MEMO

TO: Mike Cohen

FROM: Bill Kincaici((;);(

DATE: September 17, 1996

RE: David Osborne Article on Public School Choice in Minnesota

I thought you would be interested in the attached Washington Post Magazine article from this
weekend, in which David Osborne reviews Minnesota’s experience with public school choice
-- and concludes “school choice works.”

Osborne says that “roughly 19 percent of Minnesota public school students -- more than
150,000 in all -- attend schools they or their parents chose. Since 1986, the number of
alternative schools in Minnesota has tripled from 108 to more than 300. A competitive
market has begun to emerge.”

The piece goes on to discuss the changes that schools have made in response to competitive
pressures. High schools “doubled the number of Advanced Placement courses they offered
and tripled the number of students who took them. Almost 40 percent had also hired
colleges to teach courses on their campuses.” Of those participating in Minnesota’s choice
program allowing juniors and seniors to take their high school dollars to colleges, 73 percent
of students were “very satisfied” with their experience while 95 percent of parents
“probably” or “definitely” would encourage their children to participate again.

You might share a copy of this with Bruce Reed. I read his briefing on charter schools out
in Fresno and I think we need to stress that charter schools, while exciting, are not the only
alternative to vouchers, but one of several different options within public school choice. 1
am also attaching a page from the briefing package on vouchers that Jon, Jennifer and I
assembled which underscores this point. Let me know if you need the rest of the package.

Thanks.
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Schools Without Boundaries
By David Osborne

FEW ISSUES IN AMERICAN EDUCATION are more
controversial than school choice. Seventeen states
have passed public school choice laws, giving stu-
dents the right to leave their
school district and attend an-
other public school. These
are not voucher programs;
with a few exceptions, par-
ents can't take their public dollars to a
private school. Instead, public dollars
move with a student to the new pub-
lic school, creating competition be-
tween districts.

The theory is simple: Different
students learn in different ways, so
they need different kinds of schools.

leave the district. Findings suggest that it doesn’t
take a large number of families threatening transfer
for administrators to take seriously the requests.”
As one superintendent
told her, “Open enrollment
has a lot of impact on us.
One of the things it does is
that we don’t dare, even
under budget constraints, we don’t
dare curtail programs.” Cuts come
out of administration, not education.
Opponents of public school choice
often argue that it will help the bright-
est, most affluent students, but leave
poor students behind in inferior
schools, increasing racial segrega-

Hence students should be able to choose the Says one tion. This hasn’t happened in Minnesota, in
schools that suit their needs. If we then let public superintendent: part because so many specialized, alternative
dollars follow children to their new schools, we . schools have been created for at-risk kids. In
create consequences for performance. Good One of the things addition, the choice legislation says a student
schools earn larger budgets; bad schools have-to it does is that... can't change districts if it would increase racial
shrink and, in some cases, close. ’ even under segregation, a rule that has kept white stu-

The logical result should be that principals, budget constraints, dents from leaving Minneapolis for suburban

teachers and superintendents work harder to im-
prove their schools.

The Minnesota Story: Minnesota has gone the fur-
thest to test this theory. Since 1990, it has allowed:
+ Families to leave their districts and take their public dollars
with them to another district.

« High school juniors and seniors to take their public dollars
to any college in the state and earn both high school and col-
lege credit.

« Dropouts and students at risk- of dropping out to choose any
public school in the state, as well as private alternative schools
that contract with public districts.

» Parents, teachers and others to create new independent pub-
lic schools, called “charter schools.”

Overall, roughly 19 percent of Minnesota public school stu-
dents—more than 150,000 in all—attend schools they or their
parents chose. Since 1986, the number of alternative schools in
Minnesota has tripled from 108 to more than 300. A competitive
market has begun to emerge.

As choice began, academics James Tenbusch and Michael
Garet surveyed 126 high school principals. Most said they
were. making changes to compete: lengthening their hours,
adding more counseling and developing new educational
programs, If they didn't, they said, they might lose students
and money. :

In an intensive study of eight districts, the University of
Minnesota’s Cheryl Lange found that, “Parents are flexing
their political muscles by demanding desired programs and
services. If the requests are not honored, many threaten to
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we don't dare
curtail programs!

districts.

