,
children need special attention to cross the

Foreword

threshold successfully. Fortunately. research
efforts directed at the discontinuities in the
transition from preschool to school have
given valuable guidance to educators, pro-
gram directors, policvmakers, and the gen-
eral public.

The elementary grades constitute a
defining experience for children one that
will heavily influence the life course from
middle childhood to adolescence and
beyond. The importance of success in
school is profound. A child's fundamental
sense of worth as a person depends substan-
tially on the ability to achieve in school. A
child who is faced with low expectations for
performance or who is not supported in
meeting high expectations sets in motion
self-defeating attitudes that can lead to edu-

cational alienation and diminished
prospects over the entire life span. The
report provides a framework fbr improving
the educational performance of all the
nation's children, based on the best evi-
dence from research and practice.

Can we do better than we are doing
now? The report answers ves emphatically!
It shows the way to prevent much of the
damage now occurring. Not only would the
measures advocated here greatly enhance
learnin, health, and decent human rela-
tionships among the young, but they would
have powerful beneficial social and econom-
ic impacts. Bringing the years of promise to
fulfillment would surely improve the life
chances of all our children and thereby
enhance the future of the entire society.

1 '7
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This report, like the prior ones, has
depended heavily on Carnegie Corpora-
tion's staff, who are deeply dedicated to the
well-being of all our children. Their knowl-
edge, skill, and commitment have con-
tributed much to this report. As before,
Vivien Stewart and Avery Russell have pro-
vided guidance and ensured quality at every
phase of the effort. Several others have also
made valuable contributions, especially,
Antony Ward, Rima Shore, Michael Levine,
Anthony Jackson, Fritz Mosher, Anne Bor-
donaro, and Marche lle Rush. Maud Abeel,
Jeannette Aspden, Katherine Bobbitt, Beth
Hickner, Patsy McCook, Susan Smith,
Valerie Vitale, and Sa-a Wolpert have pro-
vided additional assistance.

DAVID A. HAMBURG

President
Carnegie Corporation of New York
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PREFACE

t has been a while now since our own children were small, but neither of us can forget
. ±it

U the milestones that marked off the Vears: moving from a trike to a bike; losing "baby

teeth" and getting permanent ones; learning to read and write, to add, subtract, multiply, and

divide; planting seeds and watching them grow; having playmates and then good friends; start-

ing school; getting a first library card. Throughout the years from three to ten, our children

were developing as people, as learners, and as citizens of their community. Although the for-

mal system of education started fOr them at age five, they were learning from the first day of

their lives and throughout the preschool years. As they entered elementary school and grew

more independent of us, they remained closely connected to family.

Whether children have the opportunity for learning to the highest levels during those

earliest years depends today, as it always has, almost entirely on the family they are born into

and whether the family has access to regular health care, to high-quality early care and edu-

cation opportunities, to enriching school and out-of-school experiences, and to other sup-

portive services in the community. But now parents are finding it more and more difficult to

cope as they try to make both a living and a life for themselves and their children.

Today's children are themselves going to have to earn their living, care for their children,

and make their way in a much more complex world a world where change is the constant

and where knowledge and skills will determine whether they have a good quality of life or just

survive. We can prepare these children for that world, by ensuring their healthy development

and raising the standards for what they must know and be able to do to the level required for

success in the global economy of the twentv-first century. But we must begin getting them ready

for that world now.

The CArnegie Task Force On Learning in the Primary Grades focused on the age span from

three to ten because, for most children, the long-term success of' their learning and develop-

xix
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ment is largely dependent on what happens
to them during these "Years of promise." In

conducting its work, the task force examined
the most important institutions that con-
tribute to children's achievement namely,

the family, preschools and other child care
and early learning programs, and elemen-
tary schools, but also community-based orga-
nizations, after-school programs, and the
media. Each of these institutions has a pro-
found impact on children, and not just dur-
ing their school years but long before they
enter a classroom.

In the years before they enter elemen-
tary school, some children have ready
access to good medical care, but a substan-

tial number do not and suffer unnecessarily
from preventable diseases. Some children
speak English at home, but an increasing
number are fluent in -ther languages and
only begin English in school. A few attend a
high-quality preschool or child care pro-
gram. but other children spend years in
poor-quality programs that contribute little
toward meeting their developmental and
learning needs. Some children ccme from
families already skilled in organizing their
homes to support learning, both in and out
of school, while others come from families
who need access to information and advice
to accomplish this goal.

As children begin primary education,
the crucial differences in their prior life
experiences persist. Good health care con-
tinues to be available to sonic children and
not to others. Some children have access to

XX
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a rich variety of constructive after-school

programs and community activities and to
lessons and tutoring that support and sup-
plement their learning, while others do not.
Some children have computers at home.
while others spend virtually their entire out-
of-school time in the house watching televi-

sion often because their parents justifi-
ably fear for their safety out-of-doors.

Of course, these differences in chil-
dren's experiences do not explain all the dif-
ferences in their learning. All children bring
to school characteristics that need to be
accommodated and built upon in their edu-
cation. Elementary schools, however, have
traditionally been ill-equipped to cope with
differences among children and, for the
most part, are not organized to address
them. As a result, large numbers of
American children fail to achieve to the lev-
els they should, measured by the nation's
own standards and by comparison with the
achievement of children in other, compet-
ing nations. The burden of underachieve-
ment affects children of all income groups
and social backgrounds, but it falls particu-
larly hard on low-income children.

In undertaking its mission. the task
force held six two-day meetings, commis-
sioned background papers from prominent
scholars on key issues, and reviewed the bur-
geoning research on effective programs.
Task force members and staff visited and
observed more than sixty schools and pro-
grams in thirty different communities
throughout the country and held informal
meetings with scores of teachers and par-
ents. Local administrators, teachers, union

YEARS OF PROMISE



officials, parents. early childhood and after-
school specialists, and business leaders were
also invited to address the task force at more
formal hearings held in Washington. D.C.,
and Los Angeles.

The task force found that taking a
wider perspective on education looking
at all the major influences on children's
learning and development from three to ten

revealed more of ihe deficiencies of the
American education system than an exclu-
sive look at formal schooling would have
permitted. This wider perspective helped to
explain the underachievement of so many
voting children and also pointed toward
solutions.

Based on our research and our discus-
sions with people throughout the country,
the task force has concluded that each insti-
tution involved in children's learning and
development can begin to improve educa-
tional outcomes for children, by adopting
approaches and implementing programs
known from studies and evaluations to work.
Beyond what they can do independently,
these institutions can also seek to link their
efforts, aided by the powerful sectors of soci-
ety, in the creation of a comprehensive learn-
ing strategy for all of America's children.

The task force urges that all of chil-
dren's learning from the age of three to ten
be understood as vital to their successful
education. First, we challenge families and
communities, preschools, after-schools, and
media industries to accept responsibility and

Preface

accountability for carrying out their unique
roles in strengthening the currently defi-
cient educational system. Second. we ask for
greatly expanded opportunities for high-
quality early education and child care
opportunities for preschool children. Third,
we propose that elementary schools them-
selves be helped to reorganize so that they
can cope more effectively with the wide
range of differences among children, setting
high standards and enabling all children to
achieve their optimal learning and develop-
ment. Finally, we ask these institutions to
begin working together to develop and sup-
port the proposed comprehensive learning
strategy.

The task force is persuaded that, as a
nation, we now have the knowledge and
resources to implement this strategy. We
hope that Years of Promise will help to mobi-
lize the will to do so.

As cochairs, we wish to express our pro-
found appreciation to the members for their
commitment to the work of the task force.
The discussions at our meetings and during
our many visits to programs produced an
extraordinary array of provocative and stim-
ulating ideas, and those ideas infuse this
report. We also express our gratitude to the
staff and children at the many programs that
task force members visited during the
course of our work and to the scores of par-
ents, teachers, and administrators who took
time to talk with us informally and in formal
hearings about the issues as they saw them.
Their opinions and concerns profoundly
influenced our work.

21
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We acknowledge the legacy of two
&nu of education who shared their wisdom
and insight with us before their deaths: Fred
Hechinger, who was actively involved with
the task force from its inception: and Ernest
Boyer. who in one of his final public presen-
tations shared his work on the primary
school.

We also thank all the staff members of
the task force at Carnegie Corporation who
tirelessly assisted our investigations over the
past two years and who provided crucial sup-
port in the preparation of this report. In par-
ticular; we wish to acknowledge the work of
Antony Ward, executive director of the task
force, and Vivien Stewart, chair of the
Corporation's grant program on Children
and Youth. Staff members Michael Levine,
Anthony Jackson, and Fritz Mosher brought
their deep knowledge of the complex issues
to the deliberations of the task force and
helped prepare major segments of the
report. Consultant and writer Rima Shore
infused the report with her deep knowledge
of education and her strong writing.

Avery Russell, the Corporation's direc-
tor of publications, applied her enormous
expertise to the hectic stages of rewriting,
editing, designing, and producing the
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report. Anne Bordonaro oversaw the
research for the report and was a lively par-
ticipant in our n-seetings, while Marchelle
Rush managed the endlessly complex
mechanics of the meetings and program vis-
its and kept the drafts of the report flowing.
Jeannette Aspden, Nidia Marti, Valerie
Vitale, and Sara Wolpert also provided
important support.

We want to thank our staffs as well, at
the American Association for the Advance-
ment of Science and the Consortium for
Oceanographic Research and Education.
who not only shared our attention with the
work of the task force, but also had to keep
up with schedules and drafts as well as find
us on the globe when we needed to get
together.

SHIRLEY M. MALCOM

Cochair

JAMES D. WATKINS

Cochair
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Chapter I

REVERSING THE PATTERN

OF UNDERACHIEVEMENT

rowding a park playground. wrapped so warmly it is a wonder they can move at all.

a pack of children three and Emir Years old head for the shde. One polka-dot bun-

dle squats to pick up a shiny stone. unaware that her curiosity is about to wreak havoc on the
line of children behind her. A child in a 1mIfv snowsuit crashes into her and plops to the ground.

and several others f011ow. A bov and a girl. barely visible under hats and scarves, trv to show each

other how to whistle. One boy in a peaked cap boosts a hesitant playmate up the ladder At the

top they hurl themselves down the spiral chute spirited, resilient, eager for adventure.

These are the children of promise preschoolers whose boundless energy is matched

only by their curiosity and creativity, whose agility is the envy of their parents and teachers.

whose openness and expressivenes, are always remarkable and occasionalh' breathtaking.

Watching them, it is easy to believe that they can do anything they want to do, be anyone they

want to be; it is easy to summon the optimism that vet a new generation is rising to tnel this

nation's historical belief in endless possibility.

Fast forward to age ten. Over the years these children have caught occasional glimpses of

each other at the playground, but for the most part their lives have diverged. Some attended a

high-quality preschool; others stayed at home until they entered kindergarten; still others were

"watched" by an aunt or a neighbor while their parents worked. Some saw a pediatrician regu-

larly: others were taken to the emergency room for kvers or stomachaches.

One of the whistlers from the plavgromul is now a computer whiz and eager to learn new

skills. The child in the puffy snowsuit has discovered she likes math and science. The other

whistler started out liking math but now gets poor marks from his teachers. The boy in the

peaked cap is obsessed with video games; he gets good grades ill school but he doesn't read
unh lie is pushed. Iii the afternoons, they shuttle between trumpet. piano lessons, soccer

3



practice, and after-school programs. But
others return each day to an empty house
and a television set. One wanders the
streets, wondering if anyone will notice
whether he goes home at all; some days he
skips school altogether. The child in polka
dots now spends most of her afternoons
babysitting for her little brothers and watch-

ing sitcoms. There is
homework to do, but
she avoids it. The
shiny stone has been
long forgotten.

Something hap-
pens to many Ameri-
can children as they
progress to and
through the elemen-
tary grades some-

thing elusive and dis-
turbing: over the
years, they lose their
natural curiosity and
their enthusiasm for
learning. Millions of
children are not
achieving as mutt, or

as they could, in school or out; they
are not coming close to mastering the con-
cepts, knowledge, and skills they will need to

succeed later in life.
The pattern of educational under-

achievement is especially stark for millions
of children of diverse cultui al, linguistic,
and racial backgrounds, who are not receiv-
ing the teaching and support they should
have as they move from home to school to
neighborhood and to other settings in the
course of each day. Many come to school

But make no
mistake about it:
priderachieverriffit
is not illst a crisis
of.cerfain groups.
It is not linvect to
the poor; it is riot
a problem afflict-
ing other people's
children. The fact
is, two out of three
school clro.pouts in
the United' States
are not poor at the
time they leave
scbool, a'.nd most
children who drop
out have never
been poor.

as well
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using a nonstandard form of English; others
are from homes where English is not the
dominant language or where English is not
used at all. Such children often enter school
with perspectives and behaviors that differ
from those that prevail in traditional class-
rooms. For them, the deck can be unfairly
stacked against academic success, and the
Vears of promise can quickly fade to hope-
lessness and resignation.

But make no mistake about it: under-
achievement is not just a crisis of certain
groups. It is not limited to the poor; it is not
a problem afflicting other people's children.
The fact is, two out of three school
dropouts in the United States are not poor
at the time they leave school, and most chil-
dren who drop out have never been poor.'
What Americans must come to terms with is
that many middle- and upper-income chil-
dren are also failing to thrive intellectually.
By the fourth grade, the performance of
most children in the United States is below
what it should be.

EVERY CHILD CAN LEARN
Years of Promise, the report of the Carnegie
Task Force on Learning in the Primary
Grades, affirms the conviction that all chil-
dren in the nation are children of promise;
virtually all children can learn and achieve
to much higher levels than they are reaching
today, given the right combination of chal-
lenge, attention, and teaching from families,
schools, and communities.

YEARS OF PROMISE



BEING THREE

Children grow and develop at different rates, and the same child will progress more rapidly in some

areas of development than in others. Generally speaking, however, by three most children are:

Self-confident and trusting: They know that they are important, that their needs and desires

matter, and that their actions make a difference. They trust their caregivers and count on them
to teach them and to satisfy their needs; they believe that with their help they can succeed.

Intellectually inquisitive: They enjoy learning new facts, skills, and ways of understanding the

world. They ask many questions to gain information about the world and their place in it. They
can learn from.fantasy play, from books, from television, and, most importantly, from their par-
ents and other caregivers.

Able to use language to communicate: They begin to use words to exchange ideas, concepts.

and feelings with others, and to express aggression and frustration in healthy ways. They can fol-

low simple directions and undet stand the gist of many conversations and stories, and they can
describe themselves to peers in terms of their behaviors or possessions ("I can jump high"; "I
have a don.

Able to use their increasing physical agility to play and explore: They are beginning to jump,
climb, and balance reasonably well, and they enjoy practicing these skills. They have a more real-
istic view of the consequences of their physical actions than they did as toddlers, and this instills
in them both new confidence and somewhat more self-restraint.

Able to relate well to others: They enjoy playing with other children and are beginning to share

toys and ideas. Their relationships with adults become more complex and reciprocal. Children

begin to regulate their own impulses and to behave in ways that will be acceptable or gratifying
to others.

Able to empathize with others: They have a growing sense of connectedness and social

responsibility. They have some awareness of the thoughts, feelings, and experiences of others,
and they show concern, and may intervene, when others are suffering.

REVERSNC, 4It PA*-,RN OF UNDERACHIv[MENT

BEST GOpy AVAILMU
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"{his conviction is fiteled by more than
mere optimism. Beginning with the effective
schools movement and the effective parent-
ing research of the 1970s, researchers have
documented the kinds of family interac-
tions, family support activities, early care
and education, and elementary school prac-
tices and policies that can strengthen chil-
dren's achievement.2 More recent research
has begun to explore how these initiatives
and practices can be expanded to embrace a
much larger number of families, schools,
and communities.1

Poverts' and other adverse circum-
stances do indeed raise the odds against
many children's academic success, but some
parents, some community education efforts,
some preschools, and some elementary
schools have overcome these odds. Today,
hundreds of schools, school districts,
teacher groups, researchers, and technical
assistance organizations have begun to
demonstrate how these initiatives and prac-
tices can be extended to every family, school,
and community to reverse the pattern of
underachievement.

Educators and others are gradually
evolving a more systematic approach to chil-
dren's learning, selecting strategies on the
basis of well-designed evaluations, modifying

these strategies to determine the best

approach for each child, continually assessing
each child's progress, and adjusting instruc-
tion accordingly. No one has all the answers
yet. But enough is now known about learning
and development to begin to make signifi-
cant progress in improving the education of'
even' child. To a greater degree than ever
before, early school failure can he prevented.

YEARS OF PROMISE



THE TASK FORCE'S APPROACH

The report of the Carnegie Task Force on
Learning in the Primary Grades Mcuses on
children's learning and development from
the age of three to ten. It documents the
importance of this age span in laving a firm
foundation Mr healthy development and
lifelong learning. It explores the various con-
texts in which learning takes place that influ-
ence children's Mture achievement and pro-
ductivity. It refutes the myths and counters
the cynicism that have undermined educa-
tional reform efforts and that only further
damage our children. And it considers the
consequences for a nation that, deliberately
or inadvertently, fifils to grasp the opportuni-
ties at hand to foster competent, confident
learners for the twentv-first century.

More importantly, Years of Pmmise oilers

workable remedies. The trajectory of under-
achievement followed by so many of our stu-
dents through no fault of their own can be
changed. The evidence from research and
demonstration is strong enough. the practi-
cal experience from implemented programs
and successful schools firm enough, and the
positive results for children solid enough to
point the way: Educational success is possi-
ble not just for some but for all the nation's
children. By the end of grade four, virtually
even' child can be reading, writing, and
doing math and science at levels now
achieved by only a few.

DEVELOPMENT IN THE YEARS

FROM THREE TO TEN

As they clamber up the ladder to whoosh
down the slide. the three- and four-year-olds
in our playground are indeed moving "fast
forward." Their iwxt seven Years will be

REVERSING TI-1E PATTERN OF UNDERACHIEVEMI NT

marked by rapid and continuous physiologi-
cal, intellectual, and social changes, so that in
seven Years they will be almost unrecogniz-
able from the snowsuited bundles we have
just met. A three-year-old can generally shape
clay, construct sim-
ple sentences, and
express empathy
toward others. A
child of six is agile
and coordinated
enough to ride a
two-wheeler, make
a potholder on a
hand loom, and use
a pencil to print her
name. By age ten,
she will be able to
cartwheel across the
playground, deftly
finger a musical
instrument, or z.zem-

ble a model car from

The trajectory of
underachievelnent
followed by so
many of our
students through
no fault of their
own can be
changed.... By the
end of grade tour,
virtually every
child can be read-
ing, writing, and
doing math and
science a.t levels
now achieved by
only a few.

dozens of small pieces.
By then, she will have almost doubled in
height and weight.4

Brain Development. Many of the leaps that
children make during the years of promise
correspond with dramatic neurological
changes. Thanks to advances in neuroimag-
ing, scientists have amassed more knowledge
over the past ten years about how the human
brain develops than they had accumulated in
the previous several centuries.5 New findings
are revealing the immense capacity of the
young brain for learning. They' arc showing
that, in the first deco of life, brain devel-
opment hinges not only on an individual's
genetic endowment but also, to a greater
extent than previously realized, on experi-
ence and environment.
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FIVE-TO-SEVEN-YEAR SHIFT

In communities around the world, children's capacities and responsibilities shift dramatically some-

where between the ages of five and seven. In many parts of the world, children are expected. during

this period, to know rules, appreciate cultural customs and abide by them, and to take more respon-

sibility for performing household chores, caring for younger children, or tending animals. It is during

this age span that they are thought to be ready for formal teaching or training. The timing and nature

of this shift depends on the cultural context as well as on individual children's rate of development.

their family and community setting, and their educational experiences, but it almost always occurs

during this two-year period.
Developmental scientists have observed a leap, during this age span, in children's social, moral,

and cognitive growth. By age seven, most children can:

Learn for learning's sake: Their ability to learn things is not conditioned solely by the immedi-

ate social or cultural setting. Seven-year-olds can deal with abstractions more readily than

younger children. Presented with an object or an idea, they can make associations based on

memory or imagination.

Focus on an activity for an extended period: Their attention span is growing, and they can plan

and carry out activities requiring more than one step. Seven-year-olds can pay attention to more

than one thing at a time.

Think about themselves in complex ways: Before age five, children often characterize them-

selves in terms of their behavior or their possessions ("I can run fast"; "I have a baby brother");

by age seven, they are often able to generalize about their personal qualities ("I am athletic"; "I

am part of a family"), and they become more accurate in assessing their own strengths and

weaknesses. They can make social comparisons ("I can run faster than Jimmy but not Bobby").

Use language for various purposes: They communicate easily, using a rapidly expanding vocab-

ulary and a grasp of basic grammar. By the time they are seven, children use language not

merely for communication but also for expression and interpretation. Seven-year-olds know

that language can be manipulated, and they enjoy using it to entertain and amuse themselves

and others.

30
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During the Years from three to ten, the
brain is more densely "wired" than at any
other time in the human life cycle that is.
it has more synapses connecting brain cells.
This is particularly true in the part of the
brain that controls complex cognitive func-
tions. such as language and logical thinking.
Brain activity in children ages three to ten is
more than twice that of adults..

In the course of development in early
childhood, the brain tends to retain and
reinforce those connections that are repeat-
edly used and to eliminate those that are
not. As the brain r9atures, excess synapses
are "pruned" a process of refinement that
responds to experience and therefore pro-
ceeds differently for every individual. This
"fine tuning" continues throughout the first
decade of life. Brain researchers believe that
the pruning process, particularly in the cere-
bral corte, is associated with the mastery of
basic skills and the formation of intellectual
capacities.

The brain has evolved in ways that
make it particularly efficient at acquiring a
range of skills, such as language, in a child's
first ten years. Afterwards, learning contin-
ues, but in most individuals later remedia-
tion, while certainly possible, is more diffi-
cult.

Severe neglect or trauma during child-
hood can have a devastating impact on the
development of the brain and on all the
functions mediated by the brain emo-
tional. cognitive, behavioral, and psycholog-
ical. For example. children who experience
chronic abuse or neglect may fail to develop
fully the biological systems that allow and
regulate the expression of emotion and that
can help a child learn to be resilient during

REVERSING THE PATTERN OF UNDERACHIEVEMENT

times of adversity. Children who form
strong, trusting attachments to caregivers in
the early Years and throughout the first
decade are more likely to develop the cop-
ing skills that stand them in good stead In
the face of stresses that life inevitably
brings.;

Cognitive. Social. and Emotional Growth.
With each passing N'ear between the ages of
three and ten, children's thinking and lan-
guage gain precision and complexity. Their
store of knowledge swells, their attention
span stretches, their
capacity for reflec-
tion increases.8 They
become more self-
confident and profi-
cient in their oral and
written communica-
tion and better able
to relate ideas and
feelings to their peers
and adults. These
capacities allow chil-
dren to take on more
challenging academic
tasks. such as reading
and mathematics.
During this age span, children also experi-
ence dramatic social and emotional growth.
developing the framework for negotiating
social .relationships, the capacity to under-
stand and resolve moral dilemmas, and the
attitudes and habits that will affect their
long-term health and even their longevity.

With each passing
year betweeh the
ages oflthree and
ten, children's
thinking and
langtia e gain
predsi 1-1 And
tomple,xity. Their
store oi k .owledge
swells, their atten-
tion span stretches,
their tapacity
for reflection
increases.
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THE BIG SORT
The phenomenal pace of children's growth
along many dimensions, and the nature of
the tasks they must master, make the age
span from three to ten absolutely crucial for
children's optimal learning and develop-
ment. These years offer families. communi-
ties, and schools critical intervention points

for helping children
to develop knowledge
and skills, positive atti-

tudes toward learning,
healthy behaviors,
and emotional attach-
ments of powerful
and enduring signifi-
cance.9 If these oppor-
tunities are squan-
dered, it becomes pro-
gressively more diffi-

cult and more expensive to make up for the
deficits later on.

During these years, children solidify a
sense of who they are academically and
where they stand in relation to their peers.
The ideas they absorb about their own capa-
bilities, based on messages they receive with-
in the family, schools, neighborhood, and
the popular media, can have a decisive
impact on their later success." These mes-
sages can be especially important for chil-
dren whose culture, language, race, family
structure, or economic status differ from
those of the mainstream. Most children,
including those who are later identified as

Some studies
conclude that it
possible to identify
tuture dropouts
as early as grade
three, based on
students' school
performance,
particularly in
language
and' rea"ding.
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"at risk,- begin the early grades with the con-
viction that they will succeed. But by the
time thew reach grade four, the loss of confi-
dence in their own abilities that many expe-
rience may be nearly irreparable.

For the majority of schoolchildren in
America, the early elementary grades are
the years of the "big sort," when educational
stratification begins in earnest.il Studies
over two decades have shown that children's
later achievement is highly influenced by
what happens to them in their first years of
formal schooling. BY the end of third grade,
most children "are launched into achieve-
ment trajectories that they follow for the rest
of their school years."12 Some studies con-
clude that it is possible to identify future
dropouts as early as grade three, based on
students' school performance, particularly
in language skills and reading."

Researchers are finding that children
who are taught inappropriately and take an
early dislike to schoolwork, or who come to
have doubts about their academic worth,
may be at a disadvantage in all future learn-
ing.14 In contrast, those who enjoy classroom
activities and feel valued as learners are like-
ly to seize opportunities for learning both
inside and out of school."

Language-Minority Children. Adjusting to
classroom settings and mastering basic skills
are difficult tasks for anv child. For the
approximately 2.8 million children who
come to school each year unable to speak or
understand English. the challenges are even
more formidable. These children come
from all over the world. Once they enter

YEARS OF PROMISE



Amefican schools, most learn English quick-
ly, becoming reasonably fluent within two to
three years. As they learn English. most
come to prefer it to their native language).
Rut research shows that many children need
much more time as many as four or five
years to master the English-language
skills needed for school success.l7 For lan-
guage-minority children, the challenges are
not merely linguistic: they must learn to
negotiate new cultt.ral terrain as well, inter-
preting new words, gestures, and unfamiliar
ways of communicating feelings, regulating
behavior, or negotiating differences.

'
:

Home and Classroom. The culture of the
classroom may also be disorienting fbr chil-
dren who were born in this country hut
whose race. ethnicitv, or economic circum-
stances set them apart from the other chil-
dren. When they enter school, the expecta-
tions and assumptions they confront may
differ dramatically from those they internal-
ized at home. Several leading scholars have
pointed out that the disparity between the
culture of the home and the culture of the
classroom begins to undermine many chil-
dren's enthusiasm for learning at about the
age of eight.18 If children feel out of place, if

onl! r.
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AT TEN

By age ten, most children have achieved a strong sense of independence and a complex understand-

ing of who they are and how they fit in with their schoolmates and friends, as well as with their par-

ents and other adults. Children mature at different rates, but at ten most children are:

1ougntTu aaout mew :wn Younger children tend to evaluate their strengths in dif-

ferent areas (such as handwriting, running, or singing), but ten-year-olds have an overall sense

of self-worth. They can compare their own capacities with those of other children, and they

have a clear sense of the social acceptability of the traits they see in themselves or in others.

h:cal. ccnsistcnt. Ten-year-olds can use logic to

organize information and can solve complex, multistep problems on their own. They can also

describe the mental activities and logic that undergird their learning processes. Having mastered

many basic skills they can now imagine future possibilities that propel their interest in gaining

other skills. As they read (or watch television or use their computers), they can think critically,

comparing the perspectives of more than one person and grasping the relationships among dif-

ferent theories or facts.

V Able to use language effectively and to adjust their use of the language to different situa-

tions: They can use their wide vocabulary and strong grasp of grammar to describe their expe-

rience. defend a position, or negotiate conflict. They can understand and use the language of the

home, the classroom, and the community when each is appropriate.
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Able to use their bodies effectively: Ten-year-olds have learned the physical skills needed for

a range of games and activities, such as basketball, gymnastics, or swimming, and with practice

they can become proficient in these areas. They can participate effectively as part of a team.
They have well-developed fine motor skills and can manipulate small objects with ease.

Forming a set of values to guide their behavior: They are able to articulate an ethical dilem-

ma and to explain the principles that underlie it. Having tested the core values of their families

and communities against those of their peers, they are able to internalize a consistent set of val-
ues that guide their behavior.

Able to negotiate a wide range of social interactions without adult help: By ten, most children

have mastered the basic social conventions of their communities and appreciate the usefulness of
those conventions. They can define their place within a peergroup and can participate, without adult

supervision, in rule-based games. Ten-year-olds can develop friendships that transcend momentary

interactions, and they seek to resolve conflicts in order to sustain important relationships.

lions in rcgular classr(.i)ms. The number of
snack.niti ages three to twenty-one annualk
served bv special education prograirs has
climbed sharpk. reaching 5..1 million in
1993-94. This represents a 37.5 percent
incrca,c ,,ince 197(1-77. btAWCen

thr ages of three and eleven constitute more
than half the spe( ial education population.

Students identified as having. specific
learning disabilities a«.otlin Fur slighth
more than half (il all those in special educa-
tion. 1.here is growing eNidence that many of

Rf vfl,s,fff, Ttil PAT f [RN Of UND(PAcHlf vfmt.f

these children iniu not belong in special
edit( intion at all. Some are referred hv well-

intentioned teachers who believe that a spe-
cial education pkweinent is the ()ilk way II)
get extra help for students running into aca-

demic trouble. .%1 the same time, it appears
that children tiihm other kinds of special
needs those with emotional and belhu-
ioral plublents wit\ bc imficINclv"1"
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For too many children, a referral to
special education is a one-way ticket: too few
are given opportunities to return full time to
regular classrooms. In some big-city school
systems, the rate of "decertifying" children
from special education may be 5 percent or
less.21 In these districts, students in resource
rooms and self-contained settings appear to
be making very little headway in mastering
basic academic skills.

UNDERACHIEVEMENT

IS A GENERAL PROBLEM

Children from all backgrounds face obsta-
cles to successful learning native speak-

ers of English as well as second-language
learners; children in regular classrooms as
well as pupils in special education; children
from middle-income families as well as
those who live in poverty; children in the
suburbs as well as those in the cities. If their
approaches to learning are at odds with the
approaches to teaching that characterize
most classrooms, and their strengths and
needs go unnoticed, they are at special risk
of having educational experiences that are
at best unsatisfactory, and at worst deeply
scarring.

And indeed, by the time they reach
fourth grade, the great majority of today's
children have not met the standards for pro-
ficiency in reading, writing, and mathemat-
ics that have been set in this country. The
United States has yet to reach professional
or popular consensus on acceptable levels
for student achievement, but in 1992 the
Governing Board of the National Assess-
ment of Educational Progress (NAEP) made
an effort to define what the nation's stu-
dents should achieve in reading and math.

14
, 36

On the 1994 assessment, NAEP found that
nearly three-quarters of the nation's fourth
graders could not. meet the reading criteria
set for their grade.

To meet the "proficient" standard on
the NAEP examinations, children must show
that they can read, understand, and draw
conclusions from a variety of texts selected
for their age and grade. But a large percent-
age of students 42 percent were unable
to reach even the basic achievement level,
which requires only literal comprehension
of reading passages.

Mathematics achievement is even

lower. The vast majority of fourth graders
82 percent could not meet the standard
for proficiency in mathematics on the 1992
assessment, the most recent test for which
data are available. This test included prob-
lems considered to be "challenging" for
fourth graders. For example, one question
was, "By how much would 217 be increased
if the digit 1 were replaced with the digit 5?"
A large percentage of fourth graders 39

percent were unable to reach even the
lowest achievement level, which required
them to solve "easy" problems. such as
"divide 108 by 9."

The NAEP examinations also measure
writing achievement by asking students to
write in ways appropriate to different pur-
poses: persuasive writing, such as writing a let-

ter to the school principal taking a stand on
whether the school year should be longer;
narrative writing, such as writing a story about

an adventure as a space traveler on another

YEARS OF PROMISE



flanet: or informative writing, such as describ-

ing a typical ltmchtime at school. In 1994,
two-thirds of fourth graders were 'unable to
provide a "developed" response to any of
these tasks. Nine out of ten could not meet
the standard for persuasive writing.22

Figure 1.1

Perhaps the most telling evidence of
American students' widespread under-
achievement emerges from a series of case
studies of education carried out over more
than a decade comparing schools in Min-
neapolis and Chicago with schools in cities

MEAN MATHEMATICS SCORES FOR FIRST AND FIFTH GRADE
STUDENTS: AN INTERNATIONAL COMPARISON
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The findings of a 1987 study of fifty-one schools in three East Asian cities and the
Chicago metropolitan area are sobering. In the first grade, the mean for the highest-
scoring American school is lower than any of the Chinese schools and is at about the
median for schools in Taiwan and Japan. By the fifth grade, only one American school
scored as high as the lowest-scoring East Asian schools.

Source: adapted from Harold W. Stevenson and James W. Stigler. 1992. The Learning Gap: Why

Our Schools Are Failing and What We Cnn Learn from Japanese and Chinese Education. New York:

Touchstone. p. 35.
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PERIL ;-ND POO:11SE: P.°EVE1,1TABLE RISKS AND 11'SSED OPPORTUNITIES

Beginning about age three, children require much less constant care than infants and toddlers, and

they are also, as a group. relatively healthy. And yet, in the years of promise. American children face

a range of serious risks and missed opportunities almost all of them preventable.

--teaith ana Safety

One in six children under the age of five has no health insurance.

Accidental injuries are the leading cause of death among children from three to ten all the

more tragic because most of these injuries can be avoided with safety measures such as seat-

belts in cars, bicycle helmets. and "child-proof" households.

Asthma, the most serious chronic disease of childhood, has increased by one-third since 1981.

In this time. childhood deaths from asthma have doubled. These increases are related to aller-

gens and pollutants inside and outside the home, as well as to inadequate medical care and lack

of education about the disease.

Youngsters from three to ten are at the highest risk for experiencing child abuse.

Early Care and Education
During 1995. fewer than half of all three-to-five-year-olds with family incomes of $40,000 or less

were enrolled in preschool. compared with 82 percent of children from families with incomes

of more than $75,000 per year.

Fewer than one-half of eligible low-income three-and four-year-olds receive Head Start services.

7 No more than one in six three-to-five-year-olds of all income levels attends a child care center

that can be considered "high quality."

in Japan. Taiwan, and China.According to
these and other studies. American children
do not differ from Asian children in their
underlying aptitude for mathematics, but
their performance falls steadily behind the
other groups' performance over time.24 By

36
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the fifth grade, in the sample studied, only
oric American school's average score was as
high as that of the lowest-performing Asian
school. A few individual American students
do as well as the top-performing Asian stu-
dents, but they are found less often in the
later grades.

BEST GOPY AVAILABLE
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School Achievement
Kindergarten teachers report that one-third of children entering elementary school about
one million a year lack basic school-readiness skills.

One in eight children between the ages of three and twenty-one has been referred for special
education services approximately 5.4 million people nationwide. More than half of those
receiving these services are between three --id eleven. Many of them benefit substantially from
these services, but others are never given the chance to achieve as much as they should. For
example, fewer than one in four of the approximately 130,000 children who are in special edu-
cation in New York City will graduate from high school.

About 9 percent of children whose mothers did not graduate from high school repeat the first
grade. The figure for all children is 5 percent.

Most fourth graders do not reach standards of proficiency set by the National Assessment of
Educational Progress in reading, math, or science.

Forty-two percent of three-to-five-year-olds are not read to on a daily basis.
Only 10 percent of schools report systematic communication between kindergarten teachers
and early education caregivers or teachers about children who are about to enter kindergarten.

Out-of-School Time

Many parents are reluctant to admit that they leave their children unsupervised, but estimates
of "latchkey" children range from more than 1.5 million to seven million. The proportion of
latchkey children begins to rise at age eight. In one survey, 41 percent of parents said that their
school-age children are often left alone from the end of school until 5:30 p.m.
One in four nine-year-olds watches television five or more hours a day.

HAS AMFRICAN EDUCATION

DETERIORATED?

Flat lines tell the story. .1lthottgli American
students below proficiency levels
set by the national assessment. they are

doing about as well at mastering the three Rs

its their parents and teachers did mentv-live
Years ago. These results suggest that schools

RtvFRSINI(2 THF PAIT,RN Oi UNDERACHILVIMEN1

are holding the line academically, despite
dealing Iith the tough challenges of higher
child poverty rates. frayed communities and
families. and a constant stream of new immi-
grants. Some groups of. children notabh
African Americans are actualh doing lwt-
ter than ever before.
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Figure 1.2

NATIONAL TRENDS IN AVERAGE ACHIEVEMENT IN SCIENCE, MATHEMATICS,
READING, AND WRITING, NAEP SCALE SCORES, 1970-1992
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But even these improvements must not
obscure the fact that, in the real world of
education, the United States is not ade-
quately preparing most of its students for
the twenty-first century. No longer can it
afford to waste the talents and potential of
so many of Ili children.