The Bottom tine: Minnesota is just beginning
to use statewide tests, so there is no data to in-
dicate whether students are learning more in
their schools of choice.

Hard data does exist on one choice program—the one that
lets juniors and seniors take their high school dollars to col-
leges. An evaluation by the state legislature found that 6 per-
cent of all juniors and seniors were taking some college
courses (12.5 percent in the Twin Cities). With the exception
of those at technical colleges, they had a higher collective
grade point average than college freshmen.

Some 73 percent of these students said they were “very satis-
fied” with their experience, while 95 percent of parents said
they would “probably” or “definitely” encourage their children
to participate again.

Spurred by competition, high schools had doubled the num-
ber of Advanced Placement courses they offered and tripled
the number of students who took them. Almost 40 percent had
also hired colleges to teach courses on their campuses.

Ultimately, citizens are the arbiters of any public program’s
success, and Minnesotans love school choice. By 1994, 86 per-
cent of adults surveyed supported the program. Seventy-one
percent said the increased competition would improve the qual-
ity of education.

The early returns are in, and they are clear: School choice
works. m

David Osborne, coauthor of Reinventing Government, i a manag-
ing partner of the Reinventing Government Network, a consulting firm.
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FROM: Bill Kincaid
DATE: September 17, 1996
RE: David Osborne Article on Public School Choice in Minnesota

I thought you would be interested in the attached Washington Post Magazine article from this
weekend, in which David Osborne (of reinventing government fame) reviews Minnesota’s
experience with public school choice -- and concludes “school choice works.”

Osborne says that “roughly 19 percent of Minnesota public school students -- more than
150,000 in all - attend schools they or their parents chose. Since 1986, the number of
alternative schools in Minnesota has tripled from 108 to more than 300. A competitive
market has begun to emerge.”

The piece goes on to discuss the changes that schools have made in response to competitive
pressures. High schools “doubled the number of Advanced Placement courses they offered
and tripled the number of students who took them. Almost 40 percent had also hired
colleges to teach courses on their campuses.” Of those participating in Minnesota’s choice
program allowing juniors and seniors to take their high school dollars to colleges, 73 percent
of students were “very satisfied” with their experience while 95 percent of parents
“probably” or “definitely” would encourage their children to participate again.

We should follow up with some of the in-depth studies this short piece relies on, and work
this information into our statements on the promise of choice options within the public
education system.
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Background Information on Public School Choice and Vouchers

Summary

The Clinton Administration supports public school choice as a way to offer the benefits of
choice without the negative consequences of a voucher program. The perceived benefits of
private schools fade away when raw test scores of public and private school students are
adjusted to control for the higher socio-economic level of private school students. After
controlling for student background, public schools of choice actually show a larger
achievement benefit than private schools, both religious and nonreligious.

Why the Clinton Administration Favors Public School Choice over Private School Vouchers

Public school choice makes good sense. The Clinton Administration has aggressively promoted
improving local public schools, expanding public school choice and charter schools, and
increasing parent involvement in education:

“I challenge every state to give all parents the right to choose which public school
their children will attend; and to let teachers form new schools with a charter they
can keep only if they do a good job.”

-- President Bill Clinton

State of the Union Address, 1996

In 1993, the Clinton Administration proposed a charter school program to provide new seed
capital to help parents, teachers, businesses, and others start up charter schools to provide more
choice, competition and opportunity within public education. Enacted in 1994, this program is
now helping to start up charter schools in 11 states; the Clinton Administration’s call to provide
$40 million for this program this year was cut was cut in half in the House and the Senate
proposals. Meanwhile, five states have enacted laws authorizing charter schools since the
President’s State of the Union appeal in January for more public school choice.

But using public tax dollars for private school vouchers is a bad idea. It would polarize
Americans and would sacrifice the time-honored tradition of the American neighborhood
public school for the sake of a social experiment.

--  Controversy over vouchers polarizes communities when they should be coming together to
do the hard work of improving the local public schools that 89 % of parents rely on. In fact,
local and state voucher disputes have divided citizens rather than unifying them around
tougher standards, getting technology into the classroom, and other basic improvement
strategies we know can work. Voucher disputes rob us of the time, energy, and common
purpose that we need to put these effective reforms into action.