The American education system was
designed to provide some
schooling for all, and by
and large it has done so
over the years - certainly

a historic achievement.
But the intention was to
prepare most children to
hold jobs, raise families,
and participate as citizens
in a world that relied
primarily on physical
labor and, by today's stan-
dards, simple machinery.
The great majority of
America's children were
educated just well

enough to function in
that world. The public
schools as a whole made
no effort to develop most
of their students fully:
they did not need to and
were not expected to.2F,

Because of the
nature of the economy
and the abundance of
national resources, the
prosperity of the country
could still lw sustained

$40-

-

with an education system that allowed many
young people to fall short of their academic

promise, to the extent of excluding some
groups from the best educational opportu-
nities because of their race, language, cul-
ture, gender, family income, or other rea-
sons haying nothing to do with their ability

to learn.

Figure 1.3

CHANGE IN MEDIAN ANNUAL INCOME (IN 1992
DOLLARS) FOR 25-3 4-YEAR-OLD U.S. MEN,
BY EDUCATION LEVEL, 1945-1992
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"WE HAVEN'T FOUND A LIMIT TO WHAT OUR KIDS CAN ACHIEVE...

This is how one teacher described rising expectations in a school that has adopted a university-devel-

oped comprehensive instructional model:

"The program has changed how our teachers and parents think about themselves and the children.

Before, when a teacher was totally dedicated to seeing a student improve, it was extremely frustrat-

ing, and often the teacher concluded that it was not her fault: it was the child's. That's natural. It's

self-preservation. A teacher can't go home every night believing that she is totally incompetent and

keep doing this job.

"With the program's training and materials, teachers started to see the children begin to learn and

improve. We began to feel good about our professional capabilities. It changed how we thought

about the kids and what they could accomplish.

"As teachers, we continue to be astounded by just how much our students can do. Our expectations

for students have risen with every year that they are in the program, and their test scores continue

to rise. Every summer I meet with our principal and we look at the numbers and say, 'We need to

prepare 'or the fact that this may be the year when our scores top out: their test results can't keep

rising year after year.' But every year we continue to be surprised that even with increased numbers

of high-risk students, on-task behaviors continue to go up, test scores continue to go up, office refer-

rals continue to go down. We haven't found a limit to what our kids can achieve. And this has been

true not only for our general-education and English-speaking students, but for all our subgroups

the kids with limited English proficiency and others with special needs.

"Teachers want to feel successful, to feel good about what they do. The structure of this program is

empowering because it helps us know what to do with particular students to produce measurable

results. Some of our teachers are using this new sense of self-esteem and efficacy to question and

experiment with other areas of their practice.

"Our parents seem to be changing as weli. Seeing their children progress and realizing that they can

help has led parents to demand more and to question things more.-

ilEST P`i ASMIA13LF.,
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But today, while the essential purposes
and results of public ( ucation have

remained fairly constant, the requirements
for ensuring future prosperity and for
strengthening and renewing our democratic
society have changed dramatically. Even
though they may have attained the same
level of education as their parents, young
people entering thc workfbrce with no more
than a high school diploma today are find-
ing fewer and fewer living-wage jobs.26 With-

out plentiful good jobs, there are fewer sta-
ble families than there were in past genera-
tions, and there are higher levels of stress,
violence, and crime.

THE CIRCLE OF BLAME
Today, Americans are beginning to see the
drastic shortcomings of an education system
that has been geared to the academic suc-
cess of some but not all. They see teachers
who are poorly prepared to address the edu-
cational needs of the diverse students in
their classrooms and who, unlike their
Japanese and European counterparts. are
denied the time and opportunities to
improve their teaching skills. They see tax
dollars spent unwisely or distributed unfair-
ly. They worry that the nation could slide
into economic insecurity and even social dis-
order if their children are ill-equipped to
meet the demands of the new century. Some
may conclude that the problems are just too
big, too costly, and too overwhelming to
counteract or reverse.

As the nation's confidence in its educa-
tion system slips, there has been a tendency
to play a blame game. Parents blame schools

REVERSING THE PATTERN OF UNDERACHIEVEMENT

for not teaching, and teachers blame par-
ents for not preparing their children to
learn. School administrators blame poorly
prepared or half-hearted teachers, and
teachers blame remote and uninformed
administrators. Religious groups blame fam-
ilies and schools fbr failing to educate chil-
dren, and schools
wonder why they are
not getting more
upright students. Par-
ents and educators
look to business to
provide enough jobs
at an adequate wage,
and business wonders
why families and
schools seem unable
to provide young people with the attitudes
and skills they need to hold a job. Mean-
while, the media target the culprit of the
month, and everyone blames the govern-
ment.

Schools may have the primary respon-
sibility for children's formal education, but
their educational success is influenced by f'ar
more than what happens to them in school.
Families, preschools, religious and other
community institutions and, beyond these
immediate influences, the broader array of
institutions that bear on children's lives
the media, employers in all sectors, higher
education, and government have a
shared responsibility to contribute to chil-
dren's learning and healthy development.
When a single child fails to achieve, all of

Today, Americans
are beginning to
see the' drastic
shortcomings of an
education system
that has been
geared to the aca-
demic success of
some but not all.
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these institutions are likely to be at fault. All
of these institutions, therefore, must now
ask themselves how they can help to reverse
the pat tent of underachievement among the
nation's children and bring our education
SVstelll into line with our national need for a
wholly educated population.

Tlw first step is for the key learning
institutions to change their basic assump-
tions abmtt the quality of work that children
of diverse backgrounds can be expected to
produce.

DEALING WITH THE STACKED DECK
While the majority of American children are
not achieving as much as they muld, children

22
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in poverty are at even higher risk of educa-
tional failure. Most poor children in America
are white, but poverty Occurs disproportion-
ately among African Americans, LuMos, and
Native Americans. Thirty percent of all fourth
graders reached the NAEP "proficient" stan-
dards few reading in 1994, but only 9 percent
of African American children and 13 percent
of Latino children did so.27

Some of the reasons ibr the lower
achievement of children in poverty are Obvi-
ous. Not only are their educational trajecto-
ries largely set lw their family's income and
lw their commtuntv's resources and conunit-
mem to educating them, but they are prone'
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to a wider range of preventable risk factors.
For instance, children from low-income fam-
ilies are at significantly higher risk of experi-
encing serious illness or injury that causes
them to miss school days and that in other
ways impairs learning.28 By the same token.
they have less access to medical and health
care programs that might prevent or treat
such chronic problems as asthma efkctivelv.

Moreover, compared to children from
more financially secure families, low-income
children are much less likely to have access
to high-quality preschool programs. a rigor-
ous, enriched elementary school education.
and stimulating after-school programs to
supplement their classroom learning.29

Pc vertv can have a more subtly destruc-
tive impact on the way children are per-
ceived, taught, and evaluated in school.
Research repeatedly points to differences in
the ways that children of low-income house-
holds or neighborhoods and those of more
affluent families are treated. Studies show,
for example that teachers Lend to have
lower expectations for children perceived to
be from impoverished backgrounds and to
pay less attention to them.30

Poor children typically attend schools
with far fewer fully qualified teachers.31 One
study found that kindergarten teachers in
low-income schools were less likely than
those in middle-income schools to coach
children in the "game of school" showing
them how to gain a teacher's attention in a
positive way, how to hold to classroom rou-
tines, or how to adopt successful learning
strategies.32 Some elementary teachers in the
low-income schools said they were nmre like-
ly to reward with high marks children who
"work but don't talk out" and to give low
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marks to children who are "talkative." 11
Teachers in the middle-class schools were
more likely to tolerate talking as long as it
did not disrupt the flow of classroom activi-
ties. Conversation was seen as an important
interaction that helps children learn.

Many poor children from diverse back-
grounds have managed to succeed in school
despite the obstacles they encounter. More
often than not these children have benefit-
ed from the sustained attention of institu-
tions and individuals committed to their suc-
cess and from programs that have been
shown to promote healthy development.
Poverty certainly can and does impede chil-
dren's learning, but poverty in itself is not an
insuperable obstacle to school success.

THE POWER OF EFFORT

Children obviously do differ from each other.
They differ in temperati nt, abilities, disabil-

ides, and kinds of intelligence. Some run
faster, draw better, or
sing more sweetly than

others. Some of these
differences appear to
be inherited. But too
frequently the simple
fact of human variabil-
ity has been extended
or interpreted to sug-
gest that there is a pre-
set, measurable limit
on what each child
can hope to learn and accomplish a limit

that is fixed by heredity or family background
and that is virtually itnpervious to teaching.
This belief is simply wrong. When it is applied

Studies show, for
example, that
teachN-s tend to
haye lower expec-
tations for children
perceived to be
from impoverished
backgrounds and
to pay less atten-
tion to them.
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to whole groups of children on the basis of
language, race, or ethnicity, it is not only
wrong; it is racist. The fact is that differences
among children predict little about what they

will be able to achieve, when they have the
right motivation, atten-

tion, and support.
Studies showing

the malleability of
IQ scores, cognitive
research on the way
children learn, the
experiences of partic-
ular schools and pro-
grams, and interna-
tional comparisons all
show that children
can learn to higher
levels than is often
predicted for them.m

Evidence from

the exhaustive study
of elementary educa-
tion in Japan. China.
and the United States.

mentioned earlier, is that higher achieve-
ment in the Asian countries stems, at least in
part, from a belief in the power of effort
on the part of both teacher and student.
This belief pervades the organization and
work of schools in those countries. Again
and again, in surveys of parents and teach-
ers, in the testing of children, and in direct
observations of classrooms, the prevailing

Low expectations
for what children
can know and be
able to do hurt
children in many
ways, but perhaps
mdst.crueily by
denying the pOwer
of strenuous effort.
They excuse chil-
dreri from the hard
work needed to
grapple with diffi-
tult ffiaterial. They
excuse parents
and teachers from
the considerable
exertion required
to motivate nd
teach every child.
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assumption in the Asian schools is that virtu-
ally everv child will do well in school, given
enough time, instruction, and support.35

Perhaps the most persuasive evidence
is the track record of the many schools that
have succeeded, under the most harrowing
circumstances. in educating children to
much higher levels. If in similar circum-
stances even one school succeeds where oth-
ers fail, then the determining factor must be
the efforts exerted by the school and its part-
ners not the inherited abilities of its chil-
dren. As Ronald Edmonds wrote in 1979,
"How many effective schools would you have

to see to be persuaded of the educability of
poor children?"16

Low expectations for what children
can know and be able to do hurt children in
many ways, but perhaps most cruelly by
denying the power of strenuous effort. They
excuse children from the hard work needed
to grapple with difficult material. They
excuse parents and teachers from the con-
siderable exertion required to motivate and
teach every child.

Low expectations of children are not
simply a product of uncaring or bigoted
people; they are built right into the system.
In some cases teachers may expect little
from their pupils because they have not had
the opportunity, in their professional educa-
tion or in their in-service training, to learn
about more successful approaches to teach-
ing. Overcoming damaging myths about
children's aptitude requires change
throughout the system. It means expecting
all children to master the same ambitious
content while recognizing that individual
children win progress by different routes
and at. different rates.

YEARS OF PROMISE



Evidence of the efficacy of good teach-
ing now COMCS not only from classroom
experience and assessment data, but also
from the field of cognitive science the
study of how our minds work, how we think,
remember, and learn. In numerous labora-
tory and classroom experiments, cognitive
scientists have shown that, by
studying closely how children
learn and by ahering teach-
ing techniques based on that
analysis, it is possible to pro-
duce dramatic improvements
in the learning of even very
low-performing st uden ts.37

The reacting programs
described further on in this
report are examples of how
some efforts, informed by
the findings of reading
research, have substantially
increased children's reading
achievement.

No single program or
strategy can be expected to
cure all of the nation's edu-
cational ills. What can work is
paving close attention to how
children learn, redesigning
instruction based on those
observations, and then test-
ing the efThctivem.ss of the

RVN1 IHL PA1URN OF UNDERACHIEVLMENT

redesigned methods and materials. These
methods can and should become a standard
part of all educational practice. If applied
systematically and intensively, such a process
can overcome to a large degree the prob-
lems that individual children may bring to
their schooling.

.6-
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CREATING THE CIRCLE

OF RESPONSIBILITY

It is time now to move from a circle of blame
to a circle of responsibility, in which the
resources of the nation are mobilized to
meet the educational needs of all of Ameri-
ca's children. In };,ars of Promise, the
Carnegie Task Force on Learning in the Pri-
mary Grades proposes a way to assure chil-
dren's optimal educational development
a comprehensive learning strategy that

entails a far-reaching
collaboration of the
key institutions of soci-

ety that most influence
children's learning.

Implementing
a comprehensive
approach to children's
learning from three to
ten will require a

national commitment
one that includes

current school reform
efforts but that is

much broader in

scope. It will require
every sector of our society and every pivotal
institution to assume responsibility for seeing
that every child learns to a high standard,
with no exceptions and no excuses. It will
require every individual within each sector
and institution to take personal responsibili-
ty for doing what it takes to support chil-
dren's learning. Beyond this, the strategy will

If we fail to keep
the promise if
we continue to
focus on the most
fortunate young:-
sters and leave The
rest behind the
costs to our.society
in human distress,
lost productivity,
cnme, and welfare,
and in the fraying
of the nat.ion'
democratic ideals,
will be unbearable.
The choice is ours.
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require families. community institutions,
preschools. elementary schools, after-

schools, and the media to link together in a
circle of responsibility to make sure that all
children emerge from their first decade of
life as competent, confident learners.

It is within the nation's power to
accomplish these results for children. If we
fail to keep the promise if we continue to

focus on the most fortunate youngsters and
leave the rest behind the costs to our soci-

ety in human distress, lost productivity,
crime, and welfare, and in the fraying of the
nation's democrafic ideals, will be unbear-
able. The choice is ours.

YEARS Or PROMISE
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Introduction

ELEMENTS OF A COMPREHENSIVE

LEARNING STRATEGY

Children learn in every waking hour, wherever they are, whatever they are doing. To

be sure, families and schools bear the greater burden of responsibility for chil-

dren's healthy development, and they exert the most powerthl influence on their learning. But

as children grow, they come under the sway of many overlapping spheres of influence a con-

stellation of intbrmal social ties and formal supports within a community that encompass not

only households and schools but extended families, peer groups, preschools, community-based

programs. health services, religious institutions, parents' workplaces. and the media. Each has

its own distinct "culture" and its own particular impact on the experience of learning. Each can

be informed and strengthened by the most effective practices in its particular field.

The next four chapters of this report focus on the core institutional influences on chil-

dren in the years from three to ten families and communities, preschools, and elementarY

schools -- while also examining the increasingly pervasive impact of television and other elec-

tronic media on children's lives. There are practices within each of these spheres of influence

that have been evaluated and that are known to foster children's learning or show promise of

effectiveness beyond the level of experiment or demonstration. What needs to happen now is

to put this knowledge and wisdom to work, within and across the sectors, on a large-enough

scale to make significant improvement in children's educational achievement and in their

healthy development.

The report closes with an action strategy for creating a comprehensive learning system for

children. In this time of profound social and economic transition, no single institution can

realistically be held fully responsible fOr ensuring the education of children as they move from

early childhood to early adolescence. The action strategy calls for each major institution that

contributes to children's learning families in the context of' communities, preschools, ele-

mentary schools, and the media to align their efforts more consistently with the common

principles of effective practice outlined below.

5 1
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The strategy also calls upon the institutions in this "ecology of learning" to reach beyond

their traditional isolation from each other to find new ways and create new mechanisms to

link and coordinate their work so that children's learning and healthy development are rein-

forced from every side. Even if these institutions do not link with others, they can still con-
tribute positively to children's education independently. The failure of one to do its job effec-

tively, therefore, is no justification for the others to slacken or falter in their own efforts.

COMMON PRINCIPLES OF EFFECTIVE PRACTICE
The conceptual framework for educating three-to-ten-year-olds advanced here is based on the
Carnegie task force's two-year study of the programs and practices that are already being imple-
mented by key institutions and that are producing successful results for diverse groups of chil-

dren. Out of this worl. the task force has derived a set of common principles of best practice.
These are offered here as a guide for considering what each institution can do to educate all

children well and how these practices fit together.
Some might argue that these principles apply only selectively to particular institutions,

depending on their primary function. It is generally accepted, for example, that elementary
schools should set high standards for children's learning. But it may be less obvious to Ameri-

cans that parents, child care providers, basketball coaches, librarians, and even television pro-
ducers should also articulate high expectations for children. It is also generally agreed that
children need continuity in their home life and that revolving-door parents undermine chil-
dren's academic achievement. But people may be less aware that constant staff turnover in a
preschool or after-school program also undermines children's educational success.

The task force believes all the frontline institutions in children's lives should begin now
to incorporate these principles into their practices and policies. To varying degrees, the fami-

ly, community agencies, preschools, elementary schools, and the media all can:

Ensure, from the start, that children are ready to learn, physically and emotionally. They
can work to see that children are safe, healthy, well-nourished, and free from debilitating

anxiety.

V Set high expectations. They can set and communicate high expectations for every child,
including children with special needs.

Offer varied, engaging, effective learning activities. They can provide a range of challeng-
ing learning opportunities, reflecting the fact that different children learn in different
ways. These activities should be based on the best available knowledge of effective teach-

ing practice and help children draw connections between these activities and their every-
day lives.

30 5 2
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Help children build stable, trusting relationships with adults. They can create secure, sta-

ble, predictable environments for learning in which even. child is known welt by at least
one adult.

v. Respond quickly when problems arise. They can observe every child's progress on a con-
tinuing basis, so that when problems occur, intervention is immediate.

Support the adults who influence learning. They can provide Ongoing education and sup-

port for all adults, beginning with parems. who influence children's learning. This means
providing anyone who works with children teachers, caregivers, counselors, activity
leaders, coaches continuous professional development designed to improve results for
children.

Make efficient, equitable use of resources. They can deploy resources fairly and efficient-
ly, based on the premise that different children will need different levels of time and
resources to achieve adequate results. Programs or practices that do not prove to be effec-
tive in helping children learn should be discontinued.

Collaborate with other institutions. They can make conscious, sustained efforts to link
with other institutions, agencies, or programs that affect children's learning or have poten-
tial for promoting learning.

Take responsibility for results. They can document children's progress toward meeting
expectations, analyze the factors that promote or hinder learning, and make the changes
needed to improve results for all children.

If the core institutions discussed in this report were to apply these principles across the
board and take steps to coordinate their approaches, these measures would significantly boost

children's educational achievement. But to accomplish these goals, they will need the backing

of school districts, county, state, and federal governments and the other sectors that have a

powerful impact on what these essential institutions are able to do. The circle of responsibility
must be expanded. Only then can our nation's educational underachievement be reversed.
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Chapter 2

LEARNING IN FAMILIES

AND COMMUNITIES

The park empties and the swings are finally still. At day's end. American children go

honw to many different kinds of households a fourth-floor walk-up, a garden

apartment1 split-level. -daddy's house.- a new fOster home. or grandma's and grandpa's. But

whet ever there are children. home life tends to be cluttered and complex. Doors swing open

and slain shut: dishes pile up and laundry accumulates: shoes and keys disappear: refrigerators

mysteriously empty, and the baskets that collect household bills just as mysteriously fill up.

\teals are thrown together, and ringing telephones punctuate dinner conversation on those

rare occasions when family members manage to eat together. Television or radio accompanies

virtually every activity. In the midst of this environment, children from age three to ten gain

their first glimpses of how ideas, attitudes, expectations. and feelings are communicated, or sti-

fled: how goals are set and tasks are planned and completed, or abandoned: how conflict is

negotiated, or ignited: and how their parents wspond to _ or overlook _ their evolving needs

and interests.

FAMILY: A WELLSPRING OF LEARNING

Any thought of how the institutions that shape children's lives can improve educational

achievement must start with Families. Families are the first and most important influence on

children's learning and development and have the most enduring impact on their life course.

Starting Points, Carnegie Corporation's 1994 report on meeting the needs of the youngest chil-

dren, stressed that healthy development depends primarily on the kind of care altd nurture

that pamns provide and on the kind of settings they create for children's growth and learning.

During infancy and the preschool years, parents contribute to their chiidren's later sue-

cess by maintaining a warm, supportive, :Ind stable relationship with them, while setting firm

limits. In this way, thev lmild a foundation of trust, self-esteem, and intimacy and foster a sense
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of belonging. But the importance of par-
ents' job as first teachers does not end there.
Research has repeatedly demonstrated that
the intellectual growth of young children

great extent on the interac-
tions they have with
their parents or care-
givers in particular
the verbal interplay
that takes place in the
context of an affec-
tionate relationship.
Parents or other care-
givers can help devel-
op children's curiosi-
ty, language acquisi-
tion, and learning in
other ways as well
by maintaining a stim-
ulating home environ-
ment; making avail-
able a variety of read-

ing materials, educational toys, and games;
reading aloud to them; or posing questions
that elicit more complex responses than a
simple "yes" and "no." These practices have
been shown, over time, to enhance achieve-
ment.1

As children master new skills, stretch
their attention span, and begin to explore
and expand their world, the most exciting
game for them is one that leads to solving a
problem. Parents can help develop their
children's imagination, memory, and prob-
lem-solving abilities by asking them to
recount the day's events, encouraging them
to express their thoughts and feelings, and
challenging them to think about "what
would happen if you tried to slide up the
slide instead of down?" or "what happened

depends to a

Research has
repeatedly demon-
stfated that the
intellectual growth
of ung children
de en to a great
ex ent on the
interactions they
have with their
parents or care-.
givers in _partic-
ular the verbal
interplay that
takes -place in
the cdntext of
an affectionate
relationship.
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to the water as it drained out of the bath-
tub?" As they read aloud to their children.
parents can ask them to describe what is
happening in the picture, to retell part of
the story, to guess what will happen next, or
to imagine how one of the characters in the
book say, the old woman or the kitten or
the moon might tell the story.'2

Children often delight in being taken
on outings to parks, libraries, museums, and
children's events and taking part in regular
family chores, especially if their parents
make a game of sorting the laundry, picking
out cherry jello at the supermarket, or wash-
in the car. As the family sits down to watch
television, children can learn more and
develop their critical faculties if parents
engage them in discussions about what they
have seen.

By the time they reach the ages of
three, four, and five, most American chil-
dren spend large portions of the day in out-
of-home care and early education, and thev
may startle their parents by coining up with
idioms or ideas that are clearly not home
grown. As their children move back and
forth between their homes and outside set-
tings, parents continue to play a strong role
in their learning. According to studies of
Head Start and other early education initia-
tives, children make more substantial,
durable gains when their parents or other
primary caregivers take an active interest in
their preschool life, visiting the center,
observing the children, and talking with the
teachers.3

YEARS OF PaOMISE



When children reach elementary
school age and venture f miller out into the
world. thev spend more time at other chil-
dren's homes. putting more store in their
teachers' Or coaches opinions and becom-
ing more preoccupied with how they fit in
with their peers at school or on the block.1
Some parents may worry that their influence
is eroding, that their children are slipping
away from them. There should be no confu-
sion On this point. Throughout the age span
from three to ten, the home remains a well-
spring of learning and a critical filter
through which children interpret the expe-
riences and information they bring back
from Ms. Matthews' class or Memorial Park.
Ramon's house or the Playland arcade.

Recent studies of families whose chil-
dren succeed particularly well in school have
identified the practices that have a positive
impact on children's learning, regardless of
parents' income, educational level, or native
language.", Virtually all of these practices can

be taught for example, in parent support
and education programs.

When parents create a borne environ-
mem that encourages learning, when their
expectations for their children's perfor-
mance are aligned with high standards set at
school, and when they become actively
involved in their children's education at
school and in the community. their children
earn higher grades and higher scores on
achievement tests than do those whose par-
ents are uninvolved. They have better atten-
dance records, more completed homemtrk
assignments, fewer referrals to special educa-
tion. more positive attitudes and lwhavior.
higher griuluation rates, and greater enroll-
ment in postsecondary education.h

LEARNING IN FAMILIES AND COMMUNIf IES

After children enter school, their lan-
guage development and reading achieve-
ment continue to be substantially enhanced
by the opportunities for learning they find at
home.; Parents who join workshops that
show how they can support and become
partners in their children's math educaticm
ill the hours at home. fOr example, can help
to boost their children's performance.
Whatever the subject or content. parents
exert a primary influence on children's
motivation to learn.-

Large-scale studies have shown that
parents' own income and level of education
are powerful predictors of children's educa-
tional achievement. but neither a wall of
diplomas nor an impressive salary can guar-
antee a child's acadenlic success, particular-
ly if home life is subject to the stresses of
depression. overwork, or divorce. Nor does a
parent's spotty educational history or a
scanty paycheck doom a child to poor
achievement. Numerous studies of individ-
ual families show that what parents do with
their children is important for students' suc-
cess. whether the family is rich or poor.
whether the parents finished high school or
not, or whethel the child is in preschool or
the upper grades."

ALL FAMILIES NEED HELP
Fortunate indeed is the child of promise
who receives it steady supply of infOrmed
and caring attention from parents. But
many parents of even description, in every
sector of our society, are slutrt on time and
long on stress. For many parents in the inner
cities, the conditions of poverty. sot ial
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PARENTS CAN HELP THEIR CHILDREN SUCCEED IN SCHOOL

Parents can help their children become confident, competent learners by letting them know that they

value education, that they expect them to succeed in school, and that they will do everything in their

power to help them meet these expectations. Parents can show that commitment by:

Reading with their children. Children whose parents read to them consistently and from an

early age are more likely to succeed in school. Even very young children come to anticipate

phrases and events in favorite stories, as every parent who has skipped a word in an often-

repeated story knows. Children and parents can chat about the people and places they

encounter together and can engage in imaginative play that springs from the stories. Family read-

ing can continue as children grow older and learn to read themselves: parents and children can

take turns reading to each other.

Using everyday occurrences to enrich school-based learning. Cooking, for example, provides

many opportunities for learning simple and complex concepts that may then be applied to math-

ematics and science measuring and mixing ingredients, comparing shapes and volume, and fol-

lowing instructions. A preschooler can help to sort the groceries as his parents unpack the bags.

As her parents undertake repairs around the house, a school-age child can make and record

measurements, estimate how much paint will be needed, or draw a floor plan.

Promoting a smooth transition from preschool to school. Only one-third of elementary

schools now organize orientation visits for all entering kindergartners and their parents. If local

schools do not offer such a program. parents should arrange individual visits. They can also ask

their child's preschool teacher or program director to contact the new school, in writing or by

phone, to let them know about the child's educational strengths and needs.

Understanding and reinforcing high standards. Children fare best when there is a good fit

between parents' expectations and the school's standards. Parents should talk to their children's

preschool teachers about the kinds of skills that each child is expected to master and then
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encourage their children to meet these ,:tandards. Once a child reaches the primary grades,

there may be a mismatch between the family's standards and those of the school: a child needs

to know that her parents and the school expect great things of her. Helping a child to develop

good homework habits will go a long way toward enabling her to meet these standards many

parents establish a "homework before television" policy and ensure that their children have a

quiet place and time to do their homework every day.

Talking with their children about each day's classroom experience and asking to see any

notices from school. When a child comes home, her parents tell her something about their day,

and then ask about hers. Is a special activity coming up? Did she bring any notes home? Did a

music or art teacher come into the classroom? Did she play outdoors? What was the best part

of her day? This kind of informal review of the day is important for all children, but it may be

especially helpful in giving bilingual children a chance to integrate their school and home experi-

ences. Extracting such information requires a certain vigilance, persistence, and good humor.

Establishing appropriate routines at home. Young children need a lot of sleep from nine to

twelve hours a night, depending on age and individual needs. Many children, however, are

dropped off at early-morning programs and stay in after-school programs until 6:00 p.m. or later,

and many parents work late, so consistenth, larly bedtimes are hard to enforce. In these situa-

tions, even older children may benefit from an after-school "quiet time" or nap. Children bene-

fit from familiar bedtime routines, as well as a set of predictable early morning getting-ready-for-

school activities.

Visiting school as often as possible. Coming t, .chool is the best way for parents to know what

their children are experiencing day to day and to have an effect on their education. When chil-

dren see their parents at school, they know that their parents care about their education and

about them. Schools must make it easier for working parents to participate in their children's

education; evening and Saturday hours for teacher's meetings would be one way of doing this.

1_1.41tNIK.. It! FAmq ! AND Collt1lIN1111
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FAMILY MATH

Everyone in a family children and adults can succeed in mathematics, no matter what language

they speak or what racial or socioeconomic group they belong to, if math is presented in a mean-

ingful, enjoyable way, and if family members can work together to pose and solve problems. This is

the premise of Family Math, a program whose courses have, over the past fifteen years, involved a

quarter of a million people of all ages.

Founded in 1981, Family Math grew out of EQUALS, a teacher education program designed co

promote gender and race equity in mathematics education. Family Math links home and school by

giving families access to a high-quality mathematics education. The classes are usually taught by a

teacherparent team and are organized by grade level, from the preschool years through high school.

They meet in the afternoons or evenings for two hours a week, over a period of four to eight weeks,

using local schools, churches, and community facilities. The activities are hands-on projects that illus-

trate or use basic mathematical concepts. They are designed so that an adult and a child can work

on them together. Tasks like measuring, estimating, or visualizing spatial relationships help children

and adults relate math concepts to their daily experience. The emphasis is on cooperative problem

solving, the development of communication skills, and creative strategizing. Family Math is designed

to supplement the school curriculum. It covers such topics as arithmetic, geometry, probability and

statistics, measurement, functions and relations, the use of calculators, and logical thinking. Because

teachers from the community take a leading role in Family Math, it is easier to match Family Math

activities with what the children are doing in school. Materials are provided, except for common

household items such as beans or toothpicks.

The program's two-day leadership workshops prepare educators, parents, and others to

become more effective partners in helping children succeed in math. Workshops, which are offered

across the nation, are conducted in English, Spanish, and a number of other languages. The courses
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and workshops are available in almost every state as well as in Washington, D.C., Canada, Costa Rica,

New Zealand, Puerto Rico, Sweden, and Venezuela. Family Math has been successful because instruc-

tors and volunteers work hard to adapt program activities to the culture, interests, and needs of the

local community.

Family Math seeks to increase the involvement of underrepresented groups in mathematics.

Each Family Math teacher is responsible for linking the study of math to career possibilities, calling

upon role models from the community whenever possible. Other program goals include involving

parents more deeply in their children's schooling, creating a supportive learning environment, and

modeling a collaborative style that parents can use to help their children succeed in other subjects

and other settings.

Evaluations show that once parents participate in a Family Math class, most continue to attend.

Surveys suggest that 80 to 95 percent of adult participants use the activities at home and become

more involved in their children's math education. Family Math changes both children's and adults' atti-

tudes toward math from dislike to cautious acceptance and fina/ly to enjoyment over the span of only

four weeks. By providing opportunities for teachers to collaborate with parents, the program has

strengthened homeschool relationships. In many cases, it has also boosted parents' self-confidence,

opened new lines of communication within families, and energized frustrated teachers.

Family Math, a book based on the program, has been a bestseller since its publication in 1986. It

features activities for families to do at home and shows readers who do not have access to the lead-

ership workshops how to conduct classes on their own, including the nuts and bolts of publicizing

classes and recruiting participants.
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needed to 'protect children's health and
safety and enhance their learning. Others
provide a more comprehensive range of
family support services designed to strength-
en parents' abihtv to care for them;elves and
their children. Some programs target
teenage parents or those considered at risk
of abusing or neglecting their children. A
few programs also provide parent employ-
ment training and counseling. Parents in
response have shown they are eager for the
intbrmation, advice, and support.

A growing number of family support
and parent education programs are
designed to help mothers, fathers. and other
caregivers become st ronger partners in their
children's intellectual development, school
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performance, and social functioning. While
such programs generally focus on the early
childhood years, others follow children
from the prenatal period to elementary
school; still others cover a single year, like
the parent education built into most Head
Start programs.

There are numerous exemplary pro-
grams serving families with children in the
three-to-ten-Year age span. Evaluations have
shown that they enhance children's cogni-
tive development and achievement as well as
their attitudes toward school. Some of these
programs are national in scope; others are
limited to individual states; all are designed
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to give parents and families the resources
and skills they need to achieve better results
for their children)"

The Home Instruction Ptogram for
Preschool Youngsters (HIPPY), a nation-
al program. serves parents of fOur- and
five-Year-olds in more than 200 commu-

nities in twenty-three states. Twice a
month over a two-year period, families
who take part are visited at home, where
they are introduced to a curriculum of
activities to follow up with their chil-
dren. A study that followed children
participating in Arkansas' 1 IIPPY until

grade ten concluded that iftPi'v has a
positive, sustained impact on achieve-
ment and adjustment in school.

Kentucky's Parent and Child Education
(PACE) program is designed to increase
the educational expectations and aspira-
tions of' parents for their preschool chil-
dren while raising parents own educa-
tional levels and improving the learning
skills of their young children. A par-
ent--child education component focuses
specifically on teaching the parent 1n)W
to help children learn. A 1987 study of
children enrolled in P.n t finind that
these children demonstrated an average
28 percent increase in developmental
abilities as ineasined by the I light Scope
Child Observation Record.

Even Start. which began as a program of
the t..S. Department of Education. inte-
grates early childhood education and
dult education for parents. including

\ !kilning. in a twilled progiam.
Ilie program is ustiall run 1m I l(M

L ,t, Fitii Cr,

school district, with some part of it home
based. Since 1992, administration of' the
program has been turned over to the
states. To date, 240 school districts across

the nation have received FA en Start
grants. Evaluations have shown that the
program has positive short-term effects
both on children and adults when it is

implemented intensively, and that the
extent to which parents take part in par-
ent education is positively related to
gains in children's vocabulary.

Minnesota's Early Childhood and Family
Education (ECFE) program aims to sup-
port the ability of' all the state's Unifies
to provide the best possible environ-
ment for the healthy gonvtli nid de\ el-
opment of their preschool children. Thi-
lored to community »eeds. it offers a
variety of services including parent dis-
cussion groups, plav and learning acti\
ties for children. early screening for
health and developmental problem5 .
and a library of books, toys, and othei
learning materials. kindergarten teach-
crs have reported that children from
HIE are better prepated in basic skills.
have more positive attitudes toward,,
school, ',nut have mote confidence and
social skills than those who have not
benefited from such a program.

Avance. founded in 'texas in I

serves low-income Mexican .\nwrit au
families :Ind soung children. It

offers cla,..ses for parents. hild (:;11.t. hot

childi ell. and in-honie visits from
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educators. It also concentrates on eas-
ing the transition between culutrally
sensitive community programs for
preschool children and the more for-
malized elementary school setting. Eval-
uations show that parents benefiting
from the program provide nmre educa-
tionally stimulating and emotionally
supportive home environments f'or

their children: they use less restrictive
and punitive discipline and make
greater use of community resources.

The Mega Skills Program, which offers
workshops for parents to help them
cam, out learning activities at home,
has trained more than 4.200 workshop
leaders from forty-five states. Evalua-

tions of children whose parents have
received Mega Skills training show
improvements in the children's achieve-
ment test scores, time spent doing
homework, and time spent with parents.

Many family support and parent edu-
cation programs are too new to draw firm
conclusions about their benefits to children
over time. Multifaceted programs are hard
to evaluate because they provide such a wide
range of services to parents, children, and
other family members that it is difficult to
discern which program activities are affect-
ing children's learning.

Nonetheless, the results of programs
that stress home intervention can be impres-
sive. A number of long-term studies have
found that preschoolers whose parents took
part in home-based family support programs
registered gains in their IQ scores that per-
sisted into elementary school.11 Even if these
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gains faded after several years, the children
tended to have higher achievement scores
than they would have otherwise, and they
were much less likely to be placed in special
education classes. In short, the boost they
received from parents during the crucial
"school-readiness'' %.ears appears to have
contributed to their subsequent achieve-
ment.

Unfortunately, at presem, good pro-
grams for parents wanting to help their chil-
dren's learning and social development are
too thinly scattered around the nation. Ways
must be found to scale them up into a larg-
er network of robust, coordinated programs
provided under a variety of' auspices reli-

gious organizations. schools, social service
agencies, and health care institutions.

ENCOURAGING PARENTAL

INVOLVEMENT IN SCHOOLS

American parents tend to be quite involved
in their children's education during the pri-
mary grades. About 70 percent of parents
report moderate-to-high participation in
the school activities of their eight-to-ten-
year-olds.I2 But evidence is that parents
become progressively disengaged from
school as their children approach adoles-
cence. Low-income parents have much less
contact with schools than do middle- or
higher-income parents.I3 The drop in

parental involvement as their children move
through the grades, particularly among low-
income parents, is cause for concern.

A child's entry into kindergarten offers
a perfect chance for principals and teachers
to welcome families into the school commu-
nity and engage them in its work. Most ele-

4
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JOINING FORCES TO STRENGTHEN COMMUNITIES
AND IMROVE SCHOOLS

Over the past five years, two large organizations dedicated to social change through community

empowerment have joined forces in an initiative to improve student achievement in low-income

communities in the Southwest. The two organizations are the Industrial Areas Foundation (iAF), a

national network of broad-based, multiethnic interfaith organizations located primarily in low-income

communities, and the Texas Interfaith Education Fund (riEF). which is dedicated to grassroots school

reform efforts.

Created more than half a century ago by Saul Alinsky, the IAF provides training for more than

forty community-based organizations representing nearly a thousand institutions and more than a

million families nationwide. The 1AF sees community organizing as part of a larger effort to revitalize

local institutions and rebuild a civic culture in which ordinary citizens take part in public life, begin to

take ownership of their neighborhoods. and shape the public decisions that affect their families. The

iAF adheres strictly to the "Iron Rule". never do for others what they can do for themselves.

The Texas Interfaith Education Fund shares many of the core commitments of the IAF, but it

focuses more intensely on developing leadership for local school reform. Its education coordinators

work through churches and broad-based organizations to identify leaders within the community; it

then provides ongoing training for these leaders as well as for other parents, teachers, and adminis-

trators. Churches play a key role because they are often the oily institutions with which members

of disadvantaged communities, especially in predominantly minority communities, maintain support-

ive ties. Congregations often provide a more neutral environment than schools in which to develop

leadership skills and begin involvement in public life. Education coordinators hold regular meetings

and training sessions in churches, schools, and homes.

The 1AF/TIEF initiative involves 185 public elementary and middle schools and hundreds of thou-

sands of parents and neighbors in low-income communities throughout the Southwest. The goal is

to create a strong community-based constituency of parents, teachers, and community leaders that

can work together to improve student achievement dramatically. The effort proceeds from the con-

viction that public schools must be embedded in communities and must be guided by truly coiiabo-

rative leadership teams that involve parents, teachers, principals, and officials as decision makers of

equal weight and stature.

Over five years. the initiative has bolstered students' academic achievement, increased parent

involvement, and significantly boosted attendance rates. Participating schools have had fewer faculty

transfers and have developed programs and services that extend beyond the usual bounds of school

reform, including after-school and summer enrichment programs, community policing efforts, and

wider access to health services.
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men tarv schools do not seize this opportuni-
ty. Less than half involve parents in class-
room activities designed to ease chikfren's
transitions to school, and only one-third
schedule visits for all children and parents
before the first dav of school. Schools that
overlook this crucial juncture at e also for-
feiting a chance to get children off to a good
start, for when schools involve parents in
transition activities, fewer children have dif-
ficulty adjusting to kindergarten.'

Recognizing the important role of par-
ents in schools, more states education
reform initiatives are mandating their inclu-
sion in decision-making bodies at each
school. Head Start requires that an elected
committee of parents have a major voice in
program decisions. Some federal and state
education funds, especially those targeting
low-income children, now require parental
involvement in an advisory committee.

More parents are also being encour-
aged to get involved in their children's edu-
cation by networks like those developed bv
the Southwest regional offices of the Indus-
trial Areas Foundation. The foundation
helps parents and community members in
moderate- and low-income neighborhoods
to become effective advocates for themselves
and their children, often with school reform
as the issue that first engages their efforts.

THE FAMILY EMBEDDED

IN COMMUNITY
Today, one-fifth of American families move
each Year, in search of more appropriate
housing, better jobs, or more opportunity.
Because their families are growing, parents
with young children are even more likely to
move than other Americans.15At least half of
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children today are spending some part of
their childhood living with one parent.
either because their parents have divorced
or because they wet e born to single mothers.
Fiftv-five percent of' mothers with children
under age three are working outside the
home, a figure that rises to 64 percent for
mothers of three-to-five-year-olds and 74 per-
cent for those with school-age children.1-
Many parents are working longer hours than
ever before,i7 and 40 percent of all parents
worn. that they are not devoting enough time
to their children's learning). In these times
of' wrenching social change and economic
uncertainty, therefore, families everywhere
need all the help they can get from individu-
als and institutions in the community.

When parents lack the time, resources,
health, or peace of mind to provide consis-
tent nurture, children can still manage to
develop into confident, competent learn-
ers, with no serious behavioral problems.
especially if they have the opportunity to
establish a stable, close bond with at least
one adult a grandparent, a friend's par-
ents, a teacher, a coach, a "big brother" or
"big sister."19 Their prospects are also
appreciably enhanced when they receive
guidance and emotional support from an
adult-led community group, such as a reli-
gious group, an after-school program, a
health clinic, a social service agency, a
recreation department, or a boy or girl
scout program. Sturdy social networks such
as these can undergird families, relieve
parental distress, and provide children
access to vital community resources.

YEARS OF PROMISE



Rut even these infOrmal tics, where
they !Unction in a c ommunitY, are not
enough to provide families with children the
lull range of supportive services they need.
For this. children must be surrounded and
buoyed up by a strong, well-planned, and
coordinated set of fOrmal and informal insti-
tutional relationships, linking families with
schools and connecting them to human ser-
vices and enrichment opportunities for chil-
dren. Mien all of these institutions work
together, engaging concerned adults in set-
ting high expectations for children and
doing whatever it takes to see that they are
met, all children can achieve to much high-
er levels.

COMMUNITY-BASED SERVICES

FOR CHILDREN

The general lack of comprehensive commu-
nitv-based supports fOr children and insuffi-
cient integration of existing services, howev-
er, represents one of the steepest barriers to
children's learning and healthy develop-
ment in their years of promise.

Publicly Funded Services. Among publicly
funded agencies and programs, fragmenta-
tion remains an immense problem. hamper-
ing service delivery, information sharing,
and follow-up. In Oregon in 1992, for exam-
ple, such services were spread among 238
programs housed in thirty-seven agencies.20
Supported by diverse funding streams, dif-
ferent programs are regulated by different
agencies and respond to individual con-
stituencies. Given their histories and differ-
ent missions, it is no cosy job for them to
reach consensus on the results they hope to
achieve for children. In most cases, there is

LEARNING IN FAMILIES AND COMMUNITIES

very limited conmninication or (-toss-train-
ing and only minimal coordination among
them. This is not only inefficient: it makes it
very hard for families to take advantage of
opportunities fOr their children. When ser-
vices are highly fractured, children's needs
tend to be overlooked: they may go without
replacements for broken eyeglasses or miss
immunizations, or they may remain in set-
tings where they are unsak.
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Community Councils. Many states and local-
ities have created new entities charged with
looking after children's learning and long-
term success, such as family or children's
councils. Often these councils have gone
beyond service delivery issues to focus on
reforming policies and improving staff
development and financing mechanisms. In
many states, such

In many states,
such as Ohio
Minnesota, North
Carohna, and West
Virginia, citizen
groups are now
respOnsible for
establishing broad
consensus 46n goals
for all the chil`dren
and famihes in
their communities
and forging
the parrneiships
nee0ed to
achieve them.

as Ohio, Minnesota,
North Carolina, and
West Virginia, citizen
groups are now
responsible for estab-
lishing broad consen-
sus on goals for all the
children and families
in their communities
and forging the part-
nerships needed to
achieve them. Some
efforts involve the
creation of new orga-
nizations designed
to coordinate and
strengthen policies,

programs. and services for young children
and families, such as North Carolina's
Smart Start Program. Others are broaden-
ing the mandate of existing organizations.
Most of these initiatives are relatively new.
Successful efforts need to be documented
and the information shared with other com-
munities seeking to improve services for
children.

Voluntary Organizations. Apart from pub-
licly funded agencies and programs, chil-
dren are also served by a wide spectrum of
organizations in the voluntary sector. More
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than 17,000 such organizations ofier com-
munity-based programs, many serving boys
and girls in the three-to-ten-year age span.2i
An increasing number are redefining their
missions to stress learning as well as recre-
ation and are devoted to building a wide
range of competencies rather than just bol-
stering children's self-confidence. Thev
include such national groups as the Boys
and Girls Clubs, Girls. Inc Boy Scouts of
America, Girl Scouts of the U.S.A., 4-H
Clubs, the YMCA and YWCA, Big Brothers/Big

Sisters of America, and Camp Fire Girls and
thousands of small, independent grassroots
organizations. Several national agencies in
recent years have established new programs
for younger children, such as the Tiger Cub
Scouts for first-grade boys, the Daisy Girl
Scouts for five-year-old girls, and the Camp
Fire Sparks for five-year-olds of both sexes.22

Anywhere from 30 to 50 percent of
America's young people report they take
part in some kind of activity related to a
place of worship, including formal instruc-
tion, prayer services, special events, camps
or retreats, and sports or other recreational
activities.23 Millions of American children
also participate in the sports programs of
Little League Baseball, Pop Warner Foot-
ball, the U.S. Ice Hockey Association, and
the American Youth Soccer Organization.
Other programs for children are sponsored
by libraries, museums, parks and recreation
departments. Some make provision for low-
income chilthen and families or families of
color and pay special attention to educa-
tional enrichment programs in math, sci-
ence. and literacy as well as social or "life"
skills. They include AsPutA. the National
Council of La Raza, the National Urban
League, and the Congress of National Black

YEARS OF PROMISE



Churches, all of which operate community-
based programs for children in the primary
grades.

As important as they are, however,
these resources are not plentiful or readily
available to the children and families who
have most need of them. Many children are
excluded because they cannot afford pro-
gram :ind equipment tees; others cannot
travel safely to the program sites; not
enough is done to reach out to children with
disabilities or children whose first language
is not English.

The lack of equity for girls remains a
serious concern, especially in organized
sports. Boys more than girls become
involved in sports at young ages, often
because they have higher skill levels and
more parental and peer support for their
participation.

Reaching Out. Public and voluntary organi-
zations and agencies must find ways to work,
individually and together, at both the
national and local levels, to expand their ser-
vices to families and children, especially in
underscrved communities. To accomplish
this, they will need to strengthen their out-
reach; provide the resources needed for
incoming families to participate fully;

strengthen the quality and diversity of their
adult leadership; ensure safe transportation
to and from program sites; and involve par-
ents more closely in every aspect of program
development and operation.

IMPROVING AFTER-SCHOOL PROGRAMS

By necessity, most families with young chil-
dren lead lives of creative makeshift. Par-
ents' schedules and children's schedules

L=ARNING IN FAMILIES AND COMMUNITIES

rarely mesh. For example, children may
have twelve vacation weeks a year, while
many parents have to get by with one or two.
Elementary schools generally release chil-
dren by 3:00 p.m., but most working parents
do not arrive home until after 6:00. Typical-
ly, school-age children with working parents
spend time in several different settings in
the course of a day, with different after-
school plans on different days of the week.2i
Roughly one child in ten totaling at least
1.6 million children is left alone for a por-

tion of the day.25 For many "latchkey" chil-
dren, television is the dominant presence in
their lives.

After-school programs, offered by both
schools and private groups, have emerged as
an important solution for safeguarding chil-
dren during the times parents are at work.
By 1991, more than 1.7 million children
most from kindergarten through fourth
grade were enrolled in some kind of after-
school program.26 They now attend approxi-
mately 50,000 programs across the nation.
About two-thirds of programs are sponsored
by not-for-profit agencies, such as public
schools, government agencies, or private
youth-serving organizations such as the
YMCA. Another third are operated by for-
profit organizations mainly private corpo-

rations such as Kinder Care.
These after-school programs take full

responsibility for children at least two hours
a day. Most operate five days a week as well
as on school holidays and during the summer
months. Many also operate in the early
morning, before school officially begins.
While some children "drop in" when their
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AFTER THE BELL RINGS

Millions of American children spend time each day in after-school programs. Most of these programs

provide a supervised, safe setting for the children, but few accept responsibility for children's learn-

ing or for working with preschools, schools, and parents to enhance children's healthy development.

After-school programs that do take this responsibility can make a difference:
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LA's BEST (Better Educated Students for Tomorrow): This program serves 4.400 at-risk stu-

dents at elementary schools in low-income communities with high levels of gang activity and

crime. Now in its eighth year, it draws on the resources of the city government, the school dis-

trict, the city redevelopment agency, and private sector contributors. It operates from 2:30 p.m.

to 6:00 p.m. at no cost to parents, and it offers enrichment opportunities so diverse and cre-

ative including dance, music, sports, science, and art that many children actually want to

stay after school. Its science program is particularly dynamic. An independent evaluation found

that three-quarters of children taking part in LA's BEST say that they enjoy school more. Partic-

ipants' grades have gone up, while grades for comparable students not in the program have

worsened over time.

V Murfreesboro Afterschool Program: In Murfreesboro, Tennessee, parents whose children

attend any one of the nine public elementary schools can choose from a menu of eight different

plans of extended school services. Children can arrive as early as 7:30 a.m. and leave as late as

6:30 p.m. year-round, including school vacations. Parents generally pay no more than $26 per

week, based on usage. While Murfreesboro is a prosperous community, the program does cut

across income groups. Ten percent of the children are on scholarships, which are funded

through private contributions, state and federal job training funds, or federal welfare funds. The

response has been enthusiastic. Nearly half of the city's 5,000 elementary school children par-

ticipate, although only about 1,250 attend on any given day. The weekly schedule includes home-

work, tutoring, music, dance, and other recreational and enrichment activities. Most of the on-

site coordinators are teachers from the school itself, and most of the staff is recruited from the

nearhy state college's school of education.

V Yuk Yau Child Development Center: Operated by the Oakland (California) Unified School

District, Yuk Yau serves preschool and school-age children from Oakland's Asian community.

The program, which operates both before and after school, takes its name from the Cantonese

words meaning "the education of young children." It is committed to fostering children's growth

and learning, including their English-language skills and their appreciation of cultural diversity.
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Yuk Yau is housed in a modern facility that offers children space and materials to play outdoors

or to pursue special interests, such as music, cooking, or computers. The program is closely

linked to the Lincoln Elementary School, in which all of Yuk Yau's school-age children are

enrolled. Program staff and Lincoln teachers interact frequently on an informal basis, and they

meet at least monthly in joint child study teams. Most Yuk Yau children view the two institu-

tions as one.

Satellite Learning Centers: The Dade County Public Schools have established four Satellite

Learning Centers to serve the employees of businesses and theirelementary-school-age children.

These centers, located at the American Bankers Insurance Group, Miami International Airport,

M unt Sinai Hospital, and the Turkey Point nuclear power facility, are the re3ult of a publicpri-

vate partnership. The on-site schools and the extended-day enrichment programs help compa-

nies to attract and retain top-notch employees. The Satellite Learning Center affiliated with the

American Bankers Insurance Group, for example, operates from 7:00 a.m. to 8:15 a.m. and from

2:00 p.m. until 6:15 p.m. during the school year and all day during school breaks and summer vaca-

tions. The vast majority of children who attend the school are also enrolled in the after-school

program. Children usually stay in their regular classroom groups and have access to all the mate-

rials and equipment, including computers, that are available during the school day. Staff members,

known as activity leaders, keep in close touch with teachers, and there is a high degree of conti-

nuity between the after-school program and the school-day activities.

Project SPIRIT: This after-school program s name stands for Strength, Perseverance, Imagination,

Responsibility, Integrity, and Talent, and its goal is to instill these qualities in African American

young people. Sponsored by the Congress of National Black Churches, Project SPIRIT was found-

ed in 1986; it serves approximately 1,000 children ages eve through twelve in twenty cities,

spread over thirteen states. Church facilities provide the venue for daily after-school activities

led by 122 teachers and 325 elder volunteers, and time is set aside for prayer and meditation.

The program also offers tutoring in reading, writing, and math; activities that teach practical life

skills through games, skits, songs, and role playing; opportunities to devglop black cultural and

ethnic pride; and a weekly rites-of-passage curriculum that culminates in an end-of-the-year cer-

emony. Project SPIRIT emphasizes the importance of close connections between its program and

those of local schools. Parents take part in weekly "parent effectiveness" sessions aimed at help-

ing them become strong advocates for their children at school and in the community.
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parents are delayed or have to work late, the
majority are enrolled on a regular basis. In
these ways, after-school programs are dis-
tinct from the mans' other activities that chil-
dren take part in once or twice a week in the
out-of-school hours such as sports
leagues, religious training, music and dance
lessons and scout meetings.

Confronting Realities. The gap between
school schedules and the realities of family
life is not the only cause of strain for par-
ents. Access to after-school programs

depends largely on a
family's ability to pay.
Parent fees account
for 83 percent of pro-
gram revenues; anoth-
er 10 percent comes
from government sub-
sidies. The typical pro-
gram costs parents
about S2.00 per hour

$130 per month for
those whose kids

attend from 3:00 until
6:00 p.m. five days per
week.27Transportation
may involve addition-

al costs, since most after-school programs
are housed outside of public school build-
ings. Even when children stay in the same
school building, getting them home after
the school bus departs at 3:00 p.m. may
prove problematic, especially when children
live some distance from school. This limits
participation in rural areas and in districts
that use busing to) comply with desegrega-
tion requirements. Nloreover. after-school

When after-school
programs are well
tte.signed., they can
raise achievement.
but when tbey are
of low quality; with
poorly trained staff
and few age-appro-
priate.activities,
participants may
well do worse in'
school than chil-
dren who are
cared for by a
parent 01: a' sitter
or are left. alone.
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programs have too few spaces for children
with special needs. A quarter of the program
directors say that they have to turn away chil-
dren with disabilities. Only 7 percent of pro-
gram directors say that their services are pri-
marily geared to children with disabilities.

When after-school programs are well
designed, they can raise achievement, but
when they are of low quality, with poorly
trained staff' and few age-appropriate achvi-
ties, participants may well do worse in school
than children who are cared for by a parent
or a sitter or are left alone.=s This is a trou-
bling finding, because there has been little
systematic attention to the quality of after-
school programs. And because they pay such
depressed wages $6.77 an hour on aver-
age for the most senior employees in 1991

most programs are hard pressed to
recruit or hold onto well-qualified staffs who
could help to improve quality.

After-school programs typically provide
enrichment activities, such as arts and crafts.
at least once a week. However, few deter-
mine individual children's educational
needs or link their activities to the curricula
that children are grappling with during the
school day. About one in three programs
includes tutoring in its roster of daik activi-
ties: one in five gives children Opportunities
to use computers; one in seven offers sci-
ence. Only 1 percent of program directors
say that they serve primarily language-
minority children, and few programs ofkr
English-as-a-second-language instruction.--

YEAP, 01. PROMISi



Nor do most programs take advantage
of cultural or recreational opportunities
within their communities. Only the rare
after-school program takes children on field
trips. A very small percentage makes signifi-
cant use of a library, museum, art room, or
music room. More than a quarter of ail pro-
grams lack access to a playground or park
even once a week. Yet staffs express wide sat-

isfaction with their facilities, which suggests
a limited vision of what the after-school
hours could offer.

Knowing that most family budgets are
already very tight, providers of after-school
programs are understandably eager to keep
costs down. But there are many steps
providers can take to strengthen programs
without substantially increasing costs. Chil-
dren in after-school programs would benefit
from:

A philosophy that views after-school
programs as part of a comprehensive
strategy to enhance learning: These pro-
grams are responsible for children dur-
ing some of their most active, produc-
tive hours and should never be mere
"holding tanks."

A more proactive approach: Many
directors of programs based in schools
have accepted too readily the lock-up of
valuable resources, such as computers
01. science labs, in the after-school
hours.

More collaboration: By forming partner-
ships with schools. businesses, commu-
nity-based organizations, cultural insti-
tutions. and volunteet organizations.

LEARNING IN FAMILIES ANL COMMUNITIE:

after-school programs can offer chil-
dren much richer experiences. Large-
scale employers have a particular stake
in the successful operation of after-
school programs.

A more intense focus on the needs of
individual children: Most after-school
programs report excellent staff/child
ratios, averaging eight or nine children
per adult. Given appropriate training,
staffs shoukl be able to give individual
children help with homework and to
guide them in practicing important
skills.

HIGH STAKES

In the Years of promise. chil(lren generalk
require less intensive, minute-by-minute
attention to their physical needs than they
cikl when they were infants and toddlers.
Parents are grateful for an uninterrupted
night's sleep; they are thankful for the
chance to pav more attention to their own
lives before they have to deal with the chat_

lenges of the adolescent transition. Under-
standably, many arc willing to coast for zi

time. But parents and we as a nation
cannot afford to coast through these rucial
years. With sufficient resources and c(x)rdi-
nation, families and other pivotal institn-
dons in the community need to provide
steady, continuous support to brighten chil-
dren's futures, and thus the future of otn
society.
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Chapter 3

GETTING SERIOUS ABOUT

EARLY LEARNING

aren Davies is running late. To get to work on time, she must leave Kenny in his

kindergarten classroom by 8:45 a.m., and that means dropping Jessie, her four-year-

old daughter, at day care by 8:15. Karen is feeling uneasy about both kids. Last V ear Karen left

them at Mrs. Daniels' every morning, but then Mrs. Daniels took a job at the mall. By then,

Kenny was ready for kindergarten. but Karen had to spend weeks looking for a program for

Jessie. She was getting desperat:: when her sister-in-law suggested the Sunshine Day Care Cen-

ter. It was close to work and a lot easier On the pocketbook than some of the programs around

town. "No point paying a fortune for preschool," her sister-in-law always said. "Wherever they

are, the kids just play." So she settled on Sunshine.

Still, Karen has qualms. Is Jessie learning as much as she could? The kindergarten at the

elementary school has such a different feel the children there are busy all the time, prac-

ticing letters and learning songs. Kenny has had sonic difficulty getting used to all of the struc-

ture, but Jessie would low it. The two kids are barely a year apart. Karen wonders why they

should be spending their days in such different kinds of settings.

Family life has changed radically from the way it was in the past. Today. nearly two-thirds

of children ages three to five have mothers who, like Karen Davies, work outside of the home

and must make some arrangement for their care.' Many other industrial countries have

responded to these new realities by offering universal programs for young children sooner. In

some countries, it is an essential component of the education system. Americans have relied on

a mix of the marketplace. government, and community supports to respond to parents' and

children's needs. But what our nation has spawned is a wide variety of unconnected programs

and services. The result is a nonsystem of early care and education to which some 13 million

American children are entrusted each day.
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N lost three-to-five-vear-olds per-

( ent are enrolled in some t pc id
preschool program.2 "Ihese programs :40 by
any number of names and are offered under
varnms auspices. They include center-based

nonprofit and for-

profit child care. fami-
ly dav care. I lead

Start. school-based
prekindergarten pro-
grams, and part-day
nursery schools. among

other configurations.
(;enerally they fall

into two types of ser-
vice, reflecting a

historical distinction
between those that

were set up to educate children, such as
nursery schools. prekindergartens. and
I-lead Start, and those that were meant to
provide custodial care while mothers went to
work.

"Ilw distinction is artificial: all pro-

grams for young children are about educa-
tion. In their early years, children need both
care and education. That is why the some-
what cumbersome term "early care and edu-
cation" has gained currency to describe all
of the settings where preschool-aged chil-
dren spend time away from their parents.
Whatever they are called, they must. in the
view of the Carnegie Task Force on Learning
in the Primary Grades, be prepared to meet
a full range of developmental and learning

Large-scale studies
of early care ind
educatIon pro-
grams in the cotm-
try have deter-
Mined that the
majontv more
than a0 percent
and as riianv as.
80 percent
to iheet standards
of qualityz
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needs among children. Ihe challenge for
the nation is to support all programs that
potentially 01- actively foster the education
and healthy development of children of ages
three to live% so that early care and educa-
tion can play their part in a c omprehensive
learning and development strategy.

THE QUALITY CRISIS
.111(' pattelll or underachievement described
in the openMg chapter begins well before
most children enter elementary school.
I.arge-scale studies of early care and educa-
tion programs in the country have deter-
mined that the majority more than 50
percent and as many as 80 percent fail to

meet standards of quality. Millions of
preschoolers are spending precious years
caught in a maze of unstable, substandard
settings that compromise their chances of
succeeding in school. For them, the years of
promise represent lost opportunity at a cru-
cially formative stage in their development.

A synthesis of the best research on the
eflectiveness of early care and education
programs, developed bv the Quality 2000
Initiative of Yale University's Bush Center in
Child Development and Social Policy, has
concluded that "most Noung children across
the nation spend their days in mediocre-to-
low-quality early care and education pro-
grains. which can noi only threaten their
immediate health and safety. but also can
compromise their long-term development."
According to the fOrthcoming report. these
settings "have so long been neglected that
they now constitute among the worst ser-
vices for children in Western society:I As the

YEARS Of PROMISE



study concludes, the sheer numbers of chil-

dren involved and the inadequacy of most

available programs constitute a "quality cri-

sis" in American preschool education.
Ouality 2000 drew on a series of studies

conducted SMCC 1980 documenting
preschool education's low quality. The most

recent of these, Cost, Quality, and Child Out-

comes in Child Care Centers, published in 1995,
concluded that the level of quality at most
U.S. child care centers "does not meet chil-

dren's needs for health, safety, warm rela-

tionships, and learning." In fact, of the hun-
dreds of centers studied. only one in seven
provided good or excellent early care and

education, while one in eight actually threat-
ened children's health or safety.6 The
National Research Council's Board on Chil-

dren, Youth. and Families' review of' six

large-scale recent studies, including the Cost.

Quality, and Outcomes study, confirmed the

low quahls' of programs across many kinds of

earls. care and education settings serving all

income groups.;
Early childhood educators know how

to create nurt UI ing environments where

Young children can fnlfill their enormous
capacity lor learning. But many children like

lessie are simply marking time until "real-

learning begins in elementary school. This

situation is disturbing. especially in light of
the tact that the early years arc optimum
nines for learning and that those who have

not participated in an early education pro-

gram ma\ be entering elementary school
having ahead\ lost wound. Kindergart('n

Gr,r,t7C. S/ P.' 4V)1 Enun HARNIt,

teachep; estimate that one in three children
enters the classroom not well prepared to

meet the challenges of kindergarten.x The
benefits of good preschools are by now well-
known to parents, many of whom will make

great sacrifices to enroll their youngsters in

a reputable program. Policvmakers, in turn.

have come to recognize the especially posi-
tive effects of early learning opportunities
fOr children who are at risk of being socially
and /or cognitively unprepared for elemPn-
tary school. Moreover, research has demon-

strated the ways that early education pays off
over the long term, not just for individuals

but for society.
In view of the practical knowledge of

preschool's effects, the desire of parents fOr
more early education opportunities, and the

grim facts of many children's underpre-
paredness fOr school, it would seem that any
rational approach to educational improve-
ment would include extension of valits
pr schools to all families who need them.
Yet the United States stands virtually alone
among modern industrial nations in not
providing universal access to early care and

education.

LOST OPPORTUNITY

The disaster of earls. care and education is
not Karen Davies' or anv other parent's fault,

nor is it just het personal problem: ii is what

ino,,t parents in America face as thee search

for good educational opportunities and
child care lot their Young children. In the
absence of a comprehensise system of earls
( ate and education, most American families

make then own arra»gements and dig into
their MVII i Lets to pa\ foi services.

7 '7
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Low WAGES + HIGH TURNOVER = POOR QUALITY

Because most preschool programs rely for their revenues on parents. whose household budgets are

often stretched to the limit, programs have to keep costs down. Most cannot afford to pay wages

high enough to attract or retain well-trained and certified teachers. Wages for preschool teaching

staff are appallingly low, especially in light of the vital job they are doing $8,890 a year for assis-

tant teachers and $15,500 for teachrs in 1992. Wages paid to the lowest-paid assistant teachers

actually declined by about 1.5 percent between 1988 and 1992. Benefits, too, are scarce: only 18 per-

cent of programs pay the premiums for health insurance for all of their teaching staff.

Preschool teaching staff are in effect subsidizing an underfunded system with their forgone wages

and benefits. Teachers would probably earn about $5,000 more per year, and assistant teachers

$3,600 more per year, in jobs requiring comparable levels of education and experience, according to

one recent study. In Washington. D.C.. for example, the average new preschool teacher with a B.A.

earns $18,000, while a starting public school teacher with the same qualifications earns about

$23,000.

The result or all this is an astronomical turnover rate among preschool program staff members

in 1991, for example, 26 percent of preschool program staff members left their jobs, compared

with fewer than 6 percent for public school teachers. In a 1992 revisit to sites participating in their

1988 national study, a Child Care Employee Project team found that 70 percent of the teaching staff

had left in the four years since the original study.

Frequent staff changes take a toll on the children. Preschoolers form close relationships with

their teachers and caregivers, and these relationships are important to their emotional and social

growth. Indeed, forming trusting relationships with adults Is one of the key developmental tasks of

the preschool years. The disappearance of a beloved teacher shakes children's trust in adults; at the

same time, it deprives preschool programs of an irreplaceable store of knowledge about the needs

of individual children. High turnover also disrupts the staff's relationships with parents and interrupts

planning and curriculum development.

Sevcniv-fiNe perccill of the lunding ()I

all earl% (.1re and edit( .1111,11 Nervices in tlik

cottitm c(Inte, front the families that tisc
.V1 a result itioNt programs are o

',timed lot. resoint that dies are incapable

pro iding adequate cloalit\. I;ecatise par-
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liable to vanish at any moment; whatever
continuity in the curriculum they may have
experienced is disrupted.

High-quality early care and education
services are least available to those whose
children would derive the greatest benefit
from them the poor. In 1995, only 45 per-
cent of three-to-live-vear-olds from low-
income families were enrolled in early care
and education programs, compared with 71
percent of those from high-income fami-
lies.10 Moreover, the services that low- or
moderate-income parents can pay for tend
to be inadequate. With the notable excep-
tion of Head Start and sonic exemplary
state-fUnded programs, programs attended
by lower-income children do not ordinarily
provide the full range of child development,
health, and parent services that help chil-
dren get ready for school.

Children from low- and moderate-
income families are disproportionately rep-
resented in the types of programs that are
less likely to meet quality standards
unregulated family day care and profit-
making centers." Those high-quality pro-
grams that do exist for these families are
scarce and have long waiting lists. Funding
for Head Start has not kept pace with
demand, so that services now reach little
more than one-third of eligible three-, four-,
and five-year-olds. The working poor par-

ents who are neither eligible for subsidies
nor able to pay for services have the least
access of all income groups to early care and
education.

GETTING SERIOUS ABOUT EARLY LEARNING

THE EFFECTS OF

HIGH-QUALITY PRESCHOOLS
Preschools with an appropriately trained
staff and a high-quality developmental cur-
riculum have long since proven their worth
in promoting cognitive, social, and emo-
tional development in young children, with
some effects persist-
ing well into a child's
adult years. A sub-
stantial body of evi-
dence gathered from
decades of research
and the experience
of the many success-
ful preschool pro-
grams documents this
fact. Many studies of
the impact of high-
quality preschool pro-
grams on disadvantaged children confirm
that they significantly develop children's
social and coping skills, reduce referrals to
special education and retention rates, and
improve children's learning during the
early elementary grades, all of which are
crucial factors in establishing a trajectory
toward achievement.' 2

Experts have found what many parents
know intuitively: that success in the elemen-
tary grades depends heavily on whether chil-
dren have been taught certain social and
cognitive skills. These include the compre-
hension and use of new words; a basic
understanding of the relationship of print to
spoken language; the understanding of
numerical concepts; the ability to draw rep-
resentative symbols and pictures; the ability

Experts have
found what many
parents know intu-
itively: that success
in thee elementary
crrades depends
Reavily on whether
children haw been
taught certain
social and cogni-
tive skills.
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A GOOD PRESCHOOL

A good preschool follows all the principles of effective practice outlined on page 30. It is a safe and

attractive place where ample learning materials are available, where small class sizes allow individual

attention, where the teachers are well trained to work with preschoolers and are able to develop

warm, trusting relationships with them, where the curriculum is developmentally appropriate for

three-to-five-year-olds, and where parents are closely involved in the programs. Ideally, the

preschool collaborates with other learning institutions such as the neighborhood elementary school

and community centers. The preschool described below. "Better Tomorrow," is a composite of sev-

eral such preschools that the task force visited.

At Better Tomorrow, children feel comfortable in small groups. where they learn under the

careful tutelage of a few adults who know them well. There are twenty children in each of the two

classes for four-year-olds and fifteen in each of the two classes for three-year-olds. There are a

teacher, one or two assistants, and often several parents in each classroom. Because the teacher does

not have to deal with an entire group by herself, she is able to have many different activities going on

simultaneously that meet the particular interests of each child. Low staff turnover means that the chil-

dren are able to form and maintain stable relationships with their teachers.

Preschool-age children need to learn at their own pace and follow their own interests. At Bet-

ter Tomorrow, they have opportunities for a variety of experiences, reinforced through frequent

repetition, which help to develop their language and social skills. These include hands-on experiences

with animals and plants. letters and shapes, art, and music, and the excitement of good stories. Rather

than sitting at assigned seats, the children move around independently for much of the day, as their

interests take them. They may gather in one large circle on the floor to share stories or sing songs,

or cluster in small groups in different parts of the room to feed the rabbits, or sit alone to paint a

picture or "read" a book. There is almost always a buzz of conversation among the children, because

they are learning from each other as much as from the teachers and the materials. The teachers con-

verse with the children constantly, asking questions that help them think through problems on their

own, rather than simply giving them answers.

In one class, two girls and two boys in the block corner are building their version of a super-

market. They are learning, among other things, how many small square blocks will match one long

rectangle, or how two triangular blocks can make the square they need to complete their building.

A boy painting enthusiastically at the easel has just shown his friend how to make green paint by mix-

ing blue and yellow. The children in plastic aprons making a mess at the water table are chattering

about anything and everything, while finding out how many measuring cups it takes to fill the large

plastic container. Children listening to a teacher read a story are beginning to realize that the words

at the bottom of each page have a consistent relationship with the picture.
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The children in the dress-up corner, adorned in a wild array of grown-up clothes, are having a

wonderful time, and by playing different roles parent. teacher, firefighter, big sister they are also

learning that different people have different points of view and different responsibilities. When two

children begin to tussle over the large firefighter's hat, a teacher intervenes not to impose a set-

tlement, but to show them how to talk to each other about the problem and how to share the hat.

Better Tomorrow plays a major role in children's physical development and in teaching children.

and perhaps their families, basic safety, health, and nutrition habits. Parents must show proof that

their children have received appropriate immunizations when they enroll them. The rhythm of the

preschool day carefully balances young children's need for vigorous activity, quieter times, and rest.

There is plenty of safe and developmentally appropriate climbing equipment available. Meals are tai-

lored to children's nutritional needs, and teachers eat with the children, family-style, in part to teach

them the importance of good eating habits and good table manners.

Planning and carrying out a program as rich and effective as this one requires teachers with train-

ing in child development and early childhood education. At least one teacher in each Better Tomor-

row classroom has a bachelor's degree and state certification in early childhood education. Better

Tomorrow emphasizes the ongoing professional development of its teachers and assistants and has

regular training sessions and joint planning time scheduled for all staff. Teachers learn to assess chil-

dren's development continuously, by closely observing and recording what they do every day; they

are thus able to make continuous adjustments of classroom activities to meet each child's needs.

At this age children are more dependent on their parents than they will be by the time they

reach first grade, and parents and preschools have many opportunities to reinforce each other's

efforts. At Better Tomorrow, the teaching staff see parent involvement as a very high priority. Par-

ents frequently visit not only to observe but to volunteer in the classrooms and to chaperone school

trips. Like most good preschools, Better Tomorrow requires parents to drop off and pick up their

children at the classroom door each day, and some of the most useful conversations between par-

ents and teachers are the informal chats that take place while their three-year-olds find their mit-

tens and say one more goodbye to their friends. Twice a year, parents, teachers, and the children

who will be leaving preschool in the spring visit the local elementary school to see what kinder-

garten is like.
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to express feelings, including anger or frus-
tration, through words rather than actions:
the capacity to be curious, inventive, and
creative; and the ability to cooperate with
others and appreciau. the qualities of peers
who are from backgrounds different from
theirs.