--  Vouchers would siphon off dollars from neighborhood public schools into private schools of
any type that will continue to be funded whether or not they meet community expectations or




needs. Vouchers would erode community control over how its education tax dollars are
spent, and, at the expense of taxpayers, would support schools that can pick and choose
among their students. Over the next ten years, student enrollment at public schools is
projected to rise higher than ever before; it doesn’t make sense to rob public education of

dollars just as this new baby boom brings record numbers of students into our public
schools.

--  The results of this social experiment would be a dangerous erosion of public education -- a
fundamental pillar of the American way of life, and a bond holding communities together. It
is our unique blend of unity and diversity -- forged partly through-the common experience of
public education -- that sets our nation apart from countries that have disintegrated into
ethnic conflicts and wars. Vouchers would also signal a retreat from our commitment to
educate all of our children, not just the wealthiest or the easiest to deal with.

Vouchers would undermine private and parochial education, making them less private and
less parochial. If public funds are used to support the basic costs of private schools, we will
see increased calls for private schools to become regulated and more directly accountable to
public officials. This would fundamentally alter the nature of private schooling, taking the
“private” out of private schools.

Quick fixes like vouchers are no substitute for consistent attention to the basics of American
education. Anyone who has spent time learning about education knows there are no quick fixes
to the challenges facing our nation’s schools. Improving the education of our nation’s children
depends on consistent attention to the basics, discipline, quality teachers, and on Americans
rolling up their sleeves to work together to improve our public schools across America.

The American public also favors public school choice over private school vouchers.
Nationally, 69% of the public favors letting parents choose the public school their child attends
(Gallup, 1991), while 61% oppose allowing students and parents to choose a private school to attend

at public expense (Gallup, 1996). Although support for vouchers has risen slightly, it is still
opposed by a substantial majority.

Student Performance in Parochial Schools, Public Schools, and Voucher Programs

Much of the difference between performance in public and private schools can be explained by
the family background of the students (i.e., family income, parents’ educational attainment)
(Coleman, Hoffer, and Kilgore, 1982).

-- Students in private church-related schools are at least two-thirds more likely to come from

high-income families (the top fifth of families) than students in public schools. (Current
Population Surveys, 1994)

--  Even when studies control for family background, they probably still overstate achievement
differences because they usually cannot control for “self-selection bias”-- the fact that parents
and students who choose schools other than their neighborhood school may have higher level
of motivation than similar families who do not exercise choice.

Research indicates that public schools of choice show as large a benefit (if not larger) than

private schools in producing better student achievement. For example, a recent analysis

comparing 10th graders in Catholic schools, nonreligious private schools, and magnet schools to




those in comprehensive public high schools (Adam Gamoran (1996), in Educational Evaluation and Policy

Analysis, based on data from the National Educational Longitudinal Survey) found that, after controlling for pre-
existing differences among students:

--  Magnet schools showed the strongest achievement benefit, with significantly higher
achievement in reading, social studies, and science.

-~ Catholic schools showed a positive impact on math and reading skills, but the reading

advantage was not as large as for magnet schools. They showed no significant impact on
science.

--  Nonreligious private schools did not have significantly different achievement levels than the
comprehensive public high schools in any subject.

Probably the most effective educational choice that parents and students can make is to choose to
take more challenging courses.

-- Research shows that one factor that produces clear and substantial gains in student
achievement is taking tougher courses. For example, Gamoran (1996) found that after
controlling for coursetaking and other student factors, both Catholic and nonreligious private
schools showed no significant advantage in any subject, while public magnet schools
continued to show a significant advantage in reading, social studies, and science.

The assumed benefits of existing private school voucher programs have vet to be substantiated.

-- The state-sponsored evaluation of Milwaukee’s publicly-funded voucher program (Witte,
1994) found that most participating parents expressed satisfaction with the program, but
students’ achievement did not improve significantly from their previous achievement in
public schools. Recently, Greene and Peterson have challenged the Witte findings, but
methodological problems call their results into question. Their analysis was based on a
biased sample of voucher students (those who remained in the program for a full four years).
Fully half of the voucher students were removed from the analysis. The result was that the

voucher students and the public school comparison group were not comparable from the
beginning.