60 62

Evidence from Research. Per-
haps the best known and most
exhaustive study carried mu on
the long-term effects of
preschool educatio the Ypsi-

lanti Perry Prescho, . i'roject of
High / Scope.i' The project
began in 1962. focusing on a
group of very low-income
African .kmerican children
identified as "at risk- of later
school I ailure. rhe three
preschools in which children
were enrolled emphasized
active learning and problem
solving grounded in the child's
own experience and included a
ninety-minute-per-week visit by

teachers to the children's
homes. Research, which has
continued into 1996, has

tracked the original partici-
pants and the control group
over three decades and (ALT
that span has reported signifi-
cant short- and long-term
results. At age nineteen, those
who had Perry Preschool expe-
rience had fared better not
only in school but also in their
health, social adjustment, and
economic prospects. The
researchers estimated that
every dollar invested in the

preschool program returned seven dollars
that otherwise would have gone for remedi-
ation, welfare payments, unemployment
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costs. :Ind other compensatory services. The
most recent update of the study followed the
participants and the control group through
age tWCIIIV-SeVCII. It concluded that a high-

quality preschool program creates a frame-
work fOr adult success and makes a perma-
nent contribution to participants

The Perry Preschool fin(Vngs and
hose ()f other demonstration progams

show that a well-managed early care and
education program can give youngsters a
lasting advantage over their peers who get
no such help. I his does not mean that good
early care and education are alone sufficient
to prevent later underachievement. More is
needed to help children grow into the kind
of competent. confident learners that par-
ents hope for and that employers vie for. But
the growing body of research suggests that
good preschools ran give at-risk children an
immediate. significant boost and better pre-
pare them for school.

Preschm)I programs are more likely to
prevent later ddinquencv and other antiso-
cial behavior when they combine earlv care
and education with intensive family support
services, such as home visits and parent edu-
cation.r. Although the Perry Preschool pro-
ject and other studies incorporated fmilv
support, few programs today are able to pro-
vide routinely the intensive services to fami-
lies and parents that were built into these
experimental studies.

Research also shows that programs that
involve Lhildren over several years stand a
better chance of bolstering achievement on
a long-term basis than more abbreviated
programs. This conclusion is based on the
experience of more sustained programs.

GLTTINC, SERIOUS ABOUT EARLY LCARNING

tested in the 1970s and 1980s, that spanned
the preschool and primary years. The Mil-
waukee Project, for example. intervened lOr
up to six years, beginning at about age two.
in the lives of children born to retarded and
poor mothers. The Abecedarian Project.
another sustained program. provided ser-
vices from birth through age

GAUGING PROGRAM QUALITY
Cost, Qualitv, and Child Ontannes in Child Care

Centers. the most thorough survey of the
quality of preschool education in recent
Nears. has confirmed the importance of pro-
gram quality to children's education and
development. Researchers observed class-
rooms and intervies,',-d program directors.
teachers. and parents in a sample of 401 for-
profit and nonprofit preschool centers in
!bur different states. They fOund that, "com-
pared to children in lower-quality settings,
children in higher-quality classrooms dis-
played more advanced language develop-
ment and pre-tmtth skills, had more
advanced social skills, had more positive atti-
tudes toward their child care experiences,
and had warmer relationships with their
teachers." In addition to meeting other cri-
teria for a good preschool. the higher-quali-
tv programs had administrators with prior
experience and teachers who were more
highly educated and better paid.17

In theory, the marketplace assures
quality because consumers will patronize
good programs and force substandard pro-
grams to close their doors. So Americans
have to wonder. why is high quality so rare in
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How THE ARMED FORCES RAISED CHILD CARE QUALITY

The U.S. Department of Defense operates one of the largest child care systems in the world; each

day, the military child care system has responsibility for more than 150,000 children whose parents

are in the armed forces. Because nearly 40 percent of the 1.44 million active-duty men and women

have small children, and because many of these families are stationed in areas where child care is lim-

ited or of poor quality, the department decided that providing affordable, convenient, high-quality

child care would reduce absenteeism, increase commitment, and, most important, allow parents on

bases around the world to concentrate on their jobs, freed from worry about their children's well-

being.

The Military Child Care Act of 1990 enabled each base to offer full-day. part-day, and hourly

child care services, as well as part-day preschools. The developmentally based program, serving chil-

dren from the ages of six weeks to twelve years, involves more than 530 child development centers

and 300 school-age care facilities located on bases and some 10.000 family child care homes in base

housing. Spouses of members of the military who provide care in their homes undergo a rigorous

training program run by specialists in early childhood education and are subject to monthly moni-

toring. While anyone with a high school degree can begin work in one of the department's
preschools. untrained staff members must undergo substantial "basic training" in the first year to

keep their jobs. All staff members must take part in at least twenty-four hours of training annually

more than twice the national average. Training, which is paid for by the military, is organized sequen-

tially and builds toward certificates and academic degrees. As caregivers increase their qualifications,

they can look forward to pay raises and a wider range of career opportunities.
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One of the most important reforms of the Military Child Care Act was to increase staff pay to

the level of other entry-level jobs on posts, resulting in dramatic drops in turnover rates, which at

some oases were as high as 300 percent. Higher wages and the introduction of a career ladder have

paid off in greater professionalism and higher quality. Seventy percent of all military child care cen-

ters are now accredited by the National Association for the Education of Young Children, compared

with the national average of 5 percent. The Department of Defense attributes this above-average rate

of accreditation to the mandatory staff training, improved teacher/child ratios, and strict enforcement

of standards. Parental involvement is encouraged: in addition to a parent advisilry board for each cen-

ter, parental "checks and balances" include a toll-free telephone number that parents can call to voice

any concerns about the health and safety of children in the centers.

These improvements have roughly doubled the cost per child, but, in keeping with the depart-

ment's commitment to affordable, high-quality child care, parents and government each pay half the

cost. Fees are set cri a sliding scale based on family income, with military appropriations making up

the difference: in 1995, the average cost to parents for one child in a child development center was

just under $65 a week. The cost to the military for subsidizing the entire program, including child

development centers, school-age care facilities, and family child care homes, is $269 million in 1996.

The department believes that it is now meeting 50 percent of child care needs, and it hopes to meet

65 percent of the demand by the year 2000.

a safe and healthy environment: strong part-

nerships with parents; and a curriculum that

attends to all aspects of children's develop-
ment, assuring them of rich and diverse
learning opportunities.0

Researchers are now coming to take a
more complex view, considering the rela-
tionship among various factors instead of
viewing them in isolation. For example,
instead of just looking at adult-to-child
ratios. they are considering the capacity of
programs to deploy staff creatively th fough-

out the program and throughout the day in
ways that benefit children. Moreover. they
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are taking into account factors that have
been given too little weight in the past, such
as programs cilpacitv to respond to the
diversity of the children and families served
and to engage parents effectivelv.2.

At the same time, the content of early
care and education curricula is receiving
more attention. An emphasis on develop-
mentally appropriate practice should not
rule out the offering of challenging content,
in which children explore not only shapes

BEST CCPY AVA" P PI r

63



and colors but also fluidamental concepts. A
high-quality pwgrant inf uses into its cur-
riculum, in developmentally appropriate
ways, all of the disciplines that appear as for-
mai content areas in elementary school.
Social studies may take the fOrm of block-
building or a trip to the railroad station and
engage children in projects that ask

thought-provoking questions like, I low do
we know that people
vere living on earth a
long time .,tgo? Simple
inath can be taught as
part of a cooking pro-
ject or through the
use of manipulative
toys. Teachers can
encourage preschool-
ers to explore the
physical properties of

familiar things like water. sand, a rolling pin,
and marbles and pursue inquiry-based
approaches to science that let them test
their own assumptions about the physical
world. For example. using blocks, children
can construct ramps of different heights.
roll toy cars down them, and predict which
one will go farthest. Then they may check
and record how far each car actually trav-
eled. In the process, the), develop spatial
relations. prediction, observation, charting,
and cooperative learning skills.2I

A. hio-h-quality ro-b 4_ .g.ram imusts m o
its curriculum in
ao nate Wqs,develorentallv
ppr

all of he disci-
plines that appear
as formal cohtem
areas in elemen-
tary school.

A New Emphasis on Results. All of the fbre-
going are "inputs- the ingredients that go
into an early (-arc and education program.
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Rut what about the "(mtputs- the leaps in

knowledge and development that children
make. or do not make. ,ts a result of' taking
part in the program? Can these results pro-
vide a measure of program quality?

'this is a subject of intense debate in
the field of early care and education. As the
next chapter points out. elementary educa-
tion today is being re,;1r.ped bv a vigorous
movement to define. in )erv precise terms.
the knowledge and skids that students
should be expected to master by the fourth
grade and to .judge a school's effectiveness
in terms of its ability to help children meet
these standards.

In contrast, the field of early care and
education has resisted efforts to judge pro-
gram quality on the basis of results fbr indi-
vidual children. Two main concerns under-
lie this resistance. First, many educators and
parents question the appropriateness of
standardized readiness tests for vottng chil-
dren, and they worry about the potential
misuse of the assessments to label or catego-
rize children or to delay their school entrv.
Second. ,here is little consensus about the
kind of skills or developmental milestones
that should be measured in the early years,
since it is recognized that Young children
pix.gress toward these milestones at differ-
ent rates.

Despite these concerns, manv experts
are now framing discussions of quality in
ways that include a consideration of results.
The Quality 2000 Initiative has taken a
strong position 00 this issue. recommending
a broad effort involving all of the stakehold-
ers in early care atul education to num. to a
esults orientation. This means ddining rea-

sonable developmental milestones, discern-
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ing how to assess them appropriately, and
determining how best to use the informa-
tion to improve planning, classroom peda-
gogy, and program evaluation.

There is growing consensus within the
field that a results orientation, taking into
account not only children's cognitive
growth, but also their emotional, social,
physical, and language devel-
opment, can benefit childi en
and strengthen programs
if results are measured in
ways that are sensitive to dif-
ferences and reflect accurate-
ly what children know and
can do. and if results also
take into account contextual
factors, such as the kinds of
family settings children live
in and the kind of services
they receive. If practitioners
have a clear notion of the
specific results they are pur-
suing, both for groups and
individual children, they are
more likely to plan activities
and curricula that can
achieve them. A new results
orientation. based on mea-
suring preschool children's
progress in learning and on
developmental milestones, is
needed to guide improve-
ments in program quality in the entire early
care and education field.22

Buikling an accouhtability system that
drives prograin quality upward iiiol informs

'f;74
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policymakers responsible fbr difficult alloca-
tion decisions, however, is a complex under-
taking that will require careful planning and
experimentation. In the view of the task
force, professional associations, policymak-
ers, and business groups should actively
develop better approaches to measure the
results of early education and care programs.

-

Rut the standards that are developed must
take into account the wide variations in chil-
dren's development as well as Own language
and cultural backgrounds, and they shmild
build toward the elementary school stan-
dards discussed in chapter foul.
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BUILDING A CAREER LADDER

The quality of preschool programs depends on the quality of the staff members, which is determined

by their work experience and their level of education and specialized training. People who want to

work in early education and care have little incentive to seek specialized training few programs

require such training, and, in any case. better qualifications are not rewarded by higher salaries, pro-

fessional advancement, or greater status. As a result:

V Forty percent of preschool teachers have only a high school diploma: another 10 percent have

a two-year degree from a community or junior college.

V About half of all assistant teachers and aides have no more than a high school diploma.

Preschool teachers receive only about ten hours of training each year, usually at their own

preschool centers or at a community college.

Few states have built career advancement steps into their child care licensing or preschool

teacher certification policies, and few preschool programs offer higher pay in return for more quali-

fications or greater responsibility. For most preschool staff members, the only ladder in their careers

is the one attached to the slide in the playground.

In 1993, the first national study of career development in early education and care. Making a

Career of It, was published by the Center for Career Development in Early Care and Education at

Wheelock College. Its main finding was that "there is no coordinated system to develop well-trained

practitioners to work with young children in homes, centers, Head Start programs, or schools." The

lack of a career path demoralizes caregivers; in the long run, it also hurts the children who are

entrusted to them. Preschoolers receive better care and education when their caregivers view what

they are doing as more than a day's work when they see nurturing and teaching young children

as an important and valued profession.

The Quality 2000 Initiative undertaken by the Bush Center at Yale University has found that

many industrialized countries require preschool practitioners to have much more training and edu-

cation. The United Kingdom, Finland. Sweden, and Japan, for example, require relevant college-level

training, ranging from two years in Japan to four years in the United Kingdom. France is the most

demanding, requiring of its preschool teachers the same master's-level preparation it requires of ele-

mentary school teachers. All these countries back up their requirements with a coordinated training

delivery system that offers sequences of courses for preschool teachers and administrators at many

institutions of higher education.

Building a coherent system of support for preschool teachers' professional development in this

country is a challenge, but it can be done. Indeed, it already exists in one significant arena, the U.S.

military (see the sidebar on page 62).
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A number of programs across the nation are now seeking to strengthen professional develop-

ment for preschool staff and to build a sturdy career ladder. They include:

V Delaware First . . . Again: The state of Delaware is the first in the nation to come up with a

comprehensive statewide plan for career development in early child care and education. Initiat-

ed in late 1989. the ten-year plan seeks to specify the level of training and qualifications needed

for all roles in early child care and education settings. It specifies the qualifications of trainers.
the content of the training, and the development of curricula and training materials.

V Early Childhood Training Center: Established in 1988, Nebraska's Early Childhood Training Cen-

ter is a statewide initiative operated by the Department of Education's Office of Child Develop-

ment. It is intended to bolster professional development in early education and child care. Stress-

ing an interdisciplinary approach to the child development, health, special needs, and family sup-

port training needs of the state's early childhood workforce, the center provides on-site training

and consultation by qualified staff developers: it also helps coordinate the existing training
resources of Head Start, child care, and primary grades educators within the state. The cen .er dis-

seminates information about training through a telephone resource number and an on-line service.

Early Childhood Development Network: Launched In 1992, this initiative uses satelhe TV

technology to offer professional development to Head Start staff working in isolated rural areas,

Indian reservations, Alaskan villages, and migrant programs in twenty-six states and the U.S. Vir-

gin Islands. Operated by the Educational Television Endowment of South Carolina, the program

provides frequent "live" interactive training sessions, which are supplemented by weekly one-
hour conference calls. Participants can satisfy Head Start's training requirements and may earn up

to nine academic hours of credit from at least one institution of higher education in each state.

Early Childhood Collaborative of the District of Columbia: Established in 1990, the collabo-
rative is a coalition of government agencies, schools, community groups, and business leaders

dedicated to improving the well-being of young children and their families. To improve instruc-
tion and knowledge of developmentally appropriate practices across child care, Head Start, and
the primary grades, the District has created a flexible training fund that allows teachers and prin-

cipals to attend professional development classes on child development, classroom organization

and instructional techniques, and outreach strategies to involve parents in their children's early
education. A comprehensive resource guide identifies available training for early childhood edu-
cators in the Washington, D.C., metropolitan area, including college courses, professional insti-
tutes, and workshops.
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THE GAP BETWEEN

POLICY AND REALITY

Broader awareness of the importance of
quality in early care and education, and
more information about what quality means,
may help Americans get serious about earlv

learning. Despite a

wealth of evidence
about the benefits of'
good programs, the
growing demand for
affordable services,
and recent public

Our public
schools and many
of our preschool'
programs are still
brOmzed as if
mbthers were
available all day
to take care of
young children.

come to terms

attention to the
of "school
the nation

with the need to

issue

readiness,-
has not yet
take broad

action to improve the quality of, and access
to, early care and education.

Indeed, few areas of American life
show more disconnection between policy
and reality than this. The policy vacuum
the lack of provision for systematic funding
and coordination of programs. the
inequitable distribution and investment of
resources, the absence of assurances of qual-
ity in all early care and education taken
together constitute a form of denial that
places millions of our children in jeopardy.

Myths and Misconceptions. Misconceptions
about early care and education are widening
the gap between policy and reality. Particu-
larly pernicious is the notion that some set-
tings fOr Young children are educational
while others need only be custodial. Some
states set such low standards for quality that
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they are relegating children to custodial
care even though this may not be their stat-
ed intent. Surely many Americans would
object if elementary and secondary schools
for some children were designated as insti-
tuti ins for learning, while schools for other
children were designed merely to keep them
sate while parents worked.

Another misconception is the long-
held conviction among many Americans that
all three- and four-Year-olds belong at home
with their mothers. That conviction collides
five days a week with the realities of Ameri-
can families. in which most mothers of
preschoolers are in the workplace. Policies
that might help working mothers who wish
to stay home with their children without suf-
fering severe financial loss like the child
allowances and parental leave policies of
some other industrial nations hardly exist

in the United States. Our public schools and
many of our preschool programs are still
organized as if mothers were available all day
to take care of young children. Employment
policies in most workplaces are still written as
if families had ready access to affordable,
appropriate preschool child care.

Perhaps the most harmful myth is the
idea that such a vast and vital public m:rvice
as early care and education can be funded
largely lw the families who use it. This situa-
tion inevitably leads to a shortage of good
programs. I cry unequal access to those pro-
grams, and the segregation of children in
programs according to income and race.
Picture the condition to which the public
school system would sink if families had to
pay out of pocket for most or all of the cost
of their children's elementary and sec-
( maim. education!

YEARS OF PROMISE



Despite the high level of current par-
ent kes, there is simply not enough money
being expended to support a system of high-
qualitv Pres( haul programs. A 1990 study
compared parents average expenditure on
preschool with the estimated real cost of'
meeting quality standards in class size.
child/staff ratios. and teacher training and
compensation. Tlw studv fOund that the
average family would have had to douhle its

GETTING SERIouS ABOUT EARLY LEARNING
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current out-of-pocket expenditure per child
to support adequate quality in preschool
programs for the children then enrolled..:;
U.S. Census figures from 1993 indicate that
the average family expenditure per child fOr
preschool was S79 a week about 10 per-
cent of average fatnilv income, although the
amount varies widely by region. Rut these
costs represent quite different degrees of
hardship fOr families of different income
levels. They account for 27 percent of

91
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monthly income fOr fami-
lies in poverty but only 7
percent of monthly
income for families not in
poyerty.-!' Although inany
more afflue nt parents
might Ix' able to pay high-
er fees, lower- and micldle-
income parents would lw
hard pressed to do so.

INADEQUACIES

OF CURRENT

PUBLIC FINANCING

A
Public fUnds for preschool
programs from federal.
state. and local govern-
ments constitute only
about one-quarter of the
total amount spent on early
care and education in this
country. Some of the pub-
lic monies are targeted to
low-income families, but
others go in larger propor-

,;!, tion to higher-income fam-
ilies. so that in the aggre-
gate they do not signifi-

z

candy redress the problem
of inequitable access to
quality programs:27'

The largest an0 best-
known of preschool pro-
grams is Head Start, the
federally sponsored initia-
tive that began in 1965. At
an annual cost of about
S3.5 billion. the program

4
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offers comprehensive developmental ser-
vices to low-income children, encompassing
education, social and emotional develop-
ment, and physical and mental health, nutri-
tional, and social services to families. The
cornerstone of the project is parent and
community involvement. Today approxi-
mately 1,400 community-based organiza-
tions and school systems are responsible for
local implementation of Head Start. While
the number of poor children increased dra-
matically between 1980 and 1990, Head
Start serves fewer than one-half of all eligible
low-income three-and-four-Year-olds. That is
roughly 800,000 children:2',

After Head Start, the federal Child and
Dependent Care Tax Credit is the largest
source of federal subsidy for preschools. in
fiscal year 1995 amounting to S2.8 billion. It
is available to families who need child care
because they work. To receive the tax credit,
parents must spend substantial amounts of
their own funds, which means the benefits
go mainly to middle- and upper-income fam-
ilies,27 whose costs are reduced by an average

of 20 percent. According to preliminary
1994 data, 14 percent of the benefit went to
families with adjusted gross incomes of less
than S20,000; 47 percent went to families
with incomes between S20,000 and $50,000:
and 39 percent went to families with
incomes over S50,000.2. Another major
drawback is that parents cannot use the tax
credit to pay for part-dav preschools whose
sole purpose is to enhance their child's edu-
cational development.

The federal Dependent Care Assis-
tance Plan (ncAp), also known as a flexible
spending account, allows an employee to et

aside up to S5,000 per Year in non-tilx«I
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income for child care expenses. This
amounts to a federal subsidy, in the form of
tax sayings by families of S675 million in
1994. Unlike the Child and Dependent Care
Tax Credit, the ucAP does not phase out as
income rises, and thus it is tilted even more
heavily toward upper-income taxpavers.2"

Other federal sources o preschool
funding the Child Care and Development
Block Grant, the At-Risk Child Care Fund,
and the Title XX Social Services Block Grant

are targeted to low-income families, but
none is sufficient to meet the needs of even
its own narrowly defined target population,
and together they meet only a small propor-
tion of the total cost of preschool
education in America.mi The majority of pro-
grams remain only part-day/part-Year, effec-
tively excluding many eligible working fami-
lies who need more year-round care. Cur-
rently, thirty-two states support preschool
with separate grants or appropriations. In a
few states, state-funded prekindergarten
programs reach 25 to 30 percent of eligible
children, but in most states a much smaller
percentage of those eligible is served.q

TOWARD A SUPPORTIVE
INFRASTRUCTURE

Privateh funded early care and education
programs have myriad sponsors, including
for-profit corporations, community organi-
zations, religious organizations, universities.
parent cooperatives, and a host of other
groups. Public funds flow from different leg-
islative mandates and funding streams and
have markedly different designs, administra-
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five structures. and standards. A recent study
of federal subsidy programs documented
ninety different programs located in eleven
federal agencies and twenty offices. Such
fragmentation. compounded by an array of
scattered and disconnected state-financed
and fee-based ptograms. prevents fOrmation
of the vital infrastructure that am true sys-
tem needs as a prerequisite to improving
.ind sustaining consistent qualit.'-'

Mechanisms for assuring adequate
funding of early cae and education must be
created so that all families who vish to

enroll their children
in a quality preschool
program can afford
to do so. Although
these measures will be
essential for solving
the quality crisis in
preschool education,
they will not suffice
without a solid fOun-
dation upon which to
build the thousands of

good preschools that the nation's three-to-
t-we-year-olds need and deserve. Current
approaches to financing and also to staffing,
coordinating, and standard setting for
preschool programs, as we have described,
are so fragmented and inefficient that thev
compromise quality at even. turn. An inte-
grative strategy is needed. along with a sus-
tained effort to implement it.

Over the next five to ten years, a new
and more coherent, high-quality m stein of
chiki care iind early preschool education

Mechanisms for
assuring adequate
funding of early
care arid education
must he created so
that all families
who wish to enroll
their children in a
ualitv preschool
rograrti can
fford to do so.
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could be developed if it iere driven by a
cmirdinated national. state. and local effort
to build the needed infrastructure of sup-
port. In additkm to adequate mechanisms
fOr financing, the Carnegie Task Force on
Learning in the Primary Grades reconl-
mends the f011owing measures. based on the
key elements of an infrastructure identified
in the Quality 2000 Initiative report. If

implemented, they wottld provide the neces-
sary support for a more coordinated, com-
prehensive preschool system.

Improved Parent Information and Engage-

rnent. Parents ol.ten lack information
about what constitutes quality ill a

preschool setting and do not have a
range of choices available to suit their
family circumstances. More opportuni-
ties can be provided by employers and
resource and referral agencies to help
parents stay involved in monitoring and
receiving ongoing support from these
programs and engaged in advocacy
efforts to influence institutions, legisla-
tion. and workplace policies in meeting
their needs.

Expanded and More Meaningful Staff

Development. N1ost professional devel-
opment opportunities for early child-
hood educators are piecemeal efforts
that lack the necessary focus on chil-
dren's learning and healthy develop-
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ment. Nlore support is

nee(Ied to help attract,
prepare. nourish. and
retain an adequate supply
of qualified staff u) fill a
variety of roles and to cre-
ate the kinds of working
conditions that would
make a career in early
care and education satisfy-
ing, respected. and finan-
cially viable.

Better Facilities Licensing,

Enforcement, and Accredi-
tation. Far too many
preschool programs have
not established even mini-
mal standards for the
health and safety of chil-
dren and for the profes-
sional qualifications of
staff members. Where
standards exist, they are
rarely enforced. or there
are often exemptions
granted fbr certain pro-
grams. What is needed is
an effective, nonduplica-
dye system to assure that
all facilities that house
early care and education
programs promote children's safety.
health, and development and to pro-
vide incentives that encourage pro-
grams continually to improve the quali-
ty of their services.
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V Better Governance and Planning. Commu-

nity-wide and state-level planning and
governance councils are being devel-
oped in several states :Ind cities to
improve management of preschool pro-
grams. For instance, in Minnesota.
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North Carolina. Ohio. and Oregon.
public/ private partnerships have been
established by policvmakm and by busi-

ness and community
leaders to plan and
coordinate services fOr
young children and
their families: to
engage in short- and
kmg-term planniug: to
collect data: to issue
public reports: and to
establish benchmarks
for progress for the
purposes of ensuring
accountability. Such
councils have strong
potential for bringing

necessary institutions and

many parents
like Karei-i Davies
have discovered,
the American sys-
tem of pubhc e.au-
cation orgamdze
as ii children s. out-
of-home learning
began at age five.
The result"is a
split-level structure
separating early
care and education
f-rom elementary
schools.

together the
sectors to produce good results fOr child
developtnent and education.

Increased Funding and Coordinated
Financing. To date. funding for early care
and education has been limited in
amount and episodic in nature. To
establish an efkctiye early care and edu-
cation SN.stem, additional fnnds consis-
tently appropriated and efficiently used
are necessary. New strategies for rev-
enue generation and allocation must be
accompanied by significant additional
resources from public and private.
sources.
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THE TRANSITION FROM PRESCHOOL

TO THE EARLY GRADES
As many parents like Karen Davies have dis-
covered. the American system of public edu-
cation is organized as if children's out-of-
home learning began at age five. The result
k a split-level structure separating early care
and education from elementary schools.
Individual children grow. day by day each
at his or her own rate and the changes
that occur between the last dav of "day care-
and the first day of kindergarten are imper-
ceptible. As public education is presently
organized. however, children at about agt.-
five are suddenly -in the system.- They are
provided with free schooling and taught by
teachers who have a different kind of prepa-
ration and have different credentials from
the teachers they knew in preschool. They
are engaged in classroom activities that tend
to be much more structured, and they are
expected to master a curriculum that is usu-
ally far more rigorous than early education
pmgrams tend to offer.

Much could be done to meld policy
and practice. so that early care and educa-
tion and elementary education benefit from
the knowledge and experience of the other.
The field of early care and education has a
longstanding commitment to hands-on,
child-directed learning activities that are
geared to children's individual patterns of
development and learning. This orientation
could strengthen instruction in the early
grades in manv elementary schools. On the
other hand, too many early care and educ a-
non programs have misinterpreted develop-
mentally appropriate education. leaving

YEARS Or PROMISE



children without clear guidance, structure,
or curricula. These programs could benefit
from the emphasis on teaching and on
instruction that springs from curriculum
theory and that informs high-quality ele-
mentary school practice.

More could be done, too, to help chil-
dren more easily negotiate the transition
from early education to elementary educa-
tion. Today only 10 percent of elementary
schools report systematic contact between
kindergarten teachers and entering pupils'
previous caregivers or teachers or hold joint
training with the staff of preschool programs
located in their communities.33 Some recent
efforts are aiming toward more integrated
training across the age span, and a number
of states now provide early childhood certifi-
cation for teachers of three-to-eight-year-
olds. States could do more to develop a
framework for early childhood transition
services, by providing incentives and techni-
cal assistance to transition projects; taking a
broad view of assessment practices for young
children; reconsiOrTing the licensing, train-
ing and compensation plans of all earh.
childhood teachers; and expanding oppor-
tunities for early childhood teachers across
settings to collaborate on issues of curricu-
lum, instruction, and assessment.

Today, when children like Jessie and
Kenny reach the age of five, they move from

nonsvstem of early care and education to a
flawed system of elementary education. To

GET1ING SERIOUS ABOUT EARLY LEARNING

reverse the pattern of underachievement
that threatens the future of this nation,
Americans need to act now to expand access
to quality early care and education pro-
grams, make dramatic improvements in the
quality of all of the educational settings
where children learn during t'le crucial age
span from three to ten, and forge strong
links among those settings.

tfi
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Chapter 4

CREATING SUCCESSFUL

ELEMENTARY SCHOOLS

t is early morning in George Wasl'ington School, a once grand, now shabby building

in a gentrifying neighborhood inhabited by a mix of middle-class and low-income fam-

ilies. Inside, light streams through the tall windows, and the wide hallways are hung with bright

banner, giving the school a festive air. Along the corridors are colorful displays of children's

art and writ;ng. Ms. Jones, the principal, makes her rounds, greeting every child by name. To

Tynisa, a second grader, the principal seems to be everywhere at once. Today her teacher, Ms.

Thorpe, has promised to begin with "partner reading" Tynisa's favorite activity. Her partner

Travis has chosen Brave Irene from the many volumes stacked all over the room. Their chairs

side by side, Tvnisa reads aloud to Travis, who prompts her when she stumbles. Then it is her

turn to listen and prompt. Reading doesn't come easily to Tynisa. but her teachers and parents

meet to discuss her progress every several weeks, and they are all working intensively with her

so she won't fall behind. Tynisa's reading has also been improving since she began working with

a challenging computer program designed to help children master phonics.

A few miles across town, at a desolate intersection strewn with garbage, stands the impos-

ing Andrew Jackson Elementary School, whose students all come from low-income families. To

get to school each morning, Jessie walks past boarded-up buildings and the inevitable gutted

car. Past a heavy, graffiti-covered door, she enters a hallway that is bare of children's work

except for an occasional bulletin board covered with ditto worksheets, painstakingly penciled

in. Jessie is now a third grader, a survivor of six different teachers in four years. Her desk in Ms.

Matthews' class is near a window, but she cannot see out: the cracked panes have been replaced

with milky Plexiglas. She fills in her times tables on a worksheet again, then twirls the stubby

yellow pencil. Somewhere on the other side of the room, beyond the rows of children. Ms.

Matthews is saying something, but Jessie is dreaming. She knows that as long as she doesn't "act

up" her teacher will pay no attention to hen There are computers in the school, donated by a

company, but the teachers don't know how to use them, and they are locked away.
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Not far awav from Jackson. in a differ-
ent district, is the school that Tyler attends

Abraham Lincoln. This neighborhood is
even more distressed than Fvnisa's. Here,
the sounds of gunshots regularly puncture
the night and children have long ago
stopped waking to the sirens. A few Years
ago. Tyler's older hrc)ther passed through
Lincoln and then went on to middle school,
vhere he coasted and soon dropped out.
But since then. the school district has

acquired a new princi-
pal a Ms. Smith.
who grew up only a
few blocks away. Ms.
Smith has been mak-
ing big changes.
Although Tyler doesn't
know it. she has been
brought in lw the dis-
trict with a mandate to
improve the school.
But 'Bier can tell that

something is different. because, unlike his
brother, he likes coming to school. He starts
each day reading and writing in small
groups with his classmates. and he is proud
of the progress he is making. The teacher,
Mr. Gruber, comes around to work with each
group, and when he says it's time to stop.
Tyler asks fbr lust a few more minutes- to
finish a plav he's writing with Cados and
Ann. With strong district support. Ms. Smith
and the teachers have adopted a nationally

The failure of lorae
numbers of studaits
can be prevented, bv
hokling all students'
to high standards of

and
mann into practice
the m` thods that will
help each student to
reach those stan-
dards.
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recognized comprehensive reading pro-
gram, which provides materials. instruction-
al methods. individual tutoring for sonne
children. outreach to bring parents in as
partners in the school, and extensive profes-
sional development.

Washington, .lackson, and Lincoln are
real schools. although their names have
been changed in this report. They represent
extremes of American public education
most elementary schools are neither as good
as Washington and Lincoln noir as bad as
Jackson. They ue among the roughly sixty
elementary schools in thirty communities
across the country that the Carnegie Task
Force on Learning in the Primary Grades vis-
ited over a two-year period, observing classes
and talking with administrators, teaching
staff, and children. (See Appendix G.)

In most of the schools that members
visited. the task force was deeply impressed
by the energy and commitment of educators
to their students. At the same time, we were
struck bv sharp contrasts in the upkeep of
the buildings, the atmosphere of the class-
rooms and corridors, the kinds of activities
that constitute classroom instruction, the
degree of children's engagement and exhil-
aration. and most especially the educational
results the schools were achieving.

Some of the variations that we

observed are rooted in the history of public
education in this country. The public educa-
tion system encompasses some 1 5,000

school districts and 63,000 elementarx
schools each one reflecting particular

YEARS OF PROMISE



state and local policies. governance struc-
ture, tax base. student population, teaching
fOrce, classroom practices. and level of par-
ent involvement. Rut other variadons are
associated with the growing diversity of the
student population. especially in the larger
states and urban areas. From 1980 to 1990.
the number of children with Ihnited profi-
ciency in English increased nationwide by 26
percent. and the percentage of' children
from minority groups predominantly
African American. Latino. Asian. and Native

American in the schools has grown steadi-
ly from 21 percent in 1970 to 32.5 percent in
1992.2

Yet these differences among schools
and among students do not, in the view of
the task force, explain why many schools are
failing to educate their students to high lev-
els, or why they are achieving starkly
unequal results for different groups of chil-
dren.

MAKING EVERY SCHOOL AN

EXEMPLARY SCHOOL

Unquestionably, some schools, given a simi-

lar mix of students and resources. are much
more effective than others. Some, like Wash-
ington, are high-performance schools where
teachers like Ms. Thorpe are at the center of
a system of supports that flow into the class-
room from colleagues, the principal, par-
ents, and the community. Other schools in

CREATING SUCCESSFUL ELEMENTARY SCHOOLS

even more difficult conditions. like Lincoln,

have been transformed and .tre producing
better, even superior, educational results.
Rut too many schools. like Jackson. are
stunting the education and development of
the children entrusted to them.

As we have noted ill chapter one. dif-
ferences in the educational perfOrmance of
schools are often mistakenly assumed to be
the lesult of differences in students' inher-
ent ability to learn. Rut schools fail for other
reasons. Most significantly they fail because
of the low expectations they hold out for
many students: the heavy reliance of schools
on outmoded or ineffective curricula and
teaching methods: poorh prepared and
insufficiently supported teachers: weak
home/school linkages: the inability of
schools to deal adequately with many chil-
dren's health needs: the lack of accountabil-
ity systems: and ineffective allocation of
resources by schools and school systems.

The good news is that there are many
innovative approaches that have been
proven to be effective in making even ven
bad schools much better. Educators do not
vet know all the solutions, but they know
enough to begin to make the changes that
will produce much higher achievement for
every child and to weed out practices and
programs that demonstrably have not
worked. Tlw failure of large numbers of stu-
dents can be prevented, by holding all stu-
dents to high standards of accomplishment
and putting into practice the methods that
will help each student to reach those stan-
dards.
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THE FRAMEWORK FOR EFFECTIVF

ELEMENTARY SCHOOLS

From the accumulated evidence about the
ingredients of school success and from
members direct observations in schools, the
task force has identified seven major actions
that, if implemented within elementary
schools and school systems, would break the
pattern of educational underdevelopment
among the nation's children and enable
them to reach high standards of knowledge
and skill. These seven actions are to:

Set high expectations for every child.
Decision makers should set high stan-
dards, and an unlimited ceiling, for
what elementary schools should expect
each child to know and be able to do:
engage teachers, administrators, par-
ents, and the entire community in
reaching consensus on those standards:
and develop reliable ways of' assessing
whether children are on their way to
meeting those standards.

Enable educators to provide children
with expert instruction. They should
provide elementary school principals
and teachers the time, opportunities,
and resources to plan. work cooperative-
ly, and take part in continual profession-
al development. so they can develop the
skills and practices they need to enable
each child to meet high standards.

Create high-quality, varied learning
environments that support each child's
learning. They should give principals,
teachers, and other staff im.mbers
access to the best programs, curricula.
and instructional materials.
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Embed children's learning in caring and
collaborative relationships. They should
organize the human. technical, and
social resources within every elementary
school as a common enterprise. so that
there is a clear, shared purpose to
enhance all students' learning and
respond to their need for stable, sup-
portive relationships with adults.

Recognize the connection between edu-

cation and health. 'Fher should
organize schools as health-promoting
environments. establishing linkages
between schools and health resources
and encouraging students to adopt
good health habits.

Accept responsibility for the high-level
learning of each child. They should
instill within schools both a philosophi-
cal orientation and a practical approach
that inspire everyone engaged in the
educational process to take responsibili-
ty and accept accountability for seeing
that every child learns to high stan-
dards.

Provide the financing needed to support
high-level learning for all children. They

should correct misallocations and ineffi-
ciencies in the use of school funds and
redress serious inequities in meeting
children's needs.
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Moving on all these imperatives will be
a daunfing task for most elementary sclumls.
especially those that lag far behind, and f'(
the school districts that oversee them: fOr
this. they will need help and support from
state education agencies. corporations and
philanthropies. citizens. universities and
research institutions. religious institutions.
and other partners. Rut if this seyen-point
framework i. f011owed, extraordinary
schools can become not the exception but
the norm (Or American children.

SET HIGH EXPECTATIONS

POR EVERY CHILD

Children are born ready and willing to
learn. But um many elementary schools
fUnction as if they embraced the belief that
groups of children from particular racial,
linguistic. cultural, and socioeconomic back-
grounds are inherently less able intellectually
than other children. This is fallacious. As we
have stressed, individuals do vary in their
inborn abilities. but their academic perfor-
mance is determined more by the time and
effort they devote to learning and the time
and effort invested by the educational sys-
tem to teach them than the characteristics
with which they were born.

If the nation could be brought to
accept another idea that even* child can
learn and if the nation were unwilling to
give up on even a single child of promise,
then elementary schools would frame their
goals and approach their work very differ-
ently from the way most do today, beginning
with setting high standards fbr every child.

CREATING SUWSSFIrt ELIMSNTARY SCHOots

A key to strengthening the nation's ele-
mentary schools is to alter the basic assump-
tions about thr quality of work that children
can be expected to produce, so that each
child is challenged to meet high expecta-
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tions for educational performance. The most
direct, forceful way to convey high expecta-
tions is to establish standards for what every
Child should know and be able to do by the
end of the fourth

A key to strength-
ening the nation's
elementary schools
is to alter the basic
assumptions about
the quality of work
that children can
be expected to
produce, so that
each child is thal-
lensed to iriet
high expectations
for educational
performance.

grade and to develop
benchmarks for judg-
ing each childs
progress toward that
goal. These standards
should apply to all stu-

dents, regardless of
gender or language or
cultural and ethnic
background. As the
recent report of the
National Commission
on Teaching and
America's Future has
stated, without pub-
licly adopted stan-
dards, "we will contin-

- an unacknowledgedue what we have now
national curriculum, predicated on low
expectations. unaligned with our needs and
developed, without public oversight, lw pub-
lishers and test makers.-

Standards differ from the kind of min-
imum competencies that have served in the
past as the "floor" for children's learning.
Standards are not a number or letter grade:
they are a set of detailed explanations and
illustrations of the knowledge that children
can be expected to master in a particular dis-
cipline and of the level of proficiency they
are expected to demonstrate, whether in
reading, writing, history and social studies,
mathematics and science, art, or physical
education.
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Standards take two fOrms: content stan-

dards and performance standards. (:ontent
standards define the range of knowledge
and skills that students should be taught.
These should be established for each of the
major branches of knowledge that con-
tribute to children's capacity to reason, cre-
ate, communicate, solve problems. and
maintain their health. Performance stan-
dards answer the question: When We look at
a student's work in relation to content stan-
dards, how good is good enough? How can
achievement be demonstrated that will meet
these standards? A full spectrum of content
and performance standards should also
describe key stages or indicators of profi-
ciency on the way to meeting the teaching
and learning standards.

Today there is growing support for set-
ting high learning standards fbr even' stu-
dent. ()ur two most recent presidents, most
governors and members of Congress. and
more than 80 percent of the American pub-
lic now support the creation of high acade-
mic standards fbr elementary and secondary
students. Work is under wav at the national,
state. and local levels to set or adapt stan-
dards in various disciplines. But this work
proceeds cautiously and at times erratically,
because there is disagreement about who
should set the standards and what they
should require. What is more. no consensus
has vet emerged on how star dard-setting
efforts at various levels should be coordinat-
ed in order to pr(Kluce an organized intel-
lectual fi-amew()rk 'hat schools can use to
guide instruction. Finally, there is no con-
sensus on how these standards should apply
to children learning English in their de-
mentan school vcars.
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Current National Guidelines. Several nation-
al groups are dewloping sets of standards
for different disciplines, and other experts
are making recommendations to guide
states and districts as they define their own
standards. The National Education Goals
Panel has created a broad framework fiw
raising learning standards. The National
Council of Teachers of Mathematics has
developed its (:urriculum and Evaluation
Standards for School Mathematics,' which
are widely used across the country and
reflect broad agreement among scholars
and practitioners on what math to teach and
how to teach it. More recently, after a five-
year multidisciplinary effort. the National
Research Council of the National Academy
of Sciences has issued the National Science
Education Standards, which are based in
part on the American Association for the
Advancement of Science's Prolect 2061.7,

One ambitious national effort to devel-
op standards across several disciplines is the
New Standards Project. Begun in 1990. it

currently involves a consortium of states and
school districts serving about half the school
children in the United States. The project's
performance standards for mathematics,
English, science, and applied learning for
elementary, middle. and high school educa-
tion, reflect standards set bv other countries,
the views of professionals in the various dis-
ciplines. and public opinion about what stu-
dents ought to know and be able to do. The
New Standards are being used as a fOunda-
lion for state and local standards in many

CREA TING SUCCESSFUL El THFNTARY SCHOOLS

jurisdictions. 'Fhey are also the basis for a

fleW SVSteill of performance assessments that

schools can use to measure how well they
and their students are meeting the stan-
dards.

State Responsibility. While a variety of orga-
nizations. districts, and schools are defining
standards that reflect higher expectations
for school-age children, the states have the
primary responsibility for establishing and
enforcing specific content standards. Work-
ing at the state level allows for the develop-
ment of rigorous standards that also reflect
the preferences and views of people who lit-
erally share common ground even if thev
do not agree on every issue. For these rea-
sons. many of the nation's governors and
top business leaders, meeting at a 1996 edu-
cation summit, pledged that standards
would be in place in their states within two
years..

In their annual report card on state
efforts to raise academic standards, Making
Standards Matter 1996. the American Federa-
tion of Teachers (.\Fr) notes that fortv-eight
states and the District of Columbia are
engaged in setting common academic stan-
dards for their students. The AVr report
offers a set of criteria for determining if the
states' standards reflect a commitment to
raising performance in the core academic
disciplines: whether the state sets out clear
auidelines of what should he covered and
achieved by specific times in students'
school careers: whether it turns the content
standards into performance expectations
and assessments: whether it attaches conse-
quences if students do not meet the stan-
dards: and whether it provides extra suppoi t
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VS' to students who need it to be able to suc-

ceed. By these criteria almost no state is per-
fect. and only a f.t..w come close, but the AT
reports a great deal of good-faith activity
over the previous Year and real progress on
the part of many states since 1995.7

Local Action. If state-level standards and
assessments are to improve achievement.
local educators must review, adapt, and pos-
sibly augment them, translating them into
dav-to-dav lesson plans and assessment prac-
tices. Only in this wav can high expectations
be woven into the fabric of the school pro-
gram. As communities adopt standards. they
go through a complex, collaborative
process. and no two districts or schools will
proceed in exactly the same way. There are,
however, four key questions that local edu-
cators and parents must address:

Do the standards adequately communi-
cate what children should know and be
able to do? Parents and teachers must
understand what the standards actually
mean, how they work, how they will be
used in setting expectations fbr chil-
dren, and how they will build upon the
cultural background of students.

Do the local district or school curricula
mesh with the standards? In each sub-
ject area, there must be a good fit
between the objectives of the units and
lessons being taught in the classrooms
and the proposed standards.
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What kinds of school-wide changes will

be needed to make standards work in
the classroom? I low can the gaps
between content standards and existing

curricula be closed? What changes in
insti action and assessment will be need-

ed to help students meet higher stan-
dards?

How can families and communities be
engaged in a consultative process lead-

ing to the understanding and acceptance

of standards? Standards will inevitably
meet stiff resistance unless all the stake-

holders in the community understand
them.

Language-Minority Students. The nation's
approximately 2.8 million limited-English-
proficient OEN students have oflen been
excused or excluded from high-level perfbr-
mance and from virtually all forms of assess-

ment. But it is a mistake to think that LEP stu-

dents need remediation of basic skills first
before moving on to more complex matters.

In fact. they should be provided with an
equal opportunity to learn the same chal-
lenging content and high-level skills that are
expected of students who are fully proficient

in English. This can be done through a com-

bination of specially designed academic
instruction in English and instruction in the
students primary language. Accountability
systems must be adapted so that students'
academic progress can be measured even as

they learn English. and special efforts must
be made to assist LEP students in the exercise

and mastery of higher-order skills in ways
that build upon their primary and secondary

language skills in addition to their cultural

CREATING SUCCESSFUL ELEMENTARY SCHOOLS

knowledge. Unless these measures are
taken, current effOrts to raise educational
standards for all children may actually
impoverish the educational experience of
I.EP students.'

Second-Language Learning. All of today's
children will experience cultural diversity in
tomorrow's workplaces and communities.
and they will all need curricula that can help

them learn about and appreciate different
cultures and lan-

guages. A constructive

way to address the
issue of second-lan-
guage learning is for
schools to promote
proficiency in two or
more languages for
all American students.

In our rapidly chang-
ing world, fluency in
other languages and
understanding of
other cultures are fast

becoming require-
ments for many good
jobs. In its site visits.
the task force wit-

nessed first-hand some successful and excit-

ing elementary school programs that help
both t.Et' children and native speakers of
English become truly bilingual. As the bene-

fits of knowing more than one language
become more apparent, parents, communi-
ty leaders, and employers may well increase

the pressure on schools to institute second-
language learning as earls as kindergarten.

A constructivewav
to address the issue
of second-language
learning is fol..
schools to promote
proficiency in two
Or more languages
for all America?'
students. In opr
rapidly changnjg
world, f1uen0 ih
other languages,
and unddrstanding
of other cultures
are fast becoming
requirements for
many good jobs.
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SUPPORT ,,ND ACCOUNTABILITY IN NE'iv 1/CR!:

COMMUNIT" SCHOOL DISTRICT 2

Many educators believe, and studies confirm, that the key to higher achievement is giving teachers

much stronger support and at the same time holding them more accountable for high-quality instruc-

tion. But few school systems combine professional development and accountability into a systemat-

ic strategy for school improvement.

New York City's Community School District 2 is one exception. The district's twenty-four ele-

mentary schools, seven junior high schools, and seventeen alternative schools serve a highly divei se

population of some 22,000 children, of whom 34 percent are Asian, 29 percent are white, 22 per-

cent are Hispanic, and 14 percent are African American. The families of 50 percent of the district's

students are at or below the poverty level. Undergirding all activities within the district is the shared

conviction that there is a single overriding goal to make sure that students receive high-quality

instruction. But expert instruction requires continuing support for knowledgeable, caring teachers so

that they can constantly improve their practice. Administrators at all levels are responsible for giving

teachers this support and for ensuring that it is closely and consistently tied to each school's plan for

strengthening teaching and learning.

86

Professional development: Because the most valuable resource in this effort is the shared exper-

tise of teachers and administrators, the district provides numerous formal and informal opportuni-

ties for faculty members to observe and advise one another. Many of these opportunities, and the

costs associated with them, do not show up as "professional development" allocations in the budget.

For example, new principals are paired with "buddies- in other schools; groups of teachers travel

with their principal to other schools, both within and outside the district, to observe classroom

instruction; school schedules are arranged to allow teachers who work with the same grade level to

plan together for all children in that grade; and all staff members are encouraged to observe and men-

tor one another. More formal professional development activities include:

The professional development laboratory: A resident teacher works with small groups of vis-

iting teachers for three weeks of intensive observation and supervised practice in his or her

classroom. The resident teacher makes follow-up visits to the visiting teachers' classrooms CO

consult on practice.

Professional development consultants: Experts in particular instructional areas work directly

with teachers at their schools. Invited by the teacher, or at the principal's request, consultants

observe individual teachers in their classrooms and give demonstration lessons.
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Professional development institutes: Both during the school year and during the summer, the

district offers institutes or workshops that are followed up by more intensive support for indi-

vidual teachers. Workshops are offered in three levels of math for elementary school, in social

studies, and in advanced literacy for experienced teachers.

Professional development planning reflects the district's top-down/bottom-up management

practices. Each year, the superintendent and his staff set an overall plan that specifies long- and short-

term instructional priorities. Within that framework, each principal presents an annual plan detailing

the school's specific priorities and requesting a particular mix of services from the district's profes-

sional development menu, to be paid for by the school's allocation of district professional develop-

ment funds.

Accountability: At every step of the way, professional development is linked with accountability. For

example, the professional development plan that each principal prepares must include a detailed eval-

uation of the instructional strengths and weaknesses of the school as a whole, and of each individual

teacher, and must show how the strengths will be utilized and the weaknesses addressed. This plan

becomes the basis for the superintendent's annual formal review of that principal's performance.

Likewise, every administrator and teacher works with the principal to prepare a plan for his own pro-

fessional growth, which becomes the basis of his evaluation. In each case, the key question is: what

are you doing to improve instruction?

District 2 places great store in the selection, nurture, oversight, and evaluation of principals.

Effective principals can count on the district to support their efforts to recruit highly qualified teach-

ers, to dismiss those who are ineffective, and to prevent the transfer of unqualified teachers from

other districts.

The district's long-term priority is to establish a culture of continuous improvement in which

every budgetary or personnel decision is based on how it will support improved teaching and learn-

ing. This approach to school improvement is labor intensive, and District 2 spends much more than

many other districts on professional development although much less than the superintendent

would like. The district spends roughly 3 percent of its annual $84 million budget on professional

development with compensation for substitute teachers and contracted services being the major

costs.

The results of this strategy are, of course, long term and cumulative. There is evidence, howev-

er, that District 2's strategy is already paying off: reading and math achievement has risen, and disci-

plinary prol.ms are less frequent.
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Special Education. For entirely different rea-

sons. the approximately 3 million children

who nosy receive special education services
have also been excluded from virtually all
forms of assessment. By law, every student
who is eligible IOr special education has an
individual education plan (tra') that is drawn

up by qualified professionals in consultation
with parents and updated on a regular basis.
In theory, the plan constitutes a set ofexpec-
cations developed for an individual child,
based on his or her particular strengths, dis-
abilities. and past achievemcnt. In reality,
the situation is often more complicated.
Substantial numbers of children receive
appropriate lEPs and are helped by the
unique special education services (instruc-
tion. curricula, materials, and therapies)
that arc prescribed. For mans- others, how-
ever, standards set in this way are too low:

thev fail to take into account these chil-
dren's capacity fOr higher-order thinking or
their ability to profit from the regular ele-
men tars- school curriculum. In this was., spe-
cial education is a particular instance of a
general trend within elementary education:
high-level learning for some and a narmw-
ing of educational opportunity fOr too Ma I1V

others. based on unfitunded assumptions.
Today, special educators are coining to

believe that the same content standards
adopted for regular echwation should be
applied to special educathm students. when-
ever and wherever possible, and that mans
more children with disabilities call appro-
priately be measured lw the same assess-
ments as those without disabilities. Except

11 0
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for children who are seriously mentally
retarded or who have disabilities that clearly
require adaptations in instructional meth-
ods, im child should be referred for special
education or receive an !FT until the
school has instituted a formidable array of'
supports to prevent that child from falling
behind. Any plan that accepts a lower
achievement goal for a child should be
designed only as a last resort and should
clearly specifY the kinds of progress expect-
ed for that student in relation to the stan-
dards set for other students. The plan
should prescribe the educational experi-
ence that would be most likely to produce
such progress, with a heavy bias, as current
law requires, toward placement of the child
in the regular school program or in the
"least restrictive environment- necessary to
ensure progress.

It may not be reasonable to expect the
most seriously learning-disabled students to
meet primary grade perfOrmance standards
by the end of the fourth grade, even with
extraordinary support. It should be possible,
however, to frame learning goals in terms of
the same standards that apply for all chil-
dren and to mark progress along the wa
with the same benchmarks that apply to all
children. I» no instance should a separate.
diminished set of standards be applied to
ans. group of students.

ENABLE EDUCATORS TO PROVIDE

CHILDREN WITH EXPERT INSTRUCTION
Higher standards will lw futile and untail
unless thev are accompanied by an all-out.
ongoing. nationwide effort to strengthen
teaching and learning in es (Ts lassroom.
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Professional Development. Data from the
National Center fOr Educational Statistics
indicate that elementary school teachers are
on the average less experienced and less pre-
pared for the classroom than middle and
high school teachers." Professional develop-
ment is. therefore, the key to enabling ele-
mentary school teachers to meet the new
demands that new standards will impose on
them. A recent study of more titan 1,000
school districts fottnd that increasing teach-
ers expertise is the most cost-effective way to
raise student achievement."'

Virtually everv school district in the
nation engages in some form of professional
development. Few districts, however, have a

well-formulated, consistent strateg-v for ana-
lyzing or evaluating systematically how their
spectrum of professional development activ-
ities aligns with the instructional priorities
or practices of schools. As a result, districts
are missing a vital opportunity to bolster
teaching and learning. The National Com-
mission on Teaching for America's Future
reports some dismaying findings:

U.S. school districts spend less than 1 per-
cent of their resources on staff develop-
ment far less than the 8 to 10 percent
of expenditures on training invested by
most corporations and many school sys-
tems in other countries.

Most U.S. teachers have almost no regu-
larly scheduled time to consult together
or to learn about new strategies. in con-
trast to their counterparts in many
European and Asian countries.

CREATING SUCCESSFUL ELEMENTARY SCHOOLS

Thirty percent of teachers leave the pro-
fession in the first five Years. New teach-

ers ofien leave because they are given the

toughest assignments and have little or
no opportunity for ongoing educatit tn.

Mastering Effective Practices. There is

mounting evidence that high-quality,
focused professional development of educa-
tors can raise student achievement; indeed.
helping teachers master effective practices is
one of the best investments that taxpayers
can make in children's learning. So why do
schools continue to make such paltry invest-
ments in their teachers and principals%

One answer is that professional devel-
opment is a hard sell. In an era of' scarce
resourccs, school boards and superinten-
dents are reluctant to
efforts where the pay-
off children's learn-
ing to higher stan-
dards may not be
immediately visible.
The benefits of profes-
sional development
tend to accrue over
time, in conjunction
with other significant
changes in the school
program.

Another answer
is the widespread myth

that teachers do not
need to know much
to instruct young chil-

dren and that any college graduate who has
taken a few education courses is well-
equipped to succeed in an elementary
school classroom. Added to this is the fact
that, historically, most professional develop-

direct tax dollars to

There is mounting
evidence, that high-

rratity, focused
ofessional

evelopment
can raise student
achievement;
indeed, helpn
teachers mdste?
effective,practices
Is one of the best
investments that
taxpayers gin
make:in children s
learning.
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SCHOOL-WIDE PROGRAMS INTEGRATE BEST INSTRUCTIONAL PRACTICES

Two decades of research and practice have produced a broad range of instructional practices that bol-

ster student achievement in elementary school. Adopting these practices one at a time, or in one class-

room at a time, can certainly enhance instruction in many cases, but sustainable school improvement

requires a far more systematic. coordinated effort. It often requiras suspending business as usual and

committing the school as a whole to a multifaceted, integrated approach to strengthening teaching and

learning in a core content area, such as reading or math, or across several disciplines. A number of

organizations have designed such programs: some introduce a new curriculum: others offer a coordi-

nated set of services, including curricula and materials, professional development, and parent outreach;

and some go much further, aiming at total school redesign. In many cases, schools pay for these pro-

grams by redirecting dlscretionary funds. such as Title 1 monies, local education funds, and special edu-

cation resources. Participating schools have also drawn upon state funds, desegregation funds. Goals

2000 or Eisenhower funds, bilingual education funds, and foundation or government grants. Here is a

sampling of schoolwide programs:

90

Success for All and Roots and Wings: Success for All is designed to restructure elementary schools

so that all children will be successful in reading, writing, and language arts. Developed by a team of

education researchers at The Johns Hopkins University and the Baltimore City Public Schools and

pilot-tested in Baltimore in 1987-88. Success for All is now in use in some 300 schools in seventy

districts in twenty-three states. Roots and Wings fills out the Success for All model with programs

in mathematics, social studies, and science.

Success for All emphasizes prevention and early intensive intervention. Success for All schools

implement prekindergarten and kindergarten programs that include thematic multidisciplinary units;

teachers reading to children and having them retell the stories; and a focus on letters and the sounds of

words. In first grade, students are engaged in a program called Reading Roots, which balances the teach-

ing of phonics with the use of meaningful, interesting texts. First graders who are struggling in reading

receive one-on-one tutoring, usually from certified teachers. Students in grades two through six use

Reading Wings, which emphasizes cooperative learning, writing, and reading comprehension strategies.

A family support team in each school consisting of a social worker, attendance monitor, and other school

staff members develops programs to engage parents with the school and to offer them strategies for

helping their children at home: the team also addresses such issues as attendance, behavior problems,

and the need for eyeglasses or health services. A program facilitator works within the school to ensure

the quality and coordination of all program elements. Research on Success for All in nine school districts

(Baltimore; Philadelphia; Charleston, South Carolina; Memphis; Montgomery, Alabama; Fort Wayne and

Caldwell, Indiana; and Modesto and Riverside, in California) has found that the program consistently

boosts reading achievement and reduces special education placements. Program adaptations for Spanish

bilingual and English-as-a-second-language applications have been particularly successful.
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Roots and Wings takes the Success for All model and applies it to mathematics and co social stud-

ies and science. Math Wings is a constructivist approach to math, emphasizing cooperative learning,

discovery, and concept learning. World Lab, an integrated approach to social studies and science,

engages students in simulations and group investigations that challenge them to take on roles as peo-

ple in history, in other countries, or in various occupations. An evaluation of Roots and Wings on a

state performance assessment found strong positive effects in all three subjects. Success for All and

Roots and Wings are currently used in about 450 schools in thirty states.

Peer-Assisted Learning Strategies (PALSI:This is a supplemental reading and math program that helps

teachers work to ensure each child's success in ciassrooms where children's educational needs vary

markedly. For part of the school day, students work together and take an active role in their own and

each other's learning. Teachers receive a comprehensive manual that guides their activities. The math

component of PALS, which meets twice a week for forty minutes, has two basic procedures: coaching

and practice. Children work in pairs. moving back and forth between the player and coach role. A

computer program helps teachers identify those children who need help in specific skill areas and

select the most appropriate classmates to work with them. The reading component meets three times

a week for thirty-five-minute sessions. Here, too, working with a partner is a key strategy. Stronger

readers are paired with children who have weaker skills. The stronger reader reads first to provide a

model and then switches to the tutor role as the weaker student takes his turn. As in the math com-

ponent, teachers model these roles and help children master them. PALS is newer than some of the

other schoolwide programs mentioned in this report, but evaluations suggest that participants

including high achievers, low achievers, and children with disabilities make greater progress than

students in traditional approaches. The U.S. Department of Education's Program Effectiveness Panel

has approved PALS for inclusion in the National Diffusion Network of effective educational practices.

City Science: In 1990, San Francisco's public schools adopted a new, module-based science curricu-

lum aimed at introducing a more hands-on, inquiry-centered approacl- ':o science instruction in the

city's elementary classrooms. The result of a collaboration between the University of Caiifornia at

San Francisco and the San Francisco UnifiecrSchool District, City Science played a key role in devel-

oping curriculum kits and helping teachers integrate them into their day-to-day work with children.

The program provides stipends and graduate credit to teachers who take part in a summer institute

and gives teachers a full year to prepare, individually and together, to implement the new curricula.

In this way, City Science has developed a cadre of one hundred lead teachers who can act as peer

coaches, helping their colleagues integrate the new approach into their classroom practice.
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dollars IlaVC reimbursed teachers 161-
graduate courses, winch in many districts
need not rekue directly to the teacher's

classroom responsibil-
ities. or they have paid
for one-shot work-

shops Vith even lCSS

COIMCCO011 to a

school's standards
and curricula or the
needs of diverse stu-
dents. Ihese hit-or-

miss methods usually
fail to icidress teach-
ers specific needs and
rarely translate into
lasting changes in

classroom practice.
Many districts

around the nation are
at last realizing that
professional develop-
ment contributes fun-
damentally to school

improvement when it is closely and consis-
tently tied to the district or school plan for
strengthening teaching: when it is designed
to help principals and teachers help chil-
dren meet high standards: and when even.
staff member is engaged in instructional
improvement as part of' his or her day-to-day
routine. It works best when school staff
members participate in selecting professional

development activities that meet their
needs.

Effective professional development is
not something that can be "done for" or
"provided to" teachers. leachers must
accept responsibility for (-spatiality, their

The kinds,of high
stapdards for
children s learning
that the task forcd
endorses represent
a new departure. f or
Amencan education.
They ask children
not to know a
areat dad more,
5utAlso to engage
in rigorous think-
ing about what
th& know; and
they Ask students to
corisistently apply
their .knowledge 'to
practical as wa.as
.cademic pursuits.

Few schools
now 1.sk this of
all children.
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knowledge', throughout their careers. in

ways that not only enhance children's learn-
ing but also set an example of commitment
to lifelong intellectual engagement. Teach-
ers need to be involved in the design and
evaluation of their own continuing educa-
tion to ensure its relevance to their students'
specific learning needs and the realities of
their classrooms.

When schools are organized in waN
that allow frequent interaction among
teachers and with their supervisors, a great
deal of in-service prolessimial development
can be done informally. in the context of
ongoing conversations. Nlore fOnnal
approaches, like study groups or peer-coach-
ing arrangements. can also be effective. A
more aggressive approach is action research

when a group of' faculty members formu-
late a guiding question. rrview the relevant
literature, collect and analyze data (such as
student work, assessment res(tlts, or teach-
ers' feedback on an educational issue or
strategy), and draw conclusions leading to
Unproved practice.

To learn good instructional practices.
principals and teachers must have time.
They should have the solitary stretches
needed for individual reflection and also
regularly scheduled times and places for col-
laborative study. Time for professional devel-
opment cannon. be tacked On to the end of
an exhausting day. Finding time for regular
professional development ranks among the
toughest challenges faced lw schools and
districts, but without it schools have little

YF ARS OF PROMISE



hope of substantially improving children's
learning.

Besides time, teachers and other edu-
cators need access to written materials and
electronic resources, including the Internet,
as well as to the ideas and research findings
presented at conferences and professional
meetings outside school. Many teachers ben-
efit from contact with colleagues through
school-to-school networks, such as the Cali-
fornia Alliance of Elementary Schools, or
through subject-specific networks, such as
the National Writing Project.

CREATE HIGH-QUALITY,
VARIED LEARNING ENVIRONMENTS

The kinds of high standards for children's
learning that the task force endorses repre-
sent a new departure for American educa-

1r

CREATING SUCCESSFUL ELEMENTARY SCHOOLS

lion. They ask children not only to know a
great deal more, but also to engage in rigor-
ous thinking about what they know: and they
ask students to consistently apply their
knowledge to practical as well as academic
pursuits. Few schools now ask this of' all chil-

dren.
The curricula, texts, materials, and

tests now in widespread use in American
schools are not really designed to support
students in learning the hill range of sub-
jects and skills in the depth that the new
qandards require. There will have to be an
extended period during which curriculum
developers, text and test publishers, and
teachers themselves develop and validate
the new materials and assessments.

Nevertheless, enough is known about
how to engage students and help them learn

t-
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more and apply what they know. and there
are enough examples of ell ective materials.
for a strong beginning to be made now. As
long as close attention is paid to whether
children are strengthening their essential
skills in the areas of reading. writing. and
mathematics. schools need not fear experi-
menting with the new approaches :.ind stan-
dards. Every school should begin 110W to

improve the quality of its instmction fOr all
students, including those of diverse linguis-
tic and cultural backgrounds: to provide stu-
dents with stronger incentives for learning:
to set an optimal pace so that each child is
constantly challenged: and to make more
effective use of instructional tnne.11

Quality of Instruction. A key to teaching
children to these higher standards is recog-
nition that all children are actively trying to
make sense of their world. They bring a
wealth of questions, experiences, and "naive
theories" to the school that can be the basis
for creating engaging and challenging
learning experiences. Starting with the chil-
dren's own conceptions, educators can
encourage children to express their
thoughts and insights and involve them in
projects that interest them, such as imagina-
tive play with materials that also use their
growing skills. In this way, children feel they
understand what is going on. and their talk
and active efforts provide teachers with
direct evidence of what they know and how
they are thinking.

But from the start, the talk and the
activity of children have to be -accountable"

that is. students (and teachers. too) have
to listen and take each contribution to the

94 hiG

conversation seriouslv.L .A.s the talk contin-
ues, students should begin to be asked to
meet standards of logic and evidence. In
these interactions, teachers need to model
ways of applying the rules of discourse of the
academic disciplines that lie behind chil-
dren's activities. They should help the chil-
dren begin to see the more general lessons
that can be drawn from their specific expe-
riences.

Good instruction is a continuing bal-
ancing act. Children should be exposed to
specific facts. infOrmation. and vocabulary
and be asked to practice specific skills. but
they must also have a chance to see the big
picture and to put facts and skills to work in
solving larger problems, creating products,
carrying out projects, and thinking and rea-
soning as well as absorbing the results of oth-
ers' thought. Much today is made of the
virtues of relevance and authenticity fOr
keeping children engaged. but there can
also be fascination in events or phenomena
that are distant in space or time. Formal dis-
ciplines have their own beauty and their own
value.

There is no one way to strike these bal-
ances. What is almost certain is that, if chil-
dren encounter all of these approaches in a
rich and continuing mix. thev cart hardly fail
to be engaged. and their engagement will
lead them toward meeting Or exceeding the
standards.

Incentives for Learning. Children need to
have a clear idea of what is expected of them
and what constitutes acceptable and excel-
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lent performance. Their work should be
arranged so that they are challenged to
move ahead while believing mat the next
steps are within reach and that, although
they may not always succeed, they will have a

chance to if they try. Their successes should
be celebrated, in large or small ways depen-
dent on the size of the step just mastered.
They should also have a sense of what will he
expected of them later on, gained in part
from seeing the work of other or older stu-
dents and the display and celebration of'
their success. In this way, all students even

those for whom the next step mar come eas-
ily can he encouraged to stretch them-
selves.

Setting an Optimal Pace. One of the major
tasks facing those who are developing high-
er standards for school subjects is to define
in as detailed a way as possible the important
stages children are likely to go through as
they progress toward meeting the standard
and moving beyond it. Those conceptions of
stages of progress must then be translated
into formal and informal means of assess-
ment that teachers can use to determine
what levels of challenge and what experi-
ences are appropriate for each student.
Teachers also need to organize instruction
so they have the time to pay attention to
each student, to assess where they are, and
to vary their experiences as necessary to
keep each individual on track.

One effective way to adjust instruction
so that children are challenged to move
ahead to learn materials that they haven't
yet mastered is through one-to-one tutoring,
usually with adult specialists. butt also includ-
ing cross-age peer tutoring, in which older
students help younger ones with academic

CREATING SUCCESSFUL ELEMENTARY SCHOOLS

content (while increasing their own achieve-
ment as well). Another effective approach is
cooperative learning, which challenges chil-
dren to take responsibility for each other's
learning. When students are given opportu-
nities and incentives to work together in
small groups toward clearly defined goals.
all students gain at all
achievement levels.

Cooperative learning
takes forms.
The more structured
forms challenge stu-
dents to explain facts
and ideas on a regu-
lar basis and to give
each other constant
feedback. In this way, children individualize
instruction for each other.

many
Children need to
have a clear idea
of what is expected
of them and what
constitutes acceptable
and excellent perfor-
mance.

Model Instructional Programs for Reading.
Individual tutoring and cooperative learn-
ing both play a role in some of the more
effective approaches to teaching reading,
which is a crucial foundation for all further
learning. Many schools eager to improve
reading achievement are using several well-
established reading instruction programs
that use these and other proven tech-
niques. Extensive comparative research has
shown the effectiveness of programs like
Reading Recovery, a one-on-one tutoring
program for at-risk first graders that has
been adopted in thousands of schools. The
Peer-Assisted Learning Strategies approach
developed at Vanderbilt University, which
supplements a school's basic reading cur-

1. .1 7
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THE SCHOOL DEVELOPMENT PROGRAM (DP)

Led by James P. Corner, associate dean of the Yale Medical School. SDP grew OUt of a collaboration

begun in 1968 between Yale University's Child Study Center and two New Haven, Connecticut, pub-

lic schools. At both schools, virtually all of the students were African American, and the great major-

ity (more than 80 percent) qualified for reduced or free lunches on the basis of family income. Both

schools suffered from a wide variety of problems. ranging from poor attendance and low achieve-

ment to negative parentstaff interactions and low staff morale. A multipronged effort to improve

the climate of a school as a whole and boost achievement, the project was initially funded by the Ford

Foundation and Title I. By 1976, SDP had become a model for schools across the nation that are seek-

ing broad school change. Today. some 700 schools, most of them elementary schools, use the Corner

process.

SDP was the product of an era that also saw the birth of Head Start and the War on Poverty,

which waged its battles on two fronts: education and community empowerment. Corner believed

that schools' academic ills were rooted not only in day-to-day instructional problems. but in the

breaking of the bonds between schools and the communities they served. He observed that in many

communities, especially in low-income urban settings, schools that had once been woven into the fab-

ric of neighborhood life had lost the confidence and trust of many of the families they served espe-

cially those who felt rejected by mainstream society. Corner and his colleagues asserted that bridg-

ing this wide and dangerous gap required "a social action model...that attempts to serve children

through social change."

SDP stresses the importance of aligning curriculum, instruction, and assessment, so that all three

work in concert to support student achievement. It can be implemented over many years. and it does

not require significant increases in staff, equipment. or material resources. The program has never

prescribed a particular curricular or instructional approach; rather, it has focused on infusing princi-

ples of child development into classroom practice. In designing his model. Corner was influenced by

developmental scientists' research showing that children need to form secure attachments with their

teachers as well as by the work of social psychologists showing the harmful effects of the existing

imbalance of power between children and parents. on one hand, and teachers and administrators, on

the other. A school's participation in SDP begins when the school staff and the community agree to

commit themselves to the program's goals and to participate in the required staff development; Yale

provides facilitators and professional development support. The program now trains local cadres

in districts, state departments of education, and universities to take on this role.

r
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Three guiding principles inform SDP:

Problem solving without blame that is, a "no-fault" approach to resolving conflict

Consensus decision making based on child development principles

Collaborative participation that leaves the leadership of the principal intact

Parents are welcomed into the school on a regular basis not just when a problem arises

and are invited to assume roles that draw on their strengths and increase their sense of ownership:

they may participate as classroom assistants, as members of the school planning management team,

or as sponsors for school activities.

The school planning management team of twelve to fifteen people, led by the principal, meets

once a week. The team, which is made up of teachers, parents, administrators, and a mental health

specialist, has three major responsibilities: developing a comprehensive school plan that lays out long-

and short-term child development, school climate, academic, and social goals; planning staff develop-

ment activities aligned with those goals; and assessing and modifying the plan on a regular basis.

According to Corner, children's misbehavior can be greatly diminished by integrating a broad

range of support services into the day-to-day life of the school. Every SDP school has a mental health

team that is charged with ensuring that sound mental health principles are integrated into all areas of

the school's operation, as well as with suggesting ways to prevent behavioral problems and to inter-

vene early when they occur. Because a school's organization and policies have an impact on students'

mental health, the team provides input to the school planning management team; it also provides

school staff members with training in child development and mental health.

SDP appears to have lasting effects on school climate and student achievement. Four years after

the Yale team had left the first two New Haven schools, evaluations showed no decline in the gains

that had been achieved in language arts and mathematics. Even when budget cuts forced schools to

eliminate the paid coordinator role, high achievement was sustained, suggesting that school improve-

ment can occur with the committed support of parent volunteers. Studies conducted in the late

1980s showed significant differences in academic achievement (based on both grades and achieve-

ment test scores), as well as in attendance, classroom behavior, and group participation, between

students in Corner and non-Corner schools.
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riculum, is also promising. A more compre-
hensive program is Success fOr All, which
organizes an elementary school's entire
reading program over a period of several
years. providing curricula and materials,
professional development, parent outreach,
and assessment tools.

But fOr teachers to make the best use of
high-quality instructional programs such as
those above, all educators must become intel-
ligent consumers, gathering solid informa-
tion about their effectiveness with students.

Educational Technologies. Computer-based
technologies are among today's most
promising teaching tools. These new tech-
nologies allow students to explore new

ideas, pracfice new

skills, and solve new
kinds of problems at
their own pace, with
the teacher as their
guide or coach.