-- A Hudson Institute study (1996) of the privately-funded voucher program in Indianapolis
concluded that the voucher students performed “as well as [public school] students in the
earlier grades and seem to be doing better in the middle-school grades.” However, this
appears to be an overly generous characterization of their data, which showed that the
voucher students’ average test scores were below those of public school students in grade 2,
about the same in grades 3 and 6, and higher only in grade 8.



Private School Voucher Programs and Proposals

Milwaukee and Cleveland are currently the only communities in the United States to provide
publicly-funded tuition vouchers, but privately-funded voucher programs are operating in 23

cities and voucher proposals are being debated in at least 11 states.

Milwaukee, Wisconsin. In operation since 1991, this program provides vouchers worth the
equivalent of Milwaukee’s per pupil state aid (about $3,600 in 1995-96) to about 1,400 low-
income students to attend any state-certified non-sectarian private school. In August 1996, a
state trial court declined to lift an existing injunction against participation of religious
schools, pending its hearing of the case, but did allow a substantial expansion of the program
to allow more students to receive vouchers to attend non-religious schools. The timetable for
hearing the case is uncertain at this time; whatever the outcome, the losing party is expected
to appeal.

Cleveland, Ohio. This pilot voucher program, which includes religious schools, began
issuing vouchers in August 1996 despite continuing litigation over the constitutionality of the
program. In July 1996, an Ohio state court found the voucher plan constitutional, and
although the ACLU and Ohio teacher’s union have appealed, the Ohio Court of Appeals
declined to issue an injunction halting the program until pending its decision. Vouchers of up
to $2,500 are being issued to about 2,000 low-income students for the 1996-97 school year;
about one-third of the applicants were already attending private schools. So far 49 private

schools are participating, including 39 religious schools; tuition at these schools ranges from
$710 to $3,640.

Privately-funded voucher programs. Voucher programs sponsored by private coalitions of
businesses, foundations, and individual donors provide vouchers to about 9,900 students in
23 cities, with 16,580 students on waiting lists. These programs typically provide vouchers
for up to half the cost of tuition, up to a locally determined limit, to students who are
eligible for free or reduced price lunch.

State voucher proposals. During the most recent legislative sessions, voucher proposals
appeared on legislative agendas in at least 11 states, including Arizona, California, Illinois,
Indiana, Kansas, Maryland, Minnesota, New Jersey, New York, Ohio, and Pennsylvania.
Proposals ranged from pilot projects serving a limited number of students in one school
district to statewide programs open to all low-income students in the state.



What the Research Shows About Vouchers, Charter Schools, and Public School Choice

What is the Evidence on School Choice?

A growing research base on both public and private school choice suggests some common

themes.

¢ Studies of existing private school voucher programs have not found substantial achievement

benefits for these programs.

Most differences between performance in public and private schools can be explained by
the family background of the students (i.e., family income, parents’ educational
attainment) (Coleman, Hoffer, and Kilgore, High school achievement: Public, Catholic and private schools
compared, 1982). Even when studies control for these factors, they probably still overstate
achievement differences because they usually cannot control for “self-selection bias”--
the fact that parents and students who choose to attend schools other than their
neighborhood school may have higher motivation and place a higher priority on
education than similar_families who do not exercise choice.

An evaluation of Milwaukee’s publicly-funded voucher program found that virtually all
participating parents expressed satisfaction with the program, but students’ achievement

did not improve significantly from their previous achievement in public schools. (Witte et
al., Fourth-Year Report: Milwaukee Parental Choice Program, 1994)

Paul Peterson, a Kennedy School protessor, claims to have found evidence that the
Milwaukee voucher program had a substantial positive impact on the achievement of
students who remained in the program for 3-4 years (Greene, Peterson, Du, et al., “The
effectiveness of school choice in Milwaukee: A secondary analysis of data from the program’s evaluation,”
1996), but their methodology is seriously flawed. First, their claim that their study was
based on a random sample of voucher students and non-selected applicants is invalidated
by the attrition of 85-95% of the voucher and control group students from the study by
the third and fourth years of the analysis -- the only years where they found any
statistically significant results. Moreover, their results are not statistically signiticant
when they control for family background or prior achievement.