Rut, while the
potential of these
electronic media for
improving instruction
and learning is daz-

zling, the reality is

that few teachers, even in schools that have
computers, have the time, training, or the
technical support they need to capitalize on
a schools' investments in the hardware and
software. Most teachers do not have u,tsv
access to a telephone, much less a modem.
Only one in three teachers from kinder-
garten through grade twelve has had even

It is not enouct for
schools to set Pugh
standarcis and diake
sternatic efforts,to
strengtheti teaching
and lecirrimo; they
must facilitAe the.
kmd of relationships
that result m support-.
ive,learning cottinu-
mties.
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ten hours of computer training.m Clearly. it
could be some time before most schools are
able to make effective use of computer-
based instructional approaches. These issues
are treated at greater length in chapter five.

EMBED CHILDREN'S LEARNING IN

CARING RELATIONSHIPS
Chapter two illustrates the importance to
children of a web of supportive relationships
in the commtn in.: the same is true inside
the elementat school building. It is not
enough for schools to set high standards
and make systematic efforts to strengthen
teaching and learning; they must facilitate
the kind of relationships that result in sup-
portive learning communities.

While adults tend to focus on whether
children are developing the critical thinking
skills they will need tomorrow, the children
themselves are apt to be preoccupied with
what is happening to them today. Ask an
enthusiastic child in the primary grades why
she enjoys going to ,chool, and she is likely
to say something like, "It's fun being with mv
friends" or, "I have a nice teacher." Ask a less
engaged student why he dislikes school, and
the answer might well be something like,
"The teachers are mean" or, "The other kids
make me feel stupid."

Whether children are engaged and
motivated at school depends in large mea-
sure on the quality of the relationships they
experience there. Students thrive when
schools are organized in ways that assure
continuity in their relationships with teach-
ers and other adults. They want to be known
as individuals and to feel that someone cares
deeply about them. .nwv want to feel that
they b,long in the scht)ol, that thcv are seen

YEARS OF PROMISE



GROWING HEALTHY

During the years of promise, children develop many attitudes and behaviors that affect their health

in later life. Growing Healthy rests on the premise that if children understand how their bodies work

and appreciate the range of factors biological, social, and environmental that affect their health,

they will be more likely to establish good habits during this formative period.

A comprehensive health education curriculum for children in kindergarten through grade six,

Growing Healthy is administered by the National Center for Health Education and has been imple-

mented in 10,000 schools in forty-one states, reaching more than a million students over the past

twenty years. The program provides schools with teacher manuals, student workbooks, and supple-

mentary materials such as films, anatomical models, and computer software. Students in each grade

receive up to fifty-six lessons covering ten broad topics. including disease prevention and control,

mental and emotional health, substance abuse, nutrition, family life and health, and personal safety.

The program emphasizes small-group learning and peer teaching, allowing students to pose and solve

problems collaboratively.

Growing Healthy emphasizes team teaching: before the program is implemented in the class-

room, a school-based team two teachers, a school administrator, and a resource person such as

the school nurse attend an intensive three-to-five-day training workshop. The workshop is con-

ducted by experienced trainers who have taught the curriculum themselves.

Since its creation more than twenty years ago, Growing Healthy has undergone several evalua-

tions. The most extensive, involving 30,000 students, compared children who had been exposed to

one of four health curricula or had received no formal health education at all. Of these five groups,

Growing Healthy students demonstrated the highest overall level of health knowledge.

by adults and their pem as part of a valued
group. and that their parents are part or a
regular process of communication and dis-
cussion about their school life.

School-based Decision Making. 1.0 provide a

[mire supportke limaic fOr children's opti-
mal learning, man% schools have begun to

engage principals. teachers. and parents in
decision making about the waxs that the
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school will go abmtt achieving its cducatilm-
1.4oals. Educating children is btherenth a

complex task. aml members of the faculty
and staff and parents must have the authority

to address in a collaborative wax the nix riad

unpredictable problems that arise as the\
\yolk to meet all students learning needs.
The relationships forged through shared
decision making, can lay the knindatioll for

cotimIlInity that welcomes all student.,
c\p,cts stitCcss num each of them. and
shares the responsihilitx for the qualitx ol
dwir mill( %einem.
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For this approach to work, however,
school-based decision makers principals.

teachers, and parents need to have con-
trol over key aspects of the school program,
including personnel, curriculum and mate-
rials, professional development, and the use
of the school building, and they need fre-
quent opportunities to exchange informa-
tion and professional opinions and reach
consensus on new directions. Collaborative
decision making, in short, should extend to
school-wide practices and policies that
define the school's culture.

Increased authority for local schools is
not an end in itself but a means of establish-
ing an effective partnership among parents,
teachers, and principals, so that the school
can focus on improving classroom practice
and ensure that children learn more. Obvi-
ously, this autonotny must not he used to
segregate students on the basis of race or
class, to provide a less adequate program of
instruction to those who do not speak Eng-
lish, to endanger children physically or psy-
chologically, or to depart in any way from
schools' fundamental mission of educating
all children to high standards.

RECOGNIZE THE CONNECTION
BETWEEN EDUCATION AND HEALTH

In general, the years from three to ten are
the healthiest period in the human life
cycle, but this should be no cause for com-
placency. Health risks to children are on the
rise, especially in large cities. In particular.
the incidence of asthma, the most serious
chronic disease of childhood, has increased
by one-third since 1981: over the same fif-
teen years. the childhtmd death rate From
asthma has doubled.
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The safety risks to children are also
increasing. Children are becoming involved
in violence at ever-younger ages, both as ic-

tims and as perpetrators.L Recent studies
indicate that nearly two-thirds of children of
some immigrant groups are exposed to so
much violence that they are clinically at risk
for post-traumatic stress disorder.

For a significant number of children.
educational underdevelopment and failure
may have roots in chronic illness or the
effects of violence, including child abuse or
neglect. Other kinds of health problems
experienced by school-age children, like
poor vision or obesity, are rarely life-threat-
ening hut if left untreated can seriously
undermine school success or self-esteern.il

For all these reasons, elementary
schools (and preschool programs) must pro-
vide an environment in which good health
as well as education is pursued and rein-
forced throughout the day. This means
offering nutritious food in the cafeteria,
mandating smoke-free buildings, and pro-
viding children instruction that enhances
their understanding of the principles of
good health and nutrition and the behaviors
that promote health, among other mea-
sures.

Millions of American children either
have no health insurance at all or have insur-
ance that does not cover multiple health
problems, chronic disease, or disabilities.
Elementary schools can play a key role in
providing or coordinating health services
for children. Since 1980, more than 600
school-based or school-linked health centers
have been established across the country.

YEARS OE PROM.5f
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Few exist at the elementary school level, but
the need for them is clear. A recent nation-
wide feasibility study of elementary school-
based centers, conducted by the National
Health and Education Consortium, found
that centers can be cost-effective in address-
ing children's health and education needs,
reaching children and their families in ways
that community-based programs cannot.16
School-based and school-related health cen-

CREATING SUCCESSFUL ELEMENTARY SCHOOLS

(

ters can sustain the health components of
early intervention programs like Head Start
and link up with preventive health services
like the Early and Periodic Screening, Diag-
nostic, and Treatment program, which
serves all Medicaid-eligible children and
youth under the age of twenty-one.
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ACCEPT RESPONSIBILITY FOR

THE HIGH-LEVEL LEARNING

OF EACH CHILD
This chapter has identified several crucial
elements of effective schools, including
clear, high standards: ample time and
resources for professional development;
access to the best instructional approaches;

caring support for stu-
dents; strong partner-
ships with parents;
and a health-promot-
ing environment with-
in the school. By

reconfiguring ele-

mentary schools and
school districts to
incorporate these ele-
ments, it should be
possible to create a
system in which, per-
haps for the first time,
responsibility and

accept accountability for enabling every
child to succeed. Responsibility and
accountability in this sense are both institu-
tional and personal.

Accountability should be an integral
component of a total system aimed at school
improvement. Such a system assesses how
schools are doing; feeds the information
back to the schools to help them build on
their own strengths and address their weak-
nesses; and provides the information to
school districts and states so they know
which schools need additional help and sup-

port. It takes responsibility, and accepts
accountability, at every level for every child's

ach ievement.

-Widespread concern
that public funds for
schools are not pro-
ducing clear anti nec-
essary results has led
to the tonxii ilation of
pew policies requir-
ing evaluatiOn of
sctlpqls based not on
their inputs but on
the strehgth pf their
results children's
achievement

everyone can take
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An Accountable School. When a child enters

kindergarten, an accountable school assess-
es her or his initial skills in relation to a clear

set of standards, decides how the child can
best meet the standards. and keeps track of
the child's learning. If the child encounters
difficulty, the teacher or principal reaches
out to parents and colleagues for help in
determining whether extra assistance or a
different approach are needed, and does
everything possible to get the child back on

track.
By the end of the first grade, all chil-

dren in the accountable school are able to
read and have a familiarity and facility with
quantity and numbers. For those who may
be lagging. there is a clear plan to provide
extra time and resources to help them keep
up. By the end of the fourth grade, almost
all students are able to meet the standards in
reading, writing, math, and science profi-
ciency, as measured by test performance,
portfolio assessment, and other means.
Again, extra assistance is provided to those
few children who might otherwise fall

behind.
Just as teachers take responsibility for

improving their teaching at every opportu-
nity, principals and superintendents in the
accountable school make sure that teachers
have time and opportunity to think, plan,
and learn. Administrators see to it that
teachers have access to the teaching tools
they need. They evaluate whether their
schools are doing what it takes to meet the
standards and intervene when necessary.
They take responsibility for constantly
improving their leadership skills. They inves-
tigate and select good programs and seize
opportunities for professional development
that research has shown can accelerate the
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achievement of all students. They evaluate
these programs to determine if they are
working and take steps to correct problems.

Ensuring Accountability. But this is not a per-
fect world. .-ks we have seen, there are
schools that lose sight of their purposes and
fail children badly. Human beings and
human systems become distracted by the
mundane pressures and conflicts of daily life
and daunted by the sheer complexity of
attending thoughtfully, moment by

moment, to classrooms and schools filled
with rapidly developing children. Some
form of external accountability for chil-
dren's achievement may, therefore, have to
be imposed.

For most of the history of American
schools, outside accountability has focused
on the "inputs" that were thought to corre-
late with a good education. Schools were
evaluated based on the qualifications of
their teachers, their supply of textbooks, the
ratio of teachers to children, the number of
subjects offered, and "seat time" that is,
the number of hours and days students were
exposed to classroom instruction. These
inputs were embodied in school codes and
regulations, and they remain important, but
they do not reliably predict the achievement
of an individual school, much less that of an
individual child.

Widespread concern that public funds
for schools are not producing clear and nec-
essary results has led to the formulation of
new policies requiring the evaluation of
schools based not on their inputs but on the
strength of their results children's

CREATING SUCCESSFUL ELEMENTARY SCHOOLS

achievement. Some states and cities have
begun to put in place systems for holding
schools accountable by measuring student
achievement based on standardized tests.
While these methods have substantial edu-
catiwal and technical flaws, they at least
reflect recognition of the problem.

More promising are state-managed
school-quality reviews, such as those con-
ducted in New York and California, in which
teams of outside professionals make period-
ic site visits to review student progress with
the school's administrators and faculty.
Additionally, standards of practice derived
from professional standards, such as those
issued by the National Council of Teachers
of Mathematics, the National Association for
the Education of Young Children, and other
professional groups, may well lay a new basis

for evaluating schools.
Where teams of practitioners assess

teaching and learning as well as student
work and performance, the information can
feed into recommendations for school
improvement. When this is embedded in an
overall approach to improving schools, an
effective school accountability system can be
seen as a way of asserting each school's right
to receive from the district and the state the
resources and assistance it needs to function
properly.

When external reviews find that a
school continues to fail its students despite
substantial support, an intensive interven-
tion program focused on school reform and
restructuring should be put into place. If a
school still does not make ,demlate progress
in improving results for children, the admin-
istration and staff' should be replaced is

appropriate.
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BEGINNING READING

If there is one thing Americans can agree on about education, it is that primary schools should teach

children to read. Reading is central to a child's experience of school. How well children learn to read

becomes the core information that the school and the children themselves use to determine whether

or not they are good students.

What has been learned about the teaching of reading underlines almost every point the task

force has to make about the first stages of schooling in America and about children's learning. It

shows that instruction can outweigh children's supposedly fixed "abilities." It shows the cumulative

contribution of research to the understanding of children's learning and the failure to apply the

lessons of research to classroom practice. It shows the importance of monitoring children's progress

closely and adapting instruction to each child's individual needs. It shows the weakness of the cur-

rent professional training of teachers. Lastly, it illustrates the ways that ideological stances can some-

times interfere with the school's ability to adopt the most effective practices.

Phonics and Whole-Language Approach. American education has a long history of conflicts over

pedagogy. In the case of reading, the current form of the struggle is between the advocates of "phon-

ics" and "whole language" approaches. The former focuses on the alphabetic principle and stresses

teaching children the relationships between sounds and letters. The ability to "decode." proponents

of the phonics approach say, empowers children to sound out and read any word in their spoken

vocabulary. Therefore, training in letter-sound skill should take precedence over having children read

short passages or whole stories.

Proponents of whole-ianguage learning, on the other hand, think that reading. like speech, devel-

ops naturally and at individually varying rates, and they stress that since the goal is for children to be

able to take meaning from text, they should be immersed in a linguistically rich environment. Read-

ing and being read to from meaningful. extended material, and talking and writing about it. helps chil-

dren see what reading and writing are for and why they would want to engage in them.

Those who advocate whole-language learning do not deny the alphabetic principle, but they

emphasize a child's ability to reason and predict on the basis of context. They see phonics as just one

of many ways that new words may be recognized and think that explicit phonics training and drill is

unmotivating to children.

But now science has had its say. In her masterful summary and synthesis of these decades of

work, Beginning to Read, Marilyn Jager Adams makes it clear that both sides have grasped part of the

truth but that the extremes of each can seriously hinder the early reader's progress)

This research shows that succu,,s in learning to read depends on the ability to distinguish, and

attend to, the constituent sounds of words; to recognize letters; and to associate letters and pat-

terns of letters with the sounds. Good readers, research shows, attend in a rapid, automatic way

to almost all of the letters in the words they read; they also have a practiced sense of the likely asso-

ciations of sounds in a language and of patterns within words and syllables. Their ability to decode
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words rapidly is a crucial support for understanding the meaning of clauses, sentences, and para-

graphs, since it frees their attention from the word-by-word task in order to turn to the larger stri_c-
tures and to hold more of these in their minds.

Individuals differ in "phonemic awareness" meaning their ability to attend to the component

sounds of a language. But this ability is not highly correlated with general intelligence, and it can be
taught.: With explicit instruction directing their attention to letters and sounds, and with practice

using appropriately graded and engaging materials, students who seem to be low in reading ability can
in time function within the normal range.

It is also true, however, that children come to school with different amounts of exposure and
practice in these sound and symbol distinctions and associations. Children vary, too, in the extent to
which the sounds and units of their home language or dialect correspond with those of "standard
English.- Confronted with such variations, schools cannot be sure whether the differences they find
are a matter of the child's ability or the result of prior experience or both. All too often, schools
respond as though they were dealing with differences in ability, and they quickly begin to sort stu-
dents into groups where they are challenged differentially, with different results.

The evidence is that this response is very wrong. With explicit instruction, many children can
get on track rather quickly, as though their initial difficulty were just a matter of their not having prior
expsure to these aspects of language.) With appropriate instruction, even children who have more
difficulty can be put on the path to effective reading. The percentage of students who seem to have
more serious disabilities is rather small: some studies have found it to be as little as 3 perct:A; it is
certainly under 10 percent. Thus, for almost all students, the focus on their ability, rather than on
instruction, effort, and the expectation of success, is a mistake.

A Balanced Approach. Many children benefit greatly from explicit instruction on letter-sound cor-
respondences, and it is wise to provide this even for children who seem to be progressing well at
least for the purposes of checking to make sure their underlying skills are strong. Not checking, and

withholding direct instruction .ibout, and practice in, these relationships in the mistaken belief that all
children will learn them more naturally and developmentally in context, will doom many children to
delays.

At the same time, the evidence is that phonics first, or phonics only, can also be deadly to chil-
dren's learning. English orthography the ways sounds are represented in spelling is often irreg-
ular. If children are forced first to memorize and practice all the rules and exceptions in a vacuum, they

may decide this is a hopeless enterprise. Discouragement is particularly likely among children who
have nct already had a lot of experience with being read to, who have not yet learned that reading
can be enjoyable, and who have not already absorbed the other conventions of reading English that
reading goes from left to right and top to bottom, that those blocks of separate letters on the page
are words, and that these marks on the page are supposed to tell a story or give information.
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Practice on the "pieces" of reading should, in fact, happen in the context of the whole act of

reading. Much of reading should be about things that are interesting and relevant to the child, as the

whole-language approach insists. The trick in the early stages, however, is finding reading materials

that engage the child while providing practice on the specific skills in some well-thought-out order

(no particular order has been shown to be "right," but eventual coverage is important) and at levels

of difficulty that allow each child to recognize Most of the words even if he or she has to work at

some. Drill and practice on worksheets are not all bad, but these need to be subordinated in the chil-

dren's minds to actual reading.

The answer is a balanced approach.* In fact, most effective teachers, whatever doctrinal label

they may wear, have always found ways to incorporate elements from both approaches. The prob-

lem is that most teachers need more help and support in working out ways to balance instruction

effectively to match the particular needs of each of their students. Surveys indicate that American

teachers are usually given too little professional preparation for understanding the structure of lan-

guage and its relationship to print: therefore, they are not in a position to make the best judgments

about a particular child's skills and what he or she may need to work on or experience next to keep

on track.4 The materials available to teachers, moreover, are often not designed to compensate for

these gaps in knowledge, or to supplement teachers' skills by giving them ways of quickly assess-

ing what students know and where they are in their progress, and pointing them to the right read-

ing materials and tools to give the students the experiences that will keep them moving along.

Most of the books and readers available in schools come with only the sketchiest of indications

about how challenging they may be to children, and the variety available in the classrooms may not

match the variety needed by the children. Some early reading curricula are moving to remedy these

limitations. The Open Court reading seriess and Success for A116 are two, but their examples need to

be more widely adopted. Tests and indices, like the Degrees of Reading Power.' enable teachers to

get a general sense of the level of difficulty of text a child can cope with and help them match this

with reading materials that will be challenging but not discouraging. But these materials do not pro-

vide teachers detailed skill information about beginning reading.

Teachers need to learn much more about what to listen for as their students read aloud and

what to do about it. The Primary Language Record and its California parallel. the California Language

Record,8 are tools that encourage teachers to keep running records of their observations of children

reading (and writing), and they have the added virtue of enlisting the children's own and their par-

*Note : The thirty years of research reviewed by Adams, much of it sponsored in a heroically sustained effort by the Nation-

al Institute of Child Health and Human Development,9 has confirmed and deepened Jean Chall's observations in her influen-

tial 1967 book, Learning to Read The Great Debate.1° and made them inescapable. Former California State Superintendent of

Public Instruction Bill Honig has recently published an excellent, accessible review of this work with practical recommenda-

tions for what a comprehensive, balanced approach to reading instruction should entail, Teaching Our Children to Read) I Force-

ful in its evidence and advice, it also represents a brave look at some of the reasons his own state, which I las been a leader in

its commitment to whole language, has fared rather poorly in recent national comparisons of re:ding performance.I2
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ants' attention to their progress and reading interests. But these materials could be strengthened by
encouraging teachers to focus more on specific aspects of progress in the early stages.

Much more attention needs to be given to the ways that early reading instruction is organized
in schools, so that teachers can give individual attention to children and sufficient time to read and
practice. Classes of thirty children make achieving this extraordinarily difficult. Smaller reading groupswould be better. As it is, most children in a class are left to their own desultory or worksheet-
driven devices as the teacher deals with one subgroup at a time. Success for AUI3 demonstrates that
a school's resources and personnel can be reorganized during extended parts of the day so that much
smaller groups can be working intensively, each with its own trained teacher. With closer attentionavailable from the teacher, the children can be grouped by level but assessed frequently andregrouped in response to each child's progress.

Success for All and Reading Recovery" also show the power of giving students short-term,
intensive individual attention and tutoring, triggered by early identification of those in need of addi-tional help so that they remain in the regular class and catch up with their peers, rather than being
shunted off, often permanently, into a special education stream. Various forms of peer tutoring and
interaction can also be used to keep children on task and moving ahead when their teachers areengaged with other children.Is

As rapid decoding is consolidated, children need to be moving on to more and more compli-cated and richer text. At this point it becomes clear that reading is much more than an independent
skill: it is also a reflection of everything that a child already knows and of all of the things he or she
wants to know or do next It is clearly true that the essential way of improving reading is to read
for pleasure and for information as much as possible, though it is helpful if the teacher can ensurethat much of that reading is, again, at a level that challenges but does not discourage.

The most effective readers come out of experiences in which they not only read but are givenspecific support in thinking about how they read and how language and syntax are structured
about how they know what they think they know from what they have read. Children need to read
a lot, but they also need to be encouraged to reflect on what they read, and sometimes it helps toput labels on the strategies and tactics they use, after they have actual experience in using them, sothat they can be encouraged to exercise these more.16

Responsibility of Parents, Schools, and Community. These pages have been about learning to readin the context of schools. It is clear that children vary in their familiarity with reading and its com-
ponents mainly because of the variability in their experience before and outside of school. It is theschool's responsibility to understand these sources of variability and to adapt instruction to them tobring each child up to a high level of effectiveness in reading. But the school's job will be easier, and
the children's chances better, if parents, preschool educators, and staffs of after-school programs alsoimmerse children in a linguistically rich environment, where reading is central and commonplace andwhere those who care about the children show them what reading is about and how it can open thedoor to new worlds of understanding and fun.

AT1NG SUCCESSFUL ELEMENTARY SCHOOLS
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Commission (Fa:), to call it "the most
important educational institution in Ameri-

ca." And yet, the designers of this key insti-

tution in children's lives have largely been

absolved of any obligation to meet the needs

of their ven. impressionable Young viewers.

SAFEGUARDING CHILDREN'S INTERESTS

At the time that television was introduced, it

was hailed as a medium for enhancing edu-
cation, cultural life, and democratic processes.

In the early 1950s, when television was still

new, broadcasters were airing exemplary
children's programs like Captain Kangaroo,
Ding Dong School. and Kukla, Han and 011ie. A

decade later, however, when more than 90

percent of American homes had sets, most

commercial broadcasters had shifted their

emphasis to selling products.2
Now, with the growth of home comput-

ers and modems for going on-line and, in
coming Years, the expected merging of sig-

nals from telephone, television, CD-ROM, and

multimedia computers, similar optimistic
claims for their informational, educational,

and cultural importance are being made.

Inevitably, therefore, the question must he

asked whether the needs of children will he

met in this new media environment or
whether, once again, a potent set of educa-

tional tools will he undermined as the tech-
nologies and the software for them become
more widely used.

The communications revolution ush-
ered in by the computer differs in sonic:
respects from the one brought about hy net-

work and cable television. Unlike television
programming. in which information is

130
1 14

"delivered" into the home and forces passive
viewing, computer-based media, including
CD-ROM and the World Wide Web, have inter-

active capabilities that offer exciting possi-
bilities for student-centered or project-based
learning, for invention and creative expres-
sion, and for communication and collabora-
tion. For older students and adults, the

emerging media are opening up avenues for

scientific endeavor, entrepreneurship, and
professional pursuits of many kinds. Already,

computer skills have become the prerequi-

site for good jobs and a basic requirement
for full participation in society, so that young
people who do not master these skills as they

grow up will find themselves at a disadvan-

tage.3 Knowledge of the Internet's Web and

varied sophisticated computer applications
will soon be of commensurate value in gain-

ing access to information and attractive
Opportunities.

The Challenge. But even with these differ-

ences, traditional broadcast media and the

new interactive media raise similar public

concerns about how to safeguard the inter-
ests of children. In the case of television, the

challenge for industry representafivc ;. par-
ents. educators, children's advocates, acade-

mics. health pmfessionals. foundation lead-
ers. and willing volunteers is to work togeth-

er to improve the quality and expand the
lunount of truly enlightening and informa-

tive as well as entertaining familv-friendlv
shows. They must combine forces to mini-
mize children's access to violence- and sex-

laden content foster children \ critical
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invest these dollars typically are made by dis-
trict personnel. without regard to a school's
instructional agenda, or by individual teach-
ers who apply for reitnbursement fbr courses
that have little relation to the school's goals.

More Effective Use of Funds. If elementary
schools arc u) teach all students to high stan-
dards. the first challenge Nvin bC to make bet-
ter use of the cur-
rent national invest-
ment in public edu-
cation. 'Me inten-
sive reading pro-
gram that has been
shown to raise stu-
dent achievement.
Success fOr All, can
be implemented in
a school at an esti-
mated annual cost
of S300 to S700 per
pupil above the
basic school bud-
get...2. This aimunt
could lw made
available to local

schools through a
combination of fed-
eral and state com-
pensatory funding
sources. The prob-
lem is. most of the schools that receive these
funds long ago allocated them to other pro-
grams that are probably not as effective.

As difficult as such decisions may be.
schools must find a vay, through the piocess

CREA1ING SUCCESSFUL ELEMENTARY SCHOOLS

of reallocation, to put existing funds toward
programs that work. The ancient tradition
in school budgets (an(l most other human
enterprise) of letting sleeping dogs lie and
funding new initiatives only when additional
fUnds become available is no longer tenable.
More can be done much more with

existing resources to provide much higher
achievement tor children.2i
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On the other hand, our nation's system
of elementarv school financing makes inad-
equate provision tOr the added costs of edu-
cating children who need additional time
and help to reach new perfiwinance stan-
dards. Any strategy to enable all children to
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programs. With this regime, a child typically

sees as many as 20,000 television commer-

cials each year.8 By sonic estimates, at least 8

million children are regular viewers of day-

time talk shows, such as those hosted bv

Ricki Lake, Geraldo Rivera, and Jerry

Springer." Violent and prurient content is

pervasive even in children's programs. In

their book Abandoned in the Wasteland, New-

ton Minow and Craig LaMav report there

are about 20 to 25 vio-

lent acts per hour in
children's programs,
leading the average
preschooler to witness

about 600 violent acts

per week.

The positive
educational and
social value to
voung. children
Of
children s television
has long been
demongtrated
in programs
like SeYame Street
and Mr. Rogers:
Neighborhood, aired
over the Public
Broadcasting
Service.

Effects of Heavy Tele-
vision Viewing. Stud-
ies show that children
who are heavy viewers

of television (four
hours or more per
day) tend to put less

effort into schoolwork, get lower grades, and

have weaker reading skills than light viewers

(one hour or less). They also have fewer out-

side interests and less developed social skills,

although whether television itself under-

mines performance in all these areas or
whether children who spend so many hours

glued to the TV set simply have no time for

other pursuits is not vet clear.1" Expert con-

sensus is that repeated exposure to gratu-

itously violent programming also can have

serious consequences for children, p10d11c-

116
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ing fear, anxiety, aggressive feelings. and

even violence.11

Preschoolers who are regularly

exposed to adult shows, such as game shows

and action-detective programs, appear to be

less imaginative in their play and use less

descriptive language than their peers who

are not so exposed.12 For children ages six

and seven, watching sitcoms and action-

packed programs appears to undermine

school performance.) 3

Television's Positive Value. The positive

educational and social value to young chil-

dren of high-quality children's television

has long been demonstrated in programs

like Sesame Street and Mr Rogei-s' Neighbor-

hood, aired over the Public Broadcasting

Service. More recently, Nickelodeon, Dis-

ney, and the Learning Channel on cable

have offered exemplary programs to Young

children, even though they are advertiser

supported. These programs, together with

those aimed at elementary school ages, such

as Mathnet, Square One TV, The Magic School

BIM, and The Puzzle Place, offer young people

opportunities to learn ways to improve life

on the planet. develop social skills and an

understanding and appreciation of other

groups. and use math and science to solve

problems. There arc also islands of high-

quality programming for school-age chil-

dren on the networks, such as the recent
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NO SILVER BULLET

Both the experiences Of success! ul elemen-

tary school: throughout the cotuurv and

long-term intensive research efforts over the

past two decades have clearly identified the

crucial components of more effective ele-

mentary schools.. \inericans can now he con-

fident that elementary schools Ital.(' the

potential to assure that virtually (Ivry child

will leave the fourth grade with, at a mini-

mum. a solid foundation in reading, writing,

tnathematics. and science.
The pressure fOr quick results may

tempt teachers, parents. policy makers, and

education advocates to fixate on just one of

the seven elements of successful school

improvement put forward in this chapter-.

But setting standards only, or concentrating

CREA-FING SUCCESSFUL
ELEMEN1ARY SCHOOLS

On professional development only. will not

force the appropriate focus On inipmving

children's learning. High standards, for

instance. :we a vital component of improved

education, but setting standards without giv-

ing schools the fUll range of help and sup-

port needed to meet those standards simply

exposes the large gap between schools fOr

the well-off and schomls fOr the disadvan-

taged. Educators have learned the hard war

that there is no silver bullet in school

reform. .kll the elements of successful

schools must be implemented together if

they are to help children reach the much

higher standards that the nation is now set-

ting for them.
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Chapter 5

LEARNING IN THE

ELECTRONIC PLA`rGROUND

W110" ".0 1hst 011count0rediess10 ar 1 1101' 1110"a5. they were cr""111i1 "Y°1. 0(1'0-

ment in a crowded park playground. But many of their peers were not running

:ind playing in the park; they were enthralled in another kind of pla\ground the all-envelop-

ing world of" television. As they have grown older. some of essie's playmates have become

expert users of other equipment in this electronic playground. such as videocassette recorders

and videogame entertainment systems. A kw are exploring new worlds through cu-Roms. One

student has her own Web site provided through her school, and she is talking with students

frohl another school through e-mail. Another is using a new software program to create his

own artwork and music.

In previous chapters. the task force has considered how the kev learning institutions in

American society can begin to reverse the widespread pattern of educational underachieve-

ment among children from ages three to tell and to provide a strong fOundation for healtln

development and lifelong learning. The report suggests ways that parents and communities

can !Oster a love of learning in their voung children: it urges a strengthened system of early

education and child care to prepare children for a successful elementary education experi-

ence; and it asks public schools and school systems to apply the principles of best practice to

ensttre that children meet more rigorous learning standards. .rhose institutions that have the

primary responsibility for children's education are asked to do whatever it takes to ensure the

educational success of all of America's children.

But :u the end of the day. electronic tnedia may have a more powerfnl effect on children's

thinking, perceptions, attitudes, feelings, and understanding than all these learning institu-

tions put together, fOr better or worse. Because at the end of the dm'. most children are watch-

ing television. Television has had a major shaping influence on children's lives fOr almost fifty

years now. prompting Newton N. Nlinow. former chairman of the h.deral Communications
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Commission (FCC), to call it "the most
important educational institution in Ameri-
ca."' And vet, the designers of this kev insti-
tution in children's lives have largely been
absolved of any obligation to meet the needs
01 their verv impressionable voting viewers.

SAFEGUARDING CHILDREN'S INTERESTS

At the time that television was introduced, it
was hailed as a medium for enhancing edu-
cation, cultural life, and democratic processes.

In the early 1950s, when television was still
new, broadcasters were airing exemplary
children's programs like Captain Kangaroo,
Ding Dong School, and Kuida. Fran and 011ie. A

decade later, however, when more than 90
percent of American homes had sets, most
commercial broadcasters had shifted their
emphasis to selling products.2

Now, with the growth of home comput-
ers and modems for going on-line and, in
coming years, the expected merging of sig-
nals from telephone, television, CD-ROM, and
multimedia computers, similar optimistic
claims for their informational, educational,
and cultural importance are being made.
Inevitably, therefore, the question must be
asked whether the needs of children will be
met in this new media environment or
whether, once again, a potent set of educa-
tional tools will be undermined as the tech-
nologies and the software for them become
more widely used.

The communications revolution ush-
ered in by the computer differs in some
respects from the one brought about by net-
work and cable television. Unlike television
programming, in which information is
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"delivered" into the home and forces passive
viewing, computer-based media, including
cn-Rom and the World Wide Web, have inter-
active capabilities that offer exciting possi-
bilities for student-centered or project-based
learning, for invention and creative expres-
sion, and for communication and collabora-
tion. For older students and adults, the
emerging media are opening up avenues for
scientific endeavor, entrepreneurship, and
professional pursuits of many kinds. Already,
computer skills have become the prerequi-
site for good jobs and a basic requirement
for full participation in society, so that young
people who do not master these skills as they
grow up will find themselves at a disadvan-
tage.3 Knowledge of the Internet's Web and
varied sophisticated computer applications
will soon be of commensurate value in gain-
ing access to information and attractive
opportunities.

The Challenge. But even with these differ-
ences. traditional broadcast media and the
new interactive media raise similar public
concerns about how to sakguard the inter-
ests of children. In the case of television, the
challenge for industry representatives, par-
ents, educators, children's advocates, acade-
mics, health professionals. foundation lead-
ers, and willing volunteers is to work togeth-
er to improve the quality and expand the
amount of truly enlightening and informa-
tive as well as entertaining bmilv-friendly
shows. They must combine forces to mini-
mize children's access to violence- and sex-
laden content, Foster children's critical

YEARS OF PROMISE



understanding of the messages of advertis-
ing and programming, and limit the mar-
keting of products of dubious benefit directly
to young children, whether in programs or
commercials. This is a tall agenda one
that can Occupy the energies of citizens fOr
years to come.

For the new media, the no-less-daunting
task is to work for the creation of high-quality
content in the information and program-
ming designed fbr c1 iren, to provide con-
structive opportunities for interactive learn-
ing and doing among children, to discourage
the production of programs and advertising
that are exploitative of children, and to
ensure the equitable access of all young peo-
ple to the communications system that is fast
becoming an integral part of daily life.

THE I 5,000-HOUR CURRICULUM
Television has achieved its distinctive power
in American cultural life because of its very
ubiquity in homes and communities and
because of its compelling hold on young
minds. From infancy on, children are
exposed to the continuously flashing images
and raucous mix of comedy, cartoons,
sports, violence, and sex in programming
and product advertising on the television
screen. Television shows and commercials
are the accompaniment to most activities in
the home, whether or not they are actually
viewed; they act as a baby-sitter; they are fre-
quently the only occasion for bringing fami-
ly members together; and they displace
other activities that children might be
engaged in, including quiet reading, play
with peers, and organized sports.

LEARNING IN THE ELECTRONIC PLAYGROUND

On school days, children wazch an
average of three hours of television per day
and on weekends and holidays between six
and eight hours a day. By the time they reach
the age of eighteen. Americans typically
have watched at least 15,000 hours of televi-
sion, far more than thev have spent in the
classroom.iThese figures do not include the
time children spend using Videocassette
recorders, which are now owned by at least
two-thirds of U.S. households. and
videogames like Nintendo. ,

Some children watch much less or
more than these averages. For example, boys
watch more television
than girls. vc ry young

preschool children
and teenagers watch
more than elemen-
tary-age children, and
poor children of all
ethnic backgrounds
watch more television
than more affluent
children.6 Preschool
children of working
mothers watch less

television than children of stay-at-home
mothers, perhaps because many are in child
care programs that limit or avoid television.7

While there are many good children's
programs on television, the sad fact is that
more children watch noneducational car-
toons and adult fare, much of it without
adult supervision, than watch educational

Television has
achieved its distinc-
tive power in
Amdrican cultural
life because of its
very ubiquity in
homes and com-
munities and
because of its com-
pelling hold on
young minds.
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programs. With this regime, a child typically
sees as many as 20,000 television commer-
cials each year!' By sonie estimates, at least 8
million children are regular viewers of day-
time talk shows, such as those hosted by
Ricki Lake. Geraldo Rivera, and Jerry
Springer'. Violent and prurient content is
pervasive even in children's programs. In
their book Abandoned in the Itdsteland, New-
ton Minow and Craig LaMav report there

are about 20 to 25 vio-
lent acts per hour in
children's programs.
leading the average
preschooler to witness
about 600 violent acts
per week.

The p9sitive
educAtional and
social value to
young, ch.ildren
of .hig'h-Quahty.
childYenzs television
has long been
demongrated
in programs
111( Saame Street
and Mr. Rogers:
Neighborhood, aired
over the Public
Broadcasting
Service.

Effects of Heavy Tele-
vision Viewing. Stud-
ies show that children
who are heavy viewers
of television (four
hours or more per
day) tend to put less

effort into schoolwork, get lower grades, and
have weaker reading skills than light viewers
(one hour or less). They also have fewer out-
side interests and less developed social skills,
although whether television itself under-
mines performance in all these areas or
whether children who spend so many hours
glued to the TV set simply have no time for
other pursuits is not yet clear.10 Expert con-
sensus is that repeated exposure to gratu-
itously violent programming also can have
serious consequences for children, produc-
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ing feam . anxiety, aggressive feelings, and
even violence.it

Preschoolers who are regularly
exposed to adult shows, such as game shows
and action-detective programs, appear to be
less imaginative in their play and use less
descriptive language than their peers who
are not so exposed.P2 For children ages six
and seven, watching sitcoms and action-
packed programs appears to undermine
school performance.'

Television's Positive Value. The positive
educational and social value to young chil-
dren of high-quality children's television
has long been demonstrated in programs
like Sesame Street and M r. Rogers' Neighbor-

hood, aired over the Public Broadcasting
Service. More recently, Nickelodeon, Dis-
ney, and the Learning Channel on cable
have offered exemplary programs to young
children, even though they are advertiser
supported. These programs, together with
those aimed at elementary school ages, such
as MathnetSquare One TV, The Magic School

Bus, and The Puzzle Place, offet young people
opportunities to learn ways to improve life
on the planet, develop social skills and an
understanding and appreciation of other
groups, and use math and science to solve
problems. There are also islands of high-
quality programming fbr school-age chil-
dren on the networks, such as the recent

YEARS OF PROMISE
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ABC series of after-school specials, unfortu-
nately discontinued because it did not
acquire a large audience share. Cable shows
on the History Channel, Discovery Channel.
A&E, and TBS also produce programs of
educational value to older children.

Sesame Street, one of the earliest chil-
dren's programs with pedagogical content,
has been subjected to repeated evaluations
showing its positive effects on children's cog-
nitive development, acquisition of language
skills, and social adjustment. In 1995, John
C. Wright and Aletha Huston of the Center
for Research on the Influences of Television
on Children at the University of Kansas

LEARNING IN THE ELECTRONIC PLAYGROUND

.,

reported their four-year study looking at the
effects of high-quality children's education-
al programs on low-income preschoolers'
academic skills, school readiness, and
school adjustment.14 They concluded that
children's consistent viewing of Sesame Street
(the program most watched) and other pro-
grams of similar quality plays 'a positive
causal role in their development of readi-
ness tor school" and is a positive predictor
of t.n.chers' judgment of children's overall
school adjustment in the first or second
grade. They specified that watching high-
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HELPING YOUR CHILDREN GET THE BEST OW OF TV

Get the facts: Many parents have only a vague notion of their children's television habits. It may

be helpful to keep track for a week or two of what they are watching and for how long, includ-

ing whatever they may be watching while they are away from home (nearly 70 percent of child

care facilities have a television on for several hours each th.y). Children can take part in this data

collection process. Depending on their age, they may enjoy establishing their own rating system,

evaluating the content of the shows they watch, or counting the number of commercials they

watch in a week.

Set clear limits: Different families have different ideas about what is reasonable. Some limit their

children to one hour or less on school nights and two hours on weekends; some prohibit tele-

vision viewing altogether on school nights; others allow it only after homework is finished. Many

experts recommend chat school-age children should watch no more than ten hours of TV per

week. Parents may want to designate certain times of the day when the TV is off-limits -- for

example. at mealtimes, while children are doing homework, or after 8 p.m. or 9 p.m.

Urge selecting rather than "surfing": It helps to be positive, perhaps making a project of select-

ing shows your children may see. Ground rules about the number and kind of shows your chil-

dren may watch are necessary, and parents and children might go through the TV listings togeth-

er, marking the programs that fit within the ground rules. Removing the remote control may

help some children break the habit of "channel surfing," which results in a disjointed, fragment-

ed experience and exposes children to a wide range of programs that may not be appropriate

for them.

Educate your child about advertisements: Help your young child distinguish between programs

and commercial messages; merchandisers often blend the two. Help him understand that com-

mercials are meant to make people buy things and that they can sometimes be exaggerated and
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confusing. Encourage your child to think about advertisers claims and innuendos and to com-

pare them with his experience. Can Swifty Shoes really make you run faster? Will kids really like

you better if you pack Eat-Em-Up Cookies in your lunchbox? When you shop together. help him

understand the impact of TV advertising on the choices he makes (or asks you to make).

Talk with your child about the shows she watches: Spend time watching a range of programs

with your child. This will allow you to keep track of what she watches and to discuss both the

programs you approve of and those you want to avoid. If you watch the news together, talk

about why the producers chose to begin with a particular story, or why other kinds of stories

don't get much time. When you watch sitcoms or dramatic programs. talk about how different

kinds of people are portrayed and how different kinds of problems are solved.

Help your child compare television with reality: As children move through their first decade,

calibratirg television against reality becomes a major concern. Very young children tend to

assume that television objects behave like ordinary objects that a bowl of cereal will spill if

the set is turned upside down, for example or that there are tiny people inside the set. By

the age of four, they begin to differentiate more easily between TV images and the real world.

Whereas younger children use formal features, such as animation, to identify what 1. 'pretend,"

by seven or eight they are more concerned with the plausibility of characters and plotlines. By

age ten, they have a greater interest in how TV shows are made. At every point along this con-

tinuum, parents can help children to understand the nature of TV and by extension, other

kinds of aesthetic experience. You can ask simple but thought-provoking questions like, "Do you

think it would happen that way in real life?" or "Why does it make us laugh when a cartoon

character falls off a cliff?"

the ages of two and five watch public televi-
sion each month. The Discovery Channel
recently made ratings history by gaining 57
percent of the children's viewing audience.
according to Reed Hundt, current chairman
of the FCC.1'

LEARNING IN THE ELECTRONIC PLAYGROUND

MAKING GOOD ON
TELEVISION'S PROMISE

Since the FCC deregulated children's televi-
sion in 1984, the marketing of toys, comput-
er games, movies, sweets, and other prod-

ucts to children in the programs themselves

has been permitted. Even with modifications
of these practices in the Children's Televi-
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sion Act of 1990, it is clear that market-
driven programming is here to stay and that
advertisers are increasingly targeting chil-
dren, who now represent a multibillion dol-
lar business and whose spending power has
risen rapidly. In 1995, children under age
twelve spent 514 billion and teenagers S67
billion. Together they influenced S160 bil-
lion of their parents' annual spending.th

Expanding Children's Educational Program-
ming. From the President to Congress to the
FCC, pressure is mounting to expand educa-
tional programming on television for chil-
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dren. The Children's Television Act of 1990
requires local stations to provide program-
ming specifically designed to meet the "edu-
cational and informational" needs of chil-
dren as a condition for renewing their
licenses. "Educational and informational"
television is defined as "programming that
furthers the positive development of chil-
dren sixteen years of age and under in
any respect, including the child's intellectu-
al/cognitive or social/emotional needs."0

YEARS OF PROMISE



In 1991, the F-cc assumed the role of regu-

lating and implementing the act, but it did

not specify the amount of' educational pro-

gramming that stations must air, nor did it

offer more specific criteria that programs

must meet to be considered "educational."

(Sonic producers argue that cartoons are

sufficiently e(ucational.) Finally, in August

1996, the Fut: established a minimum of

three hours a week of educational program-

ming that stations must air for children

between the hours of 7:00 a.m. and 10:00

p.m. tEl qualify for license renewal. Three

hours a week would certainly "prime the

pump," but public interest organizations

like the Washington, D.C.-based Center for

Media Education have pressed for seven

hoursis still less time than networks were

devoting to exemplary children's program-

ming forty years ago.19

A Better Media Environment. The new min-

imum standards are steps in the right direc-

tion. A great deal more consideration, how-

ever. needs to be given to policies and sak-

guards that will create a better media envi-

ronment for children one that promotes

learning and healthy development. Sonic

of the provisions of the Children's Televi-

sion Act are very helpful, such as the limit

the act places on the minutes of advertising

permitted in network and cable programs

for children. But these have little effect on

programnUng in other media, including

the many emerging interactive services.

'Flie definition of "educational" should be

more precise than it is, perhaps through

enlisting the help of respected, indepen-

dent educators, with contributi(ms fr(nn

teachers and parents.

LEARNING IN THE ELECTRONIC PLAYGROUND

The value of the v-chip, which will soon

be a required component of all new televi-

sion sets. is in giving parents the ability to

decide which shows their children should

not watch. But parents and children need

more than veto power: they need more pos-

itive choices: they need a host of good pro-

gramming so that when family members sit

down to watch television together. the

lessons taught fr.: parents and teachers and

their desires for their children are not
undercut. And they need choices that do

not split the family into different rooms.=.

For good-quality educational program-

ming to thrive, advertisers and the broad-

cast industry must be

convinced that they
can make money sup-

porting such shows
in a competitive
world. Every institu-
tion that has a stake

in children's learning
IMAst find ways to cre-

ate i ncentives for

industry leaders to

support good-quality

programming for
children and to win
audiences for it. One
place to begin might be to assess the true

size of the television audience for high-qual-

ity children's programming. which some

suspect is much larger than the Nielsen sys-

tem suggests.21 Another proposal is for vol-

untary monitoring by advertisers of the

quality of programs in which their products

appear. This would begin with television

and then extend to other electronic media.

A great deal more
consideration
however, needs, to
be given to policies
and' safeguaY.ds
that will create
a better media
enyironment for
children one
that promotes
learrtmg and
healthy develop-
ment.
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PLUGGED IN

In a handfui of communities across the nation, efforts are under way to improve the access of peo-

ple in low-income communities to today's information technologies. New initiatives have been orga-

nized in New York City's Lower East Side settlement houses, for example. and at the Edgewood Ter-

race public housing complex in Washington. D.C. In addition. the U.S. Department of Housing and

Urban Development is beginning to implement the privately funded technology-based Campus of

Learners program at twelve to fifteen housing projects across the nation. By making technology avail-

able to the public in schools, community centers, housing projects. libraries, malls, and churches.

these programs serve both schoolchildren and their families.

One of the best known programs is Plugged In in East Palo Alto, California. Perhaps nowhere in

the country is the digital divide as dramatic as it is here. Located in the heart of Silicon Valley, East

Palo Alto is home primarily to low-income African Americans, Latinos. and Pacific Islanders, most of

whom have little access to the technological developments all around them. East Faio Alto lacks the

resources available in many neighboring localities; for example, there is no high school whose staff

and facilities could be called upon for computer classes.

In the early nineties, the Boys and Girls Clubs in East Palo Alto began organizing computer activ-

ities for children in the neighborhood. Bart Decrern, a volunteer, realizing that the community could

benefit from a more ambitious and inclusive program. created Plugged In. Plugged In offers classes,

one-on-one assistance, and activities designed for children of six and up. The organization serves

some 350 people each week at its center on East Palo Alto's main street, which is open from 9 a.m.

to 9 p.m. on weekdays; it also operates on Saturdays and Sundays. Its thirty computers are net-

worked to each other and provide access to the Internet as well. Children and their families can drop

in after school or on weekends to learn computer basics, explore the Internet. or get help with a

research question, job search, or homework project. The center's well-trained multiethnic and mul-

tilingual staff is always available to help.

Plugged In maintains strong partnerships with other community groups. including libraries and

recreational programs, and provides training in technology and the Internet to the staff of local

schools.

Promoting Media Literacy. Children need
in and mit til tti

iellect on their media eXpetictice. and tp
think criticall\ about the \\orld a, it i, w

'caned It, them throti,di itriou, media.
schccol. have instituted media literac.

urricula. partictilitul\ in the 11101(.1 ...:lades.
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Preschool is not too soon to begin. At
about age three, children begin to gain
awareness that television objects do not
behave like ordinary objects. At about age
four. they realize that television images rep-
resent an "absent reality."22 Preschool teach-
ers can help Young children grasp these con-
cepts. In the primary grades, children who
are still perplexed over how to distinguish
television stories from reality can make great
strides in this understanding with guidance
from teachers and parents. Not only can
they gain a clearer understanding that tele-
vision shows and other tYpes of program-
ming are fabrications, but they can become
quite sophisticated critics of actors, scripts,
plots, and merchandising tactics.23

OPPORTUNITY AND DANGER
IN THE DIGITAL AGE
Americans are moving into cyberspace at an
astonishing rate. The number of households
equipped to go on-line (having both a com-
puter and a modem) reached 18 million in
1995. Almost one million children in the
United States are now using the World Wide
Web, and 3.8 million have Web access. On-
line services, such as America Online, Prodi-
gy, and CompuServe, are "gateways" to the
Internet. The largest, America Online, now
boasts more than 6 million subscribers. The
number of new Internet users is estimated to
swell by as many as 10,000 each day in the
United States alone.24 Many media forecast-
ers predict that, in time, on-line services will
surpass television in terms of their influence
on children's lives.n

LEARNING IN THE ELECTRONIC PLAYGROUND

As it is developing, the World Wide
Web has immense potential fbr engaging
and educating children, both at home and
at school. It can dramatize information in
exciting multimedia formats print, graph-
ic, audio, and video and provide access to
archives and research data that libraries do
not generally offer. A third grader who is
preparing a report about Count Basie can
download biographical material, extensive
information about the history of jazz, pho-
tographs, video clips of performances or
interviews, and snatches of' recorded music

all without leaving her desk. Through
hypertext, links, the Web also offers pathways
to other times, other places, other peoples.
There are news groups, learning networks,
and other forums for discussion that can
connect students and teachers for a variety
of purposes.26

With computer-based technologies,
including CD-ROM, students can find intrigu-
ing ways to solve problems at their own pace,
to use their imagination, to play with ideas,
to create and invent. Second-language learn-
ers can get help in two languages. The pos-
sibilities are exhilarating. But these tools will
not fulfill their promise for children until
our nation makes an all-out effort to ensure
that the content and format of these media
do in fact foster children's learning and well-
being and that they are accessible to all.

Most people look to on-line media for
information and educational programming,
but advertisers tend to see the Internet as a
marketer's dream a virtual shopping mall.
More and more informational services deliv-
er content with appeals to sample and buy
products.27 In this emerging "browse and
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buy" environment, children are invited to
provide market researchers with detailed
infbrmation about their habits and prefer-
ences, and they are urged to order and sam-

ple, with the chck of" a mouse, a wide range

of" merchandise including some types that

are potentially damaging to their physical

and emotional 1 a1th..2` The new electronic
playground. in short, is a supreme expres-
sion of human ingenuity, involving a unique
mix of imagination and entrepreneurship.
and vet children can get hurt in this play-

uround.

Ensuring Equal Access to the New Media.
Perhaps more worrisome than the commer-
ciahzation of the new electronic media is the
real possibility that millions of children will
not have access to these tools at all. Personal

computers and other advanced educational
technologies are increasingly viewed as one
of the more powerful forces widening the

social and economic
gulf that. already

divides Americans.
Today some of the
best children's televi-
sion programs, includ-
ing those on Nick-
elodeon, the Learn-
ing Channel, and the
Discovery Channel,
are still available only

to families that can afford cable services.

Nearly two-thirds of American homes now
have cable, but the one-third that do not
have it include a large number of children.29

Perhaps more
worriseme than.
the commercializa-
tion of the new,
electronic media is
the real possibility
that millions of
children will not
have access to
these tools at all.
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By any measure, the poorest American
families have the least access to computer-
based electronic media. Well over half of all
families with incomes over S50.000 have a
computer. compared with less than one-
tenth of families with incomes under
S20.000.Th A student in an affluent commu-
nity is roughly twice as likely as one in a poor
community to attend a school with Internet
access.'i As the computers and on-line ser-
vices are increasingly found in homes, these
disparities will only grow. In 1993, only 4 per-

cent of low-income elementary students had

computers at home, compared with 51 per-
cent of high-income students. Unequal

access will place low-income and minority
children at a competitive disadvantage as
they progress through school and into occu-
pational pursuits.32

These inequities in computer access
are rooted in deep social and economic

problems of the country and will not be
resolved quickly. But as an interim step,
communities can make these television and
interactive learning technologies more wide-
ly available in preschools and schools and
also in community centers, after-school pro-
grams, recreational programs, public hous-

ing projects, libraries, and other community-

based organizations.
Some groups are working to close the

digital divide by acquiring computers for
inner-city schools. California's highly publi-
cized NetDav in February 1996. when thou-
sands of volunteers helped set up network
connections at elementary and secondary
schools, was one effort to broaden chil-
dren's access to the Internet. Many othQr
states are now following suit with NetDavs of

their own. Other groups have opened com-
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munitY-access centers, where youths and
adults alike from inner-city communities
can use computers at little or no charge.
Most such centers teach young people basic
computer techniques, such as keyboard and
mouse skills and basic computer applica-
tions such as word processing. The Com-
puter Clubhouse of Boston, organized by
the Computer Museum in collaboration
with the Massachusett's Institute of Tech-
nology's Media Laboratory, goes several
steps further. This after-school program
helps participants from underserved areas
become "technologically fluent." In the
clubhouse, students work together to design
their own computer-based projects with the
help of a skilled mentor. The project's ulti-
mate aim is to foster a learning community
in which knowledge and ideas are shared.
Although the clubhouse serves young peo-
ple ages ten to sixteen, the concept has ref-
erence to elementary-age students as well.31

LEARNING IN THE ELECTRONIC PLAYGROUND

Connecting Homes and Schools. The 1996
Telecommunications Act has made it a !nat-
ter of national policy that schools receive
"affordable" access to telecommunications,
as sociologist Paul Starr notes in a recent
important article. The FCC will now deter-
mine the exact obligations of the telecom-
munications industry in the subsidy of
school connections. Among various solu-
tions to the projected high costs, the com-
mission is exploring whether to set aside
spectrum to provide schools wireless con-
nections, which could help to minimize the
indirect costs of "retrofitting" school build-
ings. Schools in low-income communities.
says Starr, will almost certainly need addi-
tional financing from the states or federal
government to shoulder the required invest-
ments. The cable, telephone, and televi-
sion industry concerns must also) make these
needs a very high priority.
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Connectivity is the great promise of
today's learning technologies. Using elec-
tronic mail and on-line information services.
all of the institutions committed to chil-
dren's learning parents and community
organizations, preschools and elementary
schools, and media

To exploit this
powerful, resource
Mil require ,that
many .Americans
outside the ,schools
become seriously
lnvolyed in creat-
ing high:quality
e1ectr6nie sites
that can help,
the teachers in
this nation who
need and, deserve
such service.

information on the

organizations can

keep in touch. sharing
resources -and infor-
mation on an ongoing
basis and taking part
in collaborative prob-
lem solving on behalf
of children. But uni-
versal connectivity of
families and schools is
only part of the solu-
tion. Low-cost access
to high-quality con-
tent is the other part.
In the future, many
valuable sources of
Web are likely to be

available only for a fee. To Starr, the devel-
opment of on-line libraries providing free
access to work in the public domain and low-
cost access to copyrighted material of educa-
tional value should be a priority for both
public and philanthropic support.35

Professional Development of Teachers.
Internet access offers great possibilities for
increasing the professionalism of teachers.
One can envision a day when any elemen-
tary school teacher can routinely reline next
week's hands-on science lessons lw accessing

from home a bulletin board offering care-
fully compiled advice from experienced
teachers who have taught the same material,
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supplemented by videJ clips of crucial parts
of the lesson being taught by a mentor
teacher. BY a simple click of a button, the
teacher can also choose to converse on-line
with a scientist who has volunteered to be
available to help answer difficult questions
that students may have asked the previous
week. And if the teacher needs a better way
to teach electricity, he or she can instantly
access a database of outstanding curricula
that match the national or state education
standards and print out model lesson plans
along with age-appropriate text for the chil-
dren to read.

To exploit this powerful resource will
require that. many Americans outside the
schools become seriously involved in creat-
ing high-quality electronic sites that can
help the teachers in this nation who need
and deserve such service. It will also require
a new emphasis on facilitating connections
to the Internet for teachers in their homes.36

Ultimately, the qualities of education
that one should care about most are not
technological; they are matters of educa-
tional philosophy and practice. Experience
tells us that electronic media can support
and inspire learning and creativity in all chil-

dren at home, at school, and in the com-
munity but the institutions and individu-
als concerned with children's healthy devel-
opment must engage with media leaders
and advertisers to fashion policies and prac-
tices that fit into a comprehensive learning
strategy that truly enhances children's lives.

YEARS OF PROMISE
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Chapter 6

PUTTING IT

ALL TOGETHER

Fast forward once more. Jessie is grown now, with a young family of her own. Like gen-

erations of .-kinericans who have come before her, she is willing to work hard to give

her children opportunities that she didn't have. She takes part in school acfivities and she puts

something aside each week for piano lessons and after-school programs. And she does her best

to create the kind of home where her children can grow into able, exuberant learners.

If the comprehensive learning strategy set forth in this report is realized in coming years,

the educational fate of Jessie's young children will not hinge predominantly on their parents'

income or educational attainment; the schooling, resources, and support available to them will

not depend on where they happen to reside. They will live in a nation that fully acknowledges

its stake in the blossoming of every child's capacities and creativity, especially in the crucial age

span from three to ten; they will grow up in a land that refuses to forfeit the promise ofa sin-

gle child.

PRINCIPAL FINDINGS AND CONCLUSIONS

In Kyirs qf Promise. the Carnegie Task Force on Learning in the Primary Grades has focused on

the core institutional influences that lay the fbundation for children's educational success and

healthy development between the ages of three and tcn: family and community-based organi-

zations, early care and education programs, elementary schools, and the media. Based on our

examination of the best available research and practice in all these domains, on more than

sixty visits made by task force members to schools and programs, and on our meetings with

educators, community leaders, and parents over a two-Year period, we are convinced that the

opportunities are at hand to ensure that all the nation's children become competent, confi-

dent learners. The trajectory of underachievement followed by so many students can be

changed. Our principal findings and conclusions are summarized as ibllows.
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First, the majority of American schoolchild-
ren are achieving well below the levels they
should be attaining. As many as one-third of
American youngsters are entering kinder-
garten already needing additional support
to keep up with their peers. By the time they
reach fourth grade, most students are
unable to meet reasonable proficiency stan-
dards in reading, writing, mathematics, or
science. This finding is particularly stark for
those growing up in poverty. If they contin-
ue along the trajectories set in these early
Years, today's children of promise will be ill-
prepared to meet the difficult challenges of
the twentv-first century.

Second, it is entirely feasible to reverse the
widespread pattern of educational under-
achievement among elementary school chil-
dren. So many of the problems encountered
in today's world seem to defy solution dis-

eases that have no cure; conflicts that resist
resolution; disasters that human efforts can-
not control. But the problems of schooling
documented in this report are not beyond
solution. Poverty and other circumstances
of birth do raise the odds against many chil-
dren's educational success. but virtually all
of America's children can learn and achieve
to much higher levels than they are reaching
today, given the right combination of chal-
lenge, attention, and teaching from families,
schools, and communities.
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Third, enough is known about effective poli-
cies and practices in all the key learning
institutions for each to take immediate steps

to improve results for children toward the
goal of upgrading education for all.

Researchers have spent decades document-
ing the kinds of family interactions, family
support activities, early care and education,
and elementary school policies and prac-
tices that strengthen children's achieve-
ment. Each institution acting independently
can begin now to align its policies and day-to-
day practices more closely to the principles
of effective practice that have been shown to
make a difference fbr children. The incre-
mental changes brought about by these
actions will help to counter the cynicism that
has defeated many of the education reform
efforts of the late twentieth centurv.

Fourth, the frontline institutions must reach
beyond their traditional isolation from each
other and coordinate their efforts so that
children's learning and healthy development
are reinforced from every side. The discon-
tinuities among the key institutions described
in this report call for the creation of com-
prehensive, continuous services that link
families, early care and education, commu-
nity-based organizations, and schools in
order to facilitate children's learning and
development. In this time of profound
social and economic transition, no single
institution can realistically be held solely
responsible and accountable for ensuring
children's high educational attainment. All
of the primary learning institutions need to
work together, within and across sectors, to
form a circle of responsibility for children.

YEARS O. P omis



Fifth, many of the reforms advanced in this
report could be accomplished without addi-
tional financing, through a reallocation of
existing resources from programs that do
not work to those of proven value. There
will be a need for new funds, however, to
expand access to high-quality early care and
education programs and to plan and imple-
ment a comprehensive learning strategy that
meets the needs of all young children.

ACHIEVEMENT, OPPORTUNITY,

AND COHERENCE FOR ALL

To have children is to make a promise to

love and protect them: to pass on to them
all the wisdom that we possess; and to give
them the means to sustain and augment
that wisdom. Teaching is what we do to keep
that promise. This premise is rarely articu-
lated, but it underlies not only our private
actions but the broad acceptance of educa-
tion as a national enterprise and a public
responsibility.

We must now reaffirm the public and
private acceptance of responsibility for all
our children in the Years of promise. To
ensure that children thrive today and suc-
ceed in tomorrow's world, our nation must
make a threefold commitment.

First, we must commit ourselves to rais-
ing the achievement levels for each and every
child, beginning in early childhood within
the family and continuing through
preschool and elementary schools. A com-
mitment to achievement requires parents,
educators, service providers, and policvmak-
ers to articulate their goals for children in
the first decade of life, to institute and sus-
tain policies and practices that have been
shown to accomplish those goals. and to

PUTTING IT All TOGETHER

root out those that are ineffective. This
means setting higher standards for what
children should know and be able to do and
doing whatever it takes to see that they meet
the standards.

Second, we must renew our commit-
ment to ensuring that all children have
equal opportunity to benefit from a high-qual-
ity education. A commitment to opportuni-
ty means rejecting explicitly and forcefully
the false notion that some groups of chil-
dren have preset limits on what they can
learn or achieve and accepting another idea

that all children can learn and meet high
expectations for their educational perfor-
mance. It means ensuring that all children
throughout the Vears of promise have the
opportunity to benefit
from the full range of
effective instructional
and learning strate-
gies, including access
to new educational
technologies, that two
decades of educa-
tional research have
produced. It means
acknowledging and
responding to the
diversity of American
children and fami-
lies in educational
settings and curricula.
Finally, it means reduc-

ing the dramatic disparities in public school
funding across states and districts.

Third, we must commit ourselves to
ensuring that all children have a coherent edu-
cational experience, from learning in the fitmily

and community, to learning in preschool. to
learning in schools. This means, in particular,
fbrging stronger honw/school partnerships;

We must now
reaffirm the public
and private accep-
tance of responsi-
bility for all our
children in thp
.7__ears of promise.
To, ensute that
children thrive
today and suFceed
in tomorrow s
world, our nation
must make a
threefold
commitment.
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linking tinnily support efforts with education-
al programs for children: smoothing the tran-
sition between preschool and elementary

school; and tying

schools more closely to

the many settings
where children spend
out-of-school time.
Not only will such link-

ages make delivery sys-

tems more efficient;
they will create coher-
ence in the way that
children experience
the world. As things
stand, children too
often have a Humpty
Dumptv view, based on

fractured experience
in a large number of
settings where they are
only partly known.

Historically, ser-
vices for children,
including education,
have suffered from the
false notion that dif-
ferent kinds of compe-
tency intellectual.

social, emotional, physical exist in isola-
tion and that in the melody of childhood
these developmental notes must be played
one at a time. Today there is greater under-
standing that they are a chord and must be
sounded simultaneously. Learning cannot be
separated from the contexts in which it is

inspired and extended; a curriculum cannot
be detached from the human relatitmships
within which it is taught; the knowledge of

the world that comes about in the classroom

If this framework
is accepted and the
nation, makes these
commitments,
then children will
have the sure
knowledge that
wherever they go
adults and in'stilu-
tions are conspir-,
ing to ensure their
suecess; that wher-
eyer they turn they
will find a consis-
tent set of high
expectations and
the resources they
need to meet
them; that whenev-
er they lose their
wav.th.e. people and
insititutions respon-
sible for their eare
and education will
act quickly to help
thern get iDack
on tratk.
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cannot be split off from the ways of knowing
that evolve at home, in the park, in the
neighborhood, or in front of the TV set. A
comtnitment to coherence means ensuring
that, to the greatest extent possible. the full
range of children's developmental and
learning needs will be considered, planned
for, and met in all of the settings through
which children move in the course of a sin-
gle dav and in all of the learning institutions
through which they progress during the age
span from three to ten.

If this framework is accepted and the
nation makes these commitments, then chil-
dren will have the sure knowledge that wher-
ever they go adults and institutions are
conspiring to ensure their success; that
wherever they turn they will find a consistent
set of high expectations and the resources
they need to meet them; that whenever they
lose their way the people and institutions
responsible for their care and education will
act quickly to help them get back on track.

TASK FORCE RECOMMENDATIONS

In this report. the task force highlights many
measures arid exemplary programs that have
been shown to improve children's learning
and healthy development in the years from
three to ten and that conform to the concept
of a comprehensive learning strategy. These
elements can be encompassed within a fiye-
point program. as follows.

Promote Children's Learning in Families and
Communities: Children's learning in the
years from three to ten depends to a great
extent on their mothers' and fathers' (or
guardians') parenting skills, their links with
community organizations. and their access
to information and support. Tlw task force
recommends that:

YEARS OF PROMISE



States anti communities should make
effective parent education and family
support programs that promote learn-
ing and child development available to
even interested family with preschool
or primary grade clnldren. For families
with high levels of stress and economic
hardship, these programs are most
effective if they are embedded in a coor-
dinated array of other services, includ-
ing health care, literacy classes. and job
training. The specific mix of services
will vary from place to place.

Early care and education programs. ele-
mentary schools, and community-based
organizations should reach out aggres-
sively to involve parents in their pro-
grams and services to children. Parent
involvement, should extend beyond tra-
ditional activities, such as running bake
sales and chaperoning field trips, to par-
ticipation in decision making and direct
efforts to boost children's achievement.

Communities need to expand and
improve their out-of-school programs,
especially after-school programs that
care for the children of working par-
ents. that thcir activities arc linked to
individual children's curricula in school
anti preschool and so that programs are
accessible to those who have most need
of' them: low-income children, children
with disabilities. and children whose
first language is not English. Quality
standards for sttch programs should be
established and enfinved.

PUTTING IT ALL TOGETHFR

Expand High-Quality Early Learning Oppor-

tunities. A national commitment to I aising

suulent achievement cammt begin at age
live or six: by then, millions of children lime
spent Years moving among substandard set-
tings that can delay or impede their healthy
development. Because remediation is so

costly. taxpayers' investments in elementary
schools lose value when children come to
them from inadequate or detrimental early
care and education programs. To reverse the
pattern of' underachievement. the task fOrce
recommends that:

There should be a national ctmimit-
tnent for expanded publicly supported
eark care and education programs fOr
children ages three to five, including
federally funded I lead Start and state
prekindergarten and child care pro-
grams. The United States should have a
rich mix of high-quality public and pri-
vate programs, supported by a strong
infrastructure of coordinated national,
state, and local mechanisms hif assuring
adequate financing and staffed lw well-
qualified. highly trained caregivers.

Sustaining the enhanced quality of early
learning opportunities will require the
creation and consistent enforcement of
higher standards fOr facilities..staff qual-
ifications. and overall program perfor-
mance. Development of' consistent
standards of qualin for child care and
preschool programs should draw on the
performance standards developed fOr
the federally fitnded Head Start pro-
gram and model state prekindergarten
programs and b professional associa-
tions.
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Create Effective Elementary Schools and
School Systems. just as elementary schools
cannot fully succeed if early care and educa-
tion programs are of low quality and poorly
financed, high-quality preschool programs
cannot produce lasting benefits if they are
followed by poor elementary school experi-
ences. Many elementary schools are making
concerted efforts to fulfill their students'
promise, but the majority are failing to edu-
cate them to the higher standards they must
meet for success in the next century. The
task force, therefore, recommends that:

States should play a leading role in
developing or adopting meaningful con-
tent standards that specify what each
child should know and be able to do
across all subject areas. Rigorous perfor-
mance standards should be set in math,
reading, writing, and science for the
end of the fourth grade. Local teachers,
parents, and community members
should play a role in implementing state
standards for the elementary schools in
their district.

Educators should apply the same stan-
dards of academic performance to vir-
tually all students and use every

available method to ensure that each
student succeeds in meeting the
requirements. Language-minority chil-
dren should be offered an equal oppor-
tunity to learn the same challenging
content and high-level skills that are
expected of students who are fully pro-
ficient in English. For the small propor-
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tion of children who may not be able to
meet all of the standards due to severe
disabilities that affect learning, individ-
ual education plans should set reason-
able goals toward meeting the highest
standards possible.

States and school districts should invest
adequate money, time, and support in
the professional development of staff
and the organizational development of
schools to enable them to strengthen
teaching and learning, manage the
process of school improvement, and
raise achievement. Professional devel-
optnent should be closely related to the
school's strategy for meeting the stan-
dards and should encompass the use of
effective instructional practices and
well-evaluated curricula, materials, and
assessment methods as well as the inte-
gration of educational technologies
into the life of the classroom.

Elementary schools and districts need
to monitor continually each child's
progress toward the fourth-grade Aan-
dards, beginning in kindergarten and
the first grade, and intervene with zddi-
tional time and varied instruction as
soon as a child falls behind. School dis-
tricts should monitor schools, and states
should monitor districts, to provide
additional support and intervention
when children are not progressing
toward the goals.

YEARS OF PROMISE



Promote High-Quality Children's Television
and Access to Other Electronic Media. Televi-

sion and emerging interactive technologies
offer a powerlitl, underutilized Opportunity
to motivate children and help them meet
higher learning standards. Both the quality
and the amount of educational program-
ming should 1)e increase(l, and access u) the
new learning technologies should be
extended more equitably. 'Flie task fmve rec-
ommends that:

Media and business leaders should pro-
vide high-qualitv learning opportunities
in even. electronic medium. based on
tigh standards fOr children's learning.

.1-he President, Congress, media execu-
tives, and business leaders should vigor-
ously enforce the Children's Television
Act of* 1990, ensuring that everv com-
munity develops standards for television
licensure renewal that will help increase
the quantity and quality of educational
programming. Government and busi-
ness leaders should create financial and
professional incentives for the develop-
ment of high-quality educational uses
for the new technologies.

Communities should engage local busi-
nesses as partners in efforts to create
broad access to new technologies in

commtuntv-based organizations, libraries
and other cultural institutions, housing
projects. and other public sites to
help narrow the "digital divide"
between low-income children and their
more affluent peers.

PUTTING IT I.L TOGET HER

Link the Key Learning Institutions into a
Comprehensive, Coordinated Education
System. Strengt hen i ag coordination and
mminunication among the vital learning
institutions parents. community organiza-
tions, preschools. and elementary schools
can reinforce children's learning, identifv
and solve problems earlv, and ensure effi-
cient use of resources. The task fOrce rec-
ommends that:

Each of the key learning institutions
should organize and expand initiatives
that create continuity in children's learn-
ing experiences. For instance. preschool
and elementary school teachers and
administrators should regularly commu-
nicate about the educational needs of
children through community-based pro-
fessional development opportunities.
Elementary schools should fortii closer
linkages with communitv-based pro-
grams for children, especially after-
school and summer programs. and make
their educational resources more widely
available to them. All programs should
make concerted ellbrts to involve par-
ems in their planning activities.

State aud local leadership councils or
committees should study the findings of
this report and create strategic plans to
address the learning and developmen-
tal needs of children in the age span
horn three to ten. These councils
should include business leaders, par-
ents, religious leaders. service providers,
members of the media, and representa-
tive of the appropriate public agencies.
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MAKING RATIONAL USE

OF RESOURCES

In making its recommendations for a com-
prehensive learning strategy, the task force
recognizes the need fbr key learning institu-
tions to make Far better use of existing
resources. Taxpayers have the right to
demand that new monies be allocated to
education only when there is abundant evi-
dence that they are needed, that the efforts
thev are funding cannot be supported with
existing resources, and that they will accom-
plish goals that most Americans value. They
have the right to expect that educational
dollars will be rationally allocated and wisely
invested and that better use will be made of
nonmonetarv resources. including volun-
teers, peer tutoring programs, and commu-
nity institutions like museums and libraries.

But the nation must be willing to corn-
mit to greatly expanded public financing

and enhanced quality
of early care and edu-
cation programs, until
the parents of all
three-, four-, and five-
vear-olds have the
option of enrolling
their children in pro-.
grams that truly meet
children's learning
and developmental
needs. This is an

immense undertaking that should be
phased in over the next decade, beginning
with the preschoolers most in need, expand-
ing gradually to all fbur-vear-olds, and then
encompassing all three-vear-olds.