A Hudson Institute study of the privately-funded voucher program in Indianapolis found
that the voucher students performed “as well as [public school] students in the earlier
grades and seem to be doing better in the middle-school grades.” However, this
appears to be an overly generous characterization of their data, which showed that the
voucher students’ average test scores were below those of public school students in

grade 2, about the same in grades 3 and 6, and higher only in grade 8. (Weinschrout and
Kilgore, “Educational Choice Charitable Trust: An cxperiment in school choice,” 1996)

¢ Some research indicates that public schools of choice show as large a benefit (if not larger)

than private schools in producing better student achievement. For example, a recent analysis

comparing 10th graders in Catholic schools, nonreligious private schools, and magnet
schools to those in comprehensive public high schools (Gamoran,“Student achievement in public



magnet, public comprehensive, and private city high schools,” Bducational Evaluation and Policy Analysis, 1996)
found that, atter controlling for pre-existing differences among students:

-- Magnet schools showed the strongest achievement benefit, with signiticantly higher
achievement in reading, social studies, and science.

--  Catholic schools showed a positive impact on math and reading skills, but the reading
advantage was not as large as for magnet schools, and there was no significant impact
on science or social studies.

--  Nonreligious private schools did not have significantly higher achievement levels than
the comprehensive public high schools in any subject.

There is little evidence to support the idea that private school vouchers can stimulate
improvement in the public schools -- they are too small and too costly to have an impact.

-~ Existing privately-funded voucher programs in Milwaukee, Indianapolis, and San
Antonio have served only 1-2% of local students. The expectation that vouchers will

“force bad schools to close” is unrealistic unless all or most of the students in the
district use vouchers.

-- A voucher program open to all students would generate the large additional cost of
paying tuition for 6 million children already enrolled in private schools (about $6 billion
for a $1,000 voucher and $30 billion for a $5,000 voucher).

Public school choice programs, however, serve large percentages of public school students
about 11% nationwide) and findings from Minnesota, which has an extensive array of public
school choice programs, suggest that they do create competitive pressures that stimulate
changes in public school systems.

- Overall, roughly 19% of Minnesota public school students (and their parents) participate
in public school choice programs including open enrollment, postsecondary options, and
charter schools.

- High schools have doubled the number ot Advanced Placement courses offered and the

number of students taking these courses has tripled. (Nathan and Ysseldyke, “What Minnesota has
learned about school choice,” Phi Delta Kappan, May 1994)

-- A survey of high school principals found that most said they were making changes to

compete, including lengthening their hours and developing new educational programs.
(Tenbusch and Garet)

-- In an intensive study of 8 Minnesota districts, Lange found that “Parents are flexing
their political muscles by demanding desired programs and services... Findings suggest
that it doesn’t take a large number of families threatening transfer for administrators to
take seriously the requests.”

Private school vouchers do skim more advantaged students -- those whose parents have more




education, higher expectations for their children, and higher incomes. This finding holds
even for programs where vouchers are restricted to low-income families.

-- In San Antonio, for example, mothers of low-income voucher students were three times
more likely to have had some college education than mothers of comparable public
school students (55% vs. 19%).

¢  Probably the most effective educational choice that parents and students can make is to
choose to take more challenging courses.

--  Research shows that one factor that produces clear and substantial gains in student
achievement is taking tougher courses. For example, Gamoran found that after
controlling for coursetaking and other student factors, both Catholic and nonreligious
private schools showed no significant advantage in any subject, while public magnet

schools continued to show a significant advantage in reading, social studies, and science.
(Gamoran, “Student achievement in public magnet, public comprehensive, and private city high schools,”
Educational Evaluation and Policy Analysis, 1996)

What Do We Know About Charter Schools?

Because charter schools have been operating for a short time, no comprehensive data yet exists
on the impact of charter schools on student achievement. However, some individual charter
schools -- including Vaughn elementary school in Los Angeles -- have seen impressive gains in
student achievement and attendance. Moreover, research suggests that public school choice and
greater school autonomy promote a sense of ownership by school staff, students, and parents that
helps galvanize efforts towards common goals. The Department of Education recently awarded a
four-year contract to evaluate the impact of charter schools on student achievement and on
educational systems. For now, we do know:

¢ Despite some implementation problems, the charter school approach is rapidly expanding.
Approximately 25 states have enacted charter school laws, and about 400 charter schools are
operating in the 1996-97 school year, more than triple the number of charter schools in
1994-95. States that have granted the most charters include California (85), Arizona (49),
Michigan (30), Colorado (20), Minnesota (20), and Massachusetts (14).