The comprehen-
sive learning strate-
gy
Wy this task force is
afnbitious but no
more so than a
host of other
"impossible" tasks
that have been
achieved in this
century.
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Public funding for elementary educa-
tion vastly exceeds public funding for early
care and education. Yet it is during the
preschool years that children make the
developmental leaps that fbrm the basis of
later achievement. The gap is understand-
able from a historical perspective, but from
an educational standpoint it makes no
sense.

At the same time. elementary school
funding shows extraordinary disparities
among states and even within the same state.
These gross disparities subvert the nation's
longstanding commitment to equal educa-
tional opportunity that is, to giving Amer-
icans of all ages who are willing to work hard
a fair shot at success and upward mobility.
Moreover, millions of dollars are now spent
lw elementary schools on programs and
practices that are unlikely to boost achieve-
ment when more effective approaches are
available.

The task force is not putting forward a
detailed plan for overhauling educafional
finance. This process must take place at state
and local levels to reflect the fact that each
state and district has a different mix of assets
as well as different educational needs and
priorities. Their funding decisions can be
guided, however, by a common set of princi-
ples designed to achieve more rational
investments in children's learning.

REDEFINING LEADERSHIP

The comprehensive learning strategy rec-
ommended by this task force is ambitious,
but no more so than a host of other "impos-
sible" tasks that have been achieved in this
century. Only eighty years ago women in this

YEARS OF PROMISE



country did not have the right to vote; fifty

Years ago discrimination on the basis of race

was legal practice in many parts of the
nation; thirty Years ago it. was permissible by

law to bar people ivith disabilities from edu-
cation and employment. Universal (volun-
tary) preschool education for three- and
four-year-olds may seem Visionary todas, but

only a shot t time ago universal kindergarten
fbr five-Year-olds was considered improba-
ble, and now it is fact.

Many actions need to be taken at many
levels to reverse the pattern of under-
achievement. But what is required above all
is the conviction that a dramatic turnaround
in children's learning cannot take place
unless Americans work together to build the
sturdy institutions needed to assure achieve-
ment. opportunity, and coherence.

Strong leadership may emerge in the
process. Leadership means policymakers iii

even, sector of American life taking respon-
sibility for children's learning. But leader-
ship also means three or four teachers
deciding together to find a better way to
help their first graders learn to read: it

means a team of corporate executives brain-

storming about out how to support school
improvement efforts in their public school
district: it means neighbors getting together

not once or twice, but throughout the

year to keep track of progress at the local
elementary school and to support efforts to
strengthen teaching and learning. And final-
ly, leadership means following through
sustaining and linking all of' these elibrts.

PUTTING IT ALL TOGETHER

The federal government has a role to
play in gauging educational needs; stinmlat-
ing debate on ways to meet those needs: fin--

in u la ting and i in ple men ting broad
educational initiatives that serve and protect
the national interest; and supporting the
research, development, and technical assis-
tance that are crucial to the success of state

and local efforts. States bear a greater bur-
den of responsibility fbr planning, funding,
and delivering educational services, and
must play a leading role in carrying out the
comprehensive strategy outlined in this
report. Virtually all of the recommendations
offered by the task force require delibera-
tion and action by governors, state legisla-
tures, and state education departments.

Ultimately, the success or failure of this
strategy to raise achievement will depend on
the resolve and initiative of Americans in
communities across the nation. At present,
most communities have no organized
groups devoted to coordinating the efforts

of all of the people and institutions that help
children learn. There is no regular body that
keeps a steady eye on the big picture, sets
goals, or takes responsibility for results.
There is no single model for collaboration.

COMMUNITY COUNCILS
In mans. places, children's councils have
come into being over the last decade.
reflecting a new understanding that change
cannot take place unless there is a better

flow of information between community
members and policymakers bottom up
and top down. In some cases, statewide ini-
tiatives, such as Ohio Families and Children
First, have set up county councils designed
to integrate services for children. Statewide

programs like Smart Start in North Carolina
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set clear goals and benchmarks for results
but give local councils and communities
flexibility in using resources to upgrade
quality. In other cases, local councils take
shape when an existing organization or
agency, such as a mayor's office, a vouth-serv-

ing agency, a parent-teacher association, a
Family support Organi-
zation. or a community
development agency.
stretches its mission.

In some communities,
a public-private part-
nership, like United
Wav Success by Six,
may focus on services
for children. In other
places, a new organi-
zation may take shape.
In Philadelphia, for
example, Children

being as a broad-based

Every one of
these children can
learn to levels that
sui:pass any expec-
tation3 that we
might have for
them. If we as a
nation commit
ourselves to their
success, if we keep
their promise,
these,children will
astonish us.

Achieving came into
effort to connect school improvement to
reform in the human services.

For the most part, children's councils
have been less active in the sphere of public
education. These groups could play a lead-
ing role in carrying out the comprehensive
learning strategy proposed in this report
seeking ways to expand the availability and
quality of early care and education as well as
family support and parent education; con-
vening parents and community members to
discuss educational standards and school
improvement; seeking ways to raise the qual-
ity and quantity of' educational program-
ming on television and in other electronic
formats; and creating or reinforcing link-
ages among all of others efforts.

In counties or communities where chil-
dren's councils do not exist, leadership on
behalf of children may take many forms.
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The kev is for committed individuals across
the nation to engage community members
in the process of setting an agenda for- all
children. It is time for them to advance that.
agenda, moving from the act of imagination
to the art of implementation. They need to
win the support of public and private insti-
tutions in every sector of American life
businesses, philanthropies. human service
providers, cultural and recreational institu-
tions, colleges and universities, science-rich
institutions, and religious organizations.

KEEPING THE PROMISE

We end this report where it began in the
playground. From a green slatted bench
under an oak tree, we can sit for a time,
watching the children play. Their courage on
the jungle gym is impressive; the grace of
their gait as they race from swing to slide is
wonderful to see. What is less obvious to the
casual observer is their growing intellectual
prowess, social agility, and emotional stami-
na. By age three or four, children have the
ability to make daring cognitive leaps, to
negotiate the slippery slopes of peer rela-
tionships, and to manage the emotional ups
and downs that are part of everyday life. If all
of us could see their agile minds as easily as
we observe their physical agility, perhaps
more Americans would believe that every
one of these children can learn to levels that
surpass anv expectations that we might have
for them. If we as a nation commit ourselves
to their success, if we keep their promise,
these children will astonish us.

160 YEARS OF PROMISE
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Appendix A

CONSULTANTS TO THE TASK FORCE

ON LEARNING IN THE PRIMARY GRADES

Carol A. Barnes
Research Associate
School of Education and the Institute for Public

Polk.- Studies
University of Michigan
Ann Arbor. Michigan

Claire Brinciis
Associate Adjunct Professor
Center for Reproductive Health Policy Research
Institute for Health Policy Studies
University of California at San Francisco
San Francisco. California

David K. Cohen
John Dewey Collegiate Professor
School of Education
University of Michigan
Ann Arbor, Michigan

Allison Sidle Fuligni
Research Associate
Families and Work Institute
New York, New York

Ellen Galinsky
Co-President
Families and Work Institute
New York. New York

Heather Lewis
Director
(.enter for Collahoratise Education
New York. New York
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Beth M. Miller
Research Associate
School-Age Child Care Project
Center for Research on Women
Welksley College
Wellesley, Massachusetts

David Ramirez
Executive Director
Center for Language Minority

Education and Research
California State University at Long Beach
Long Beach. California

Daniel Resnick
Professor of History and Director
Program in Educational Polies
Center for History and Policy
College of Humanities and Social Science
Carnegie Mellon University
Pittsburgh. Pennsylvania

Sam Stringfield
Principal Research Scientist
Center for Social Organization of Schools
The Johns Hopkins University
Baltimore, Maryland

Anne Wheelock
Center for Innovation in Urban Education
Northeastern Universits
Boston. Massar h osetb
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Appendix B

PAPERS COMMISSIONED BY THE TASK FORCE
ON LEARNING IN THE PRIMARY GRADES

Claire Brindis, "The Health Needs of Children in Primary
Grades: The Role of Schools and Communities," May
1995,

David K.. Cohen and Carol A. Barnes. "High Sbuidards, All
Children. and Learning: Notes toward the History of
an Idea: J.anuary 1995.

Bernie Devlin. Stephen E. Fienberg, Kathryn Roeder, and
Daniel Resnick. "IQ Race and Public Polky: An
Analysis of The Bell Curve:January 1995.

Douglas Fuchs. "Abolitionists Versus Conservationists:
Where to Educate Special-Needs Children and Other
Issues (According to a Conservationist)," Jun'e 1995.

Allison Sidle Fuligni and Ellen Galinsky, "Family Factors
Influencing School Readiness and School Success:
Summary of Research Findings, January 1995.

Nethe Legters and Robert E. Slavin. "Elementary Students
at Risk: A Status Report," April 1994. (This is a
revision of a paper commissioned by Carnegie
Corporation of New York as a background paper for a
meeting On elementary sclool reform. June 1-2,
1992.)

Beth NI. Miller, "Out of School Time: Effects on Learning
in the Primary Grades Summary or Major Findings
and Recommendations." December 1994.

Frederic A. Mosher, "Goals 2000 and the Ta.sk Force,"
September 1994.

Frederic A. Nlosher, "Standards for All Primary Students."
January 1995.

Allan R. Odden, "Trends and Issues in American School
Finance," December 1994.

Susan V Smith, "Nature and Scope of Health Problems of
Children from Three to Ten Years of Age and the
Promotion of Healthy Life-Styles," May 1996.

nne Wheelock, "School Rewards. School Accountability.
and School Reform," Mav 1995.
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Appendix C

PRESENTERS AT MEETINGS OF THE TASK FORCE

ON LEARNING IN THE PRIMARY GRADES

February 9-10,1995
Washington, D.C.

Carol A. Barnes
Research Associate
School of Education and the Institute for Public

Policy Studies
University of Michigan
Ann Arbor. Michigan

Sue Bredekamp
Director of Professional Development and Accreditation
National Association for the Education of Young

Children
Wi.shington,

David K. Cohen
John kkwey Collegiate Prof essol
Sc hool of Education
University of Michigan
Ann ..11 bin. Michigan

Beth M. Miller
Research Associate
School-Age (Mild (;are Project
( (Aim tor Researt h on \\Omen
Wellesley College
Wellesles, Massachusetts

June 27-28,1995
New York, New York

Anthony Bryk
Director
Center tor School Improvement
University of Chicago
CIncago. Illinois

Christel Brellochs
Duet lot
Si.himl I lealth lintiatise
Department of Pediatrics
Mon teliore Nledit al ( &mei
Nets Yolk. Nils \Mk

David K. Cohen
Iolm Dewy\ ( ollegiun Pt olessoi
School of Mtn anon

inseisits 01 Nlicing,m
. hot. Ma higall
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Lawrence J. Dolan
Research Scientist
Center for Social Organization of Schools
The Johns Hopkins University
Baltimore. Maryland

Edward Joyner
Director
Comer Project for Change in Education
School Development Program
Yale University.
New Haven. Connecticut

Helen F. Ladd
Visiting Fellow
The Brookings Institution
Washington. D.C.

Katherine Lobach, M.D.
Director
Child Health Clinic of New York City
New York City Health and Hospitals Col poranon
New York, New York

Robert Sexton
Executive Directm
Prichard Committee for Academit Est ellen«.
Lexington. Kentucky

Sam Stringfield
Principal Research Scientist
Center for Social Organization of St lua )1.

he.johns I lopkins Unisersas
Baltimme. Marsland

Anne Wheelock
Consultant
.jamaica Plain. Massa( hustle,

November 1-2.1995
Washington, D.C.

Keynote speaker
Ernest L. Boyer
President
1 he Carncgie Ftnuittl.iott lot t ht Ads nit eniunt

of leaching
him cum. Ncw.ivrse
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Appendix D

PARTICIPANTS, "PRESCHOOL FINANCE" MEETING
APRIL II, 1996

Gina Adams
Cale Piotfiain .V.s0( latt

Defense Fund
Washingum. D.C.

Sharon 1.ynn Kagan.'
Senliur
Bush Crilici 111 Child \ elOpinelli and Social Poll(
Yale Universits
New I Lnen. Comte( II( Ill

Richard N. Brandon
Exec. nine Dirt:run. Sheila Kamerman
!Inman Services Polk% Center Protessoi. Social Polio mid Planning
Univeisits of Washington St hoot ()Nodal Wot k
Seattle, Washingum .olumbia UnisersitY

Nets Ytirk. New Y(irk
Nancy Cohen
Research Associate
Bush Center in Child Deselopment and Social Policy
Yale University
New Ilaven, (:onnecticut

Allan R. Odden*
Professor and Codirector
Omsortitun for Polies Researt h in Education
UniveiSHV Oi Wisconsin
Nladison. Wisconsin

Mark Friedman
Consultant Cheryl Polk
Balfimore, NIaryland Director

Early Cluldhood Progiam
Martin Gerry Miriam and Peter Ilaas Fund
Director San Fran( is«). ( Alifornia
Kansas Universin Polity Research (:enter
l'ilisersits of Kansas Louise Stoney
Lawrence, Kansas Polics Consultant

Stones- Awwiates
Deanna Gomby Albans-, New York
Pu ogram Officer
Center tor the Future of Children Barbara Wolfe
Los Altos. (:aliforma Professor and Dire( tor

Institute for Research on Poseits
Cheryl Hayes University ol Wisconsin at Nl.ulimin
Executive Director Madison. Wisconsin
The Finance Project
Washington. D.C.

Karen Hill-Scott
Director of Development and Public Poll( y
Crystal Stairs. Inc.
I.OS Angeles. Califoima

ihr lask hu,, on I c.lining 'macs (
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Appendix E

PUBLIC HEARINGS HELD BY THE TASK FORCE

ON LEARNING IN THE PRIMARY GRADES

Los Angeles, California Washington, D.C.

October 17, 1995 November 1, 1995

INVITED SPEAKERS: INVITED SPEAKERS:

Helen Bernstein Bobbi Blok

President Executive Director

United Teachers of Los Angeles Washington Child Development Council

I,os Angeles, California Washington, D.C.

Sandy Clifton Frank Bolden

Assistant Superintendent of Educational Services President

Redondo Unified School District Council of School Officers

Redondo Beach. California Washington. D.C.

Peggy Funkhouser Jackie Good loe

President Teacher

Los Angeles Educational Partnership Burville Elementary School

Los Angeles, California Washington. D.C.

Greta Pruitt Dennis Johnson

Director Principal

Los Angeles I.earning Centers Terrell Elementary School

Los Angeles Educational Partnership Washington, D.C.

Los Angeles, California
Glenda Partee

Becki Robinson Codirector

Elenwntarv Vice President American Youth Policy Fonun

United Teachers of I.os Angeles Washington, D.C.

1.os Angeles. Califbrnia

Alice Walker-Duff
Executive Directoi
Crystal Stairs. Inc.
Los Angeles. (:alifornia

Robert Wycoft
Chairman
LEARN

and President Emeritus
.sRuo
1.os Angeles. (:alifornia
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Janet Spencer
Recording Secretary
Washington Teachers I 'Flinn
Washington, D.C.

16.6
YEARS OF PROMISE



Appendix F

TASK FORCE ON LEARNING IN THE PRIMARY GRADES
EXECUTIVE DIRECTOR'S MEETING WITH THE GOLDEN APPLE FELLOWS
AT THE GOLDEN APPLE FOUNDATION FOR EXCELLENCE IN TEACHING
CHICAGO, ILLINOIS, MARCH 18, 1996

Ana Bensinger
Inter-Amei ican Magnet houl

l'enny Brehrnan
Golden pple li11111(i.lill, tor EXrellence in It.1( hni

Rosa Brown
\IL Dade ClaNsical

Adela Coronado-Greeley*
Inter-American Nfagiwt School

Lillian Degand
Peterson Elementary School

Brigid Gerace

Franklin Fins Ails

Lois La Galle
Inter-Aniet wan !\ !agile( N(

Paddy O'Reilly
\Vintn Elemental School

Meinhei lad, I mme mmli I mmmuimmii. iim ill,' Iiimim.mis I Iide,
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Appendix G

SITES VISITED BY MEMBERS AND/OR STAFF OF THE TASK FORCE

ON LEARNING IN THE PRIMARY GRADES

May 6-8, 1994
Chicago, Illinois
Beethoven School
Inter-American Magnet School
Washington Irving School

July 26, 1994
San Fernando, California
Vaughn Next Century Learning Center

July 26, 1994
Wilmington, California
Hawaiian Avenue School

July 27, 1994
Culver City, California
El Nlarino Language School

December 5-6, 1994
Dallas, Texas
Bonhain Elementary School
Julia C. Frazier School
Robert E. Lee Elementary School
Stonewall Jackson School
William Anderson School
William B. "Iravis School

December 7. 1994
Fort Worth, Texas
Briscoe Elementary St hool

December 8. 1994
El Paso. Texas
N'slefa Elementary School
Alamo Elementary School

December 22, 1994
Roxbury, Massachusetts
Raiael Hernandei School

February 28March 1, 1995
Miami. Florida
Dm% Elentemm, School
Poinciana Elementar% St 10 tol

Southpoint School

March 28, 1993
San Francisco. California
Nh Rinks St. hool
Sin mg Valles St hool
Yit hool
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March 29, 1995
Modesto, California
El Vista School

March 30, 1995
Merced, California
John C. Fremont Charter School

April 20, 1995
Decatur, Georgia
College Heights Elementary School

April 20, 1995
Madison, Georgia
Morgan County Primary School

April 21, 1995
Carrollton, Georgia
Carrollton Elementary School

April 21, 1995
Atlanta. Georgia
Mart I.in Elementan School

May 1, 1995
Long Island City, New York
Public School 150

May 1, 1995
New York. New York
Public School 3

May 2. 1995
New York, New York
Cent:al Pal k Eam Elementan School 1
Public School 120

May 12. 1995
Brooklyn. New York
Public Sc hool 329. the *surlsnl St ht.. tl

May 15-16, 1995
Chicago. Illinois
Anton Dvomi, Spec jaIls Academs
Beetht llevisited)
Edmund But ke Elementary School
Inlet-Amen( an Nlagnet St /tool I revisited)
WashIngton Irving St hool revisited,
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June I. 1995
Boston, Massachusetts
Mather Si hool
Mawr«. lObin Sc. lii .1

June 2. 1995
Boston. Massachusetts
Sarah (;iveimood St hool

June 2. 1995
Cambridge, Massachusetts
(;rahatit N.: Parks Alternause

Public School

October 2, 1995
Lexington Park, Maryland
(;reen I lolly School

October 16-17. 1995
Los Angeles. California
Delores Mission \\Omen's Cot meratise arta

Child Care Center
Eulid Avenue School
q.FIIM Preschool at t
Sixty-eighth Street Heineman- Sc hoot Alms( hool

Program
11'eigand Asenue St hool .Afterschool Program

October 17. 1995
Santa Monica. California
Edison Language Ai ademy

October 18. 1995
Los Angeles. California
Marcus Garyes Schord

October 31-November 1, 1995
Washington, D.C.
Abram Simon Hementarv School
Rarbara Chamlwrs aMmal :mum Altersc Imol Pt oglani
Garfield Elementary School
Richardsim lementan St hool
vsu...\ First Steps Child Develoinnent l'.enter

November 29. 1995
Murfreesboro. Tennessee
Murfreesboro school Dish ict Afters( boot Program

November 30. 1995
Nashville, Tennessee
Bern St hocri

Charlotte Park Element:11T St 11001
( ;otter Llementan Si hool

February 5, 1996
Yonkers, New York
Eugenio I lostos Nlicro Society School

February 6. 1996
Long Island City. New York
Public Schotil 150 t eyisited

February 6, 1996
Brooklyn, New York
Public St hoof 3. the lkdlord Village St hool

February 6. 1996
New lork. New York
Puhlic St hool 126 tres kited

March 6-7, 1996
Baltimore, Maryland
Barclas School
Dr. Bernard I faros Heineman St hool

April 22, 1996
Lexington Park. Maryland
Greco !lolls St 110°1 fievisnedi
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Appendix H

BIOGRAPHIES OF MEMBERS AND SENIOR STAFF OF THE TASK FORCE

ON LEARNING IN THE PRIMARY GRADES

Shirley M. Malcom. cochair of the task force, is head of the

Directorate for Education and Human Resources
Programs of the American Association for the

Advancement of Science. The directorate is responsible

for the association's efforts in education and itS activities

for groups that are underrepresented in science and
engineering, as well as for the promotion of public
understanding of science and technology. Dr. Malcom. an

ecologist by training, has been a high school science

teacher and a university faculty member. She has chaired

a number of national committees addressing K-12
education reform and access to scientific and technical

education, careers, and literacy. Dr. Malcom is a member

of the National Science Board, the policymaking body of

the National Science Foundation, and of the President's

Committee of Advisors on Science and Technology. She is

a trustee of Carnegie Corporation of New York and a
fellow of the American Academy of Arts and Sciences.

Admiral James P. Watkins (U.S. Navy. Retired). cochair of

the task force, retired front the Navy in 1986 after
completing four years as Chief of Naval Operations. A

1949 graduate of the U.S. Naval Academy, he was a naval

officer fOr thirty-seven years. After his retirement, he

served as chairman of the Presidential Commission on the

AIDS epidemic, which reported its findings to P-esident

Reagan in 1988. In 1989 President Bush appointed him
Secretary of Energy, a post he held until 1993. In 1994,

Admiral Watkins helped establish the Consortium for
Oceanographic Research and Education (CORE.): he has

been president of the consortium since its foundation.
Admiral Watkins has worked throughout his career to help

improve the education of the nation's Youth. particularls

in mathematics and science. He contributed to 'bowing

Points: Pupating Ammran }outh los the 21s1 Centhe.s. a 1989

report of f:arnegie (:orporation's Oilmen on Adoleacent
Development. of which he was a member. 1 ic was also a

member of the task force that produced Starting Points:

AIretuig Needs of Our loung,st Chau n, a 199.1 C -Arnegie

report. lie is a trustee of Carnegie Corporalicm of Ne,

York.

Bruce M. Alberts. president of the Nattonal Acadetny ol

Sciences in Washington, is known for his %yolk both

in biochemistry and molecular biologs. ill particular foi
Ins extensive ,,tudv of Elle omplcxes that Alms
hromosomes to be tepluated \Riots gt aduated from
larvard College and eat ned a doctotate from I larval d

itiver,n, in 11167) lie lowed the facials of Princeton

t WWI SIM iti I!uii intl mimi WM seals IIIMEVEI ti, tin
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department of biochemistry and biophysics at the

University of California. San Francisco, where he became

chair. He is the principal author of The Molecular lkologi of

Mr Cell, the leading textbook of its kind. Mr. Alberts has

long been committed to the improvement of science
education. dedicating much of his time to educational
projects such as City Science, a program that seeks to
improve science teaching in San Francisco elementary

schools.

Anthony J. Alvarado has been superintendent of

Community School District Two in New York City since

July 1987. As chief executive officer of thy district. he is
responsible for the education of more than 21.000

students in more than forty eletnenta.y and middle
schools and the administration of an S84 million budget.

During his tenure. the district has improved student

performance. increased enrollment, created fifteen nets.
schools, and obtained more than SH million in federal

magnet grants. Mr. Alvarado has more than thirty years of
experience in education. having been a classroom teacher,

principal, superintendent. and chancellor in the New York

City public schools. .A.s chancellor (1983-1984), he
instituted full-day kindergarten programs and fostered the

involvement of husiness in the schools. Front 1984 to 1987,

he was director of the Consortium for Worker Literacy,

which provides adult basic education and skills training to

more than 3.500 union members anti their families. Mr.
Alvarado serves on several boards, including those of the

Consortium for Policy Research ill Education, the Fund

for New York City Public Education, and the Communits
Service Society. He served on the presidential transition
committee tor the U.S. Department of Education (1992:

mid out die educational panel advising the judge in the
Philadelphia desegregation case (1994 t. He has taught at
Cas College of New York. Long Island Universits. Pat e
I. niversits. Hunter College. mid Teachers (:ollege.

( mill Inbia Universits.

Richard I. Beattie is the chairman of the executive
committee of Simpson Thachet & Bartlett, whete he
specialt/es in tnergers and acquisitions. leseraged busouts.
and corporate law and finan«.. lie has been with the firm
since Ifflits, when he graduated finiti due l'imersin of
Pennsslvania Law School Mi. Beattie is also chairman of
the boald of the Fund lot New Thrk City Publit FAIncation.
.1 not-lot-pinfit iii gam/anon thai develops and
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implements }migrants to effect sv sle111%%Ide

in public education in Ness York CM. Ile is also a nwmber

of the board or directors of Memoi tat Sloan-Kettering

Hospital. WNET.'Cliannel Thirteen, the National

Women's Law Center, and the Anted( aIstael Friendship
League. as well as a member of the ( 'anima on Foreign

Relations. Mr. Beattie is President Clin«m's Emissary tor

Optics. During the Carter administration. he served as

general t ounsel cd the Department of Ile:MIL Education.

and W'elfare. and in 1960. aN director ol the transition and
«mnsel to the secretary. he was in c harge of organizing

the U.S. Deparunent ol Education. Alter graduating from
Dartnunith (:ollege in 1961. he served four years in the

Marine Corps as a jet pilot.

Cynthia G. Brown is director of the Resource Center on

Educational Equity of the Council of Chief State School

Officers, a position she has held since 1986. Tlw center
provides services designed to achieve equitv and high-

quality education for minorities, women, and girls and for

disabled, limited-English-proficient. and low-income
students. Center staff members carry out research and

policy formulation. develop reports and other materials,

operate grants and other action programs. provide

technic-al assistant c. to state education ;tgencies. hold
working conferences, and monitor federal and state civil

rights and education programs focused on disadvantaged

students. In 1992-1993. the center housed and managed

the independent Commission on Chapter I. Ms. Br myn

has spent more than twenty-five Years working on
educational equity and quality and civil rights issues. She

served as principal ckputv of HEW's Office for Cis il Rights

during the Carter administration, and in 1980 she became

first assistant secretary for civil rights in the U.S.
Department of Education. She is the author of Twenty leans

On: Nra, Federal and 5tate RalPs Adneve Equity in Education

1987).

John L. Clendenin is chairman of the board and chief
executive officer of BellSouth, the largest of the regional

Bell telecommunications «mmanies and one of the
twenty-five largest U.S. public companies. Mr. Clendenin

began his telephone areer with the Illinois Bell

Telephone (:mnpailv. subsequently moving to the Pacilh

Northwest Bell Telephone f'amipany in Seattle and to the

American Telephone and Telegraph C:onmanv in New

York. He was elected president of Southern Bell in April
1981uul he became hie executive officer ol BellSouth

on Januar% I. 1984. NIL Clendetun ts a member of sem al

ott poi ale !maids, mc Inchng those of Pt ovidian

Corporation, the Kroger Company. ( :oca-C:ola Enterpuses

Inc.. Springs Industries. and the Wac hos ia C trporation,

l le is a past chairman of the U.S. Chanther of Commerce

and the National Alliance of Business and is the past
national president of the Bin Scouts of \merle a. Ile is a

member of the board of governors of the American Red

Cross a»d chairman of the National Junior Achievement
board. Clendenin has served as a board ineinber and

officer of a number of other civic, educational, and
cultural organizations. A 1935 graduate of Nolthwestein

University in Evanston, Illinois, Mr. Clendenin served as a

pilot in the U.S. Air Force Strategic Air Command.

James P. Corner, M.D.. Is the Maurice Falk Professor of

Child Psychiatry at the Yale University Child Study Center

and associate dean of the Yale University School of
Medicine. He is also the director of the Yale Child Study

Center School Development Program. Dr. Comer has

written four books, more than thirty-five chapters. and

more than a hundred professional articles: between 1978

and 1993, he wrote a monthly article for Parents Magazine.

and he continues as a contributing editor. His pioneering

work in school restructuring has been featured in
numerous newspapers. magazitws. and television reports.

lie is a cofounder and past president of the Black
Psychiatrists ol America. He was a consultant to ( :11d:hen's

Television Workshop and has been a consttltant.

committee member, advisory board member, and trustee

to ntunerotts local and national organizations servim;
children. He has been named the John & Mars Nlarkle

Scholar in Academic Medicine and has received the

Rockefeller Public Service Award. the Harold W. NIcGraw.

Jr., Prize in Education. the Charles A. Dana Award for
Pioneering Achievement in Education, and many other

awards and honors, including more than thirty-five

honorary degrees.

Adela Coronado-Greeley. the 1994 Illinots leacher of the

Year, is cofounder of Inter-American Magnet School. the

Midwest's first two-way bilingual-immersion public school.

From 1989 to 1990. she isas a member of the seven-person

Chicago Ptthlic School Board of Trustees, whose
responsibility it was to implement citywide school reform.

A long-nine educanonal activist and advocate for bilingual

education, Mrs. Coronado-Greelev has received mans

awards and honors for her creative and dynamic teaching

style and her dedication to children. Her goal, and that of

the Inter-Atnerican Magnet Schocil, is to have children

from diverse language and c ultural baekgrounds respect

and appreciate one another's differences. leam it from one

another, and excel acadetnicallY.
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Ernesto Cortis. Jr.. is the director ()I the fexas Interfaith
Education Fund: he is also the Southwest regional director
fit the Industrial .Ateas Foundation t [AFL Mr. Cortes is a
graduate of Texas A&M University. In 1974 Mr. Cortes
fOunded Communities Organized hir Public Service
(( X)PS). a broad-based grassroots organizadon of San
Antonio's %%est and south side communifies. He went on to
found a network of similar or ganizations throughout
Texas, as well as in New Mexico. Arizona. Nebraska. and
Louisiana. The MacArthur Foundation recognized Mr.
Cortes for his accomplishments in the field of community
organizing with a fellowship in 1984.'flte successful efforts
of the Southwest 1AF Network and its support
organization. the Texas Interfaith Education Fund, have
been recognized and funded bs foundations such as
Rockefeller. Ford, and the Pew Charitable Trusts.

Linda Darling-Hanunond is William E Rt.:sell Professor in
Curriculum and Teaching at Teachers College, Columbia
University, where she is also codirector of the National
Center for Restructuring Education, Schools. and
Teaching (NCREST). She is executive director of the
National Commission on Teaching and America's Future.
She is the author or editor of six books. including
Professional Development Schools: Schools for Developing a
Profession. A License to Tharh: Building a Pmfession for 21st

Centun Schools. and Authentic Assessment in Action, and she

has written more than 150 journal articles. chapters. and
monographs on educational policy and practice. Dr.
Darling-Hammond. a member of the National Academy of
Education, has served on mam national advisory boards.
including the National Research Council's Panel on the
Future of Educational Research and the White House
Advisory Panel's Resource Group for the National
Education Goals. Dr. Darling-Hammond is chair of both
New York State's Council on Curriculum and Assessment
and the Model Standards Committee of the Interstate New
Teacher Assessment and Support Consortium. She began
her career as a public school teacher. Before joining the
Teachers College faculty in 1989, she was director of the
RAND Corporation's Education and Human Resources
Program.

Douglas Fuchs is a professor in the department of special
education at Peabody College of Vanderbilt University and
codirector of the Kennedy Center's Institute on Education
and Learning. He received his Ph.D. in educational
psychology from the Unisersity of Minnesota. He has
taught first graders with serious emotional disturbance in
Baltimore. taught in a regular fourth-grade classroom in
Pennsylvania. and served as a scho.)1 psychologist in the
Minneapolis public s( hools. Dr. Fuchs has served as
principal investigator on projects that have investigated
teacher assistance teams. peer-assisted learning strategic's.
( or its ultnn-based measitt mem. and methods for

1
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leintegrating students isith disal»lities into mainstream
settings: all these projects were conducted in the public
schools. Currently. he chairs the ( :mined for Exceptional
Children s Task Tol CC on special Education Effecuseness
and is an advisor mt inclusion to the National Conference
of Stzte Legislatures. The author of more than 120 articles
in a variety of journals. he is co-editor of the journal of

Special Education and serves on the editorial hoards of
seven other journals. In 1991, he was elected a know ol
Division IS (educational psychologvr and Division I f)

(school psschologvi of the American Psychological
Association.

Kenji Hakim; is a professor of education at Stanford
University, where he teaches in the programs of language.
literacy and culture. and psychological studies in
education. An experimental psychologist by training (he
received his Ph.D. from Harvard University in 1979), he is
currently concentrating his research on the linguistic
development of bilingual children. His publications
include Mirror of Language: The Debate on Bilingualismand

In Other Words. The Science and Psychology of Second Language

Acquisition. He serves as cochair of the National
Educational Policy and Priorities Board fOr the U.S.
Department of Education and as chair of the National
Academy of Sciences' Committee on Developing a
Research Agenda on the Education of Limited English
Proficient and Bilingual Students.

Sharon Lynn Kagan. senior associate at Yale University's
Bush (:enter in Child Development and Social Policy, is a
nationally and internationally recognized expert on the
care and education of young children and their families.
She is a frequent consultant to the White House.
Congress. the National Governors' Association, the U.S.
departments of Education and Health and Human Ser-
vices, and numerous national foundations, corporations.
and professional associations. Dr. Kagan. who has served
on more than forty national boards and panels, including
the governing board of the National Association for the
Education of Young Children (NAEYC), President
Clinton's education transition team and national
commissions on Head Start and Chapter I, and she has
published widely on such issues as the development of
policy tor children and families. family support. early
childhood pedagogy, strategies for collaboration and
service integration, and the evaluation of social programs.
Dr. Kagan has been a Head Start teacher and director, a
fellow in the U.S. Senate, a public school administrator.
and director of the New Volk City Mayor's Office of Early
Childhood Education.
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Stephen Martinez is pi nu ipal ol the Edison Language
\carte ins. 1111111tq'sinn si llOnl lii tlie Santa
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Allan R. Odden is a professor ot educational
adminisiration at the l'nisersitv ol Wisconsin-Nladison
and codirector of the Consortium for Policy Research in
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education polio. implementation. M. bocci-based

management. anti teacher compensation. he is author of
more than 130 journal articles and chapters. f le recenls
edited Ralunkung S(houl Imanie: An Agenda for thy 19thls
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Lauren Resnick is a professor of }is% chologl at the
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Research and Development Center. Her recent research
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Mathematical Sciences Education Btoard at the National
Research Council. 1-kr National Academy of Sciences
Illimograph. Education and Learning; to iltink. has been
influential in school reform elforts. and her widely
irculated presidential address to the American

Educational Research Association, "Learning In School
and Out." has shaped thinking about south
apprenticeship and school-to-work transition. She was
educated at Radcliffe and Harvard and is a member of the
Harvard Board of Ocerseers.

Roy Romer. the governor of Colorado. was first elected in
1086: he was t e-elected in 1090 and again in 1994. From
1977 to 1987. he served as Colorado state treasurer. He was
a metnber of the (:olorado House from 1058 to 1062 and
of the Colorado Senate Irons 1962 to 1966. Governor
Romer's agenda centers on making Colorado the best
place in the nation to raise a child by improving K-12
education: reforming higher education: making state
gwernment more efficient and more user-friendly:
improving public safety: maintaining a healthy economy:
and working with local governments and local citizens to
direct growth and to protect the state's beauty and
environment. Governor Romer has served as the chairman
of the Education Commis: ion of the States and of the
National Governors' Association (NGA). He continues to
ser r. on the NGA's board of directors and as cochair of
the association's task force on health care refOrm. He also
has been a member of the National Education Goals Panel
since its inception. As the goals panel's first chairman, he
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report card. He also served as cochair of the National
Council on Education Standards and Testing. Governor
Romer received a bachelor's degree in agricultural
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degree from the University of Colorado: he also studied
ethics at Yale University.

Carole Simpson. an Emmy-award-winning senior
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Sunday. She reports most frequently on family and social
issues for the "American Agenda" on World NPWS Thnight
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presidential campaign. she was moderator of the second
presidential debate in Richmond, Virginia the first
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Inore than twenty sears as a tylevisloit bn oadcaster, she has
received numerous awards for her reporting on social
issues. particularly those involving children and families.
and for her ellbret to improve opportunities for women
and minorities in the broadcasting industry.

Robert E. Slavin is codirector of the Center for Research
ton the Education of Students Placed at Risk. at The Johns
Hopkins University. He received his B.A. in psychology
from Reed College its 1972 and his Ph.D. in social
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Preventing Early School Failure, and Every Child, Every School:
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Career Award for Programmatic Rt'search from the
American Educational Research Association (AERA) in
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in 1994.
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school system, with all enrollment of 650,000 student.s in
kindergarten thronyh senior high school. A product of
Los Angeles schools. Mr. Thompson is a graduate of the
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Korean War. Returning to Los Angeles. Mr. Thompson
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mathematics at UCLA: he first joined the Los Angeles
District as a teacher in 1956.
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