o Contrary to concerns that charter schools might “cream” off the most advantaged students,
most evidence indicates that charter schools serve above-average proportions of at-risk and
minority students:

-- A Hudson Institute study of 34 charter schools in 7 states found that more than half of
the charter school students were eligible for free or reduced-price lunches, compared to
slightly over 33% in conventional schools in these states. The study also found that
charter school students were racially diverse: 37% were white; 30% Hispanic; and 19%
African-American. (Finn, Manno, and Bierlein, “Charter schools in action: What have we learned?”
Hudson Institute, 1996)

--  Bierlein found charter schools tend to attract an overproportion of minority students
when compared to state averages in most of the S states she studied. For example, in



Michigan 39% of students attending charter schools are black, compared with 16% for

the state as a whole. (Bierlein, “Charter schools: Initial findings,” published by the Education
Commission of the States, February 1996)

Studies show that charter schools need help with start-up costs.

-- A 1995 survey by the Education Commission of the States and the University of
Minnesota found that the most significant obstacle facing charters is a lack of access to

start-up funds. (Bducation Commission of the States and the Center for School Change, Humphrey Institute
of Public Affairs, University of Minnesota, “Charter schools... What arc they up to?”, August 1995)

-~ Nineteen of the 27 new schools in the Hudson Institute’s sample experienced significant
problems obtaining initial funds. The researchers reported hearing of other schools that
never opened due to inadequate initial funding. Charter school representatives cited
facilities as the third most difficult barrier (behind lack of start-up funds and finances)

they had to overcome in establishing their charter school. (Finn, Manno, and Bierlein, “Charter
schools in action: What have we learned?”, Hudson Institute, 1996)

In_ some cases. charter schools are not provided adequate autonomy. Without significant
independence from traditional regulations, charter schools may be unable to implement
innovative ways of increasing student achievement. The Hudson report observed that
political battles with local school boards and requirements to meet unanticipated laws and
regulations were common problems experienced by charter schools. A 1995 GAO report
noted that many charter schools are subject to district rules unless waivers are granted, and
some districts have denied waiver requests from charter schools. Charter supporters say
autonomy is critical to their success.

Charter schools are provided flexibility in exchange for accountability, but it is not clear that
the schools and States have developed consistently sound evaluation methods. The promise
of charter schools lies partly in greater accountability for results within public schooling; a
challenge is developing clear performance objectives tied to student achievement for which
charter schools are held accountable.

-~ The Hudson Institute study found that “State charter laws are stronger on theory than
practice when it comes to accountability and evaluation. No state yet has in place a

fully satistactory plan, though several are making good progress.” (Finn, Manno, and
Bicrlein, “Charter schools in action: What have we learned?”, Hudson Institute, 1996)

- A GAO study also raised questions about charter schools plans for assessing student
performance. GAO found that charter schools are using a wide variety ot tools to
assess student achievement and that schools were in various stages of implementing their
assessment systems. However, the report questioned whether adequate baseline data
were being collected to gauge changes in student performance; whether charter schools
will report data by race, sex, or socioeconomic status so that the performance of specific
student groups can be determined; and what the etfects will be of requiring charter
schools to meet State performance standards and to use standardized, norm-reterenced
tests -- for example, would it discourage charter schools from targeting low-achieving
student populations? (United States General Accounting Office, “Charter schools: New models for public
schools provides opportunitics and challenges,” January 1995)



How Can Public School Choice and Charter Schools Contribute to Successful School

Reform?

e  Characteristics that typify successful schools of choice are also features ot effective schools

generally. Enabling both students and staff to choose their schools may encourage the

development of such features.

Greater school autonomy can contribute to conditions that make optimal learning

possible. Teachers need to be given responsibility for making professional decisions
regarding classroom practice and school policy.

Effective schools are organized around a clear vision of educational excellence and
equity for all students.

Teamwork characterizes eftective working relationships among teachers and students.

Cooperative learning has emerged as one of the most promising strategies to improve
student achievement and engagement. Teamwork also contributes to teachers learning
from each other, one ot most effective torms of protessional development.

e Implementing a school choice system that benefits all students requires careful planning.

Choice programs should include strategies that attempt to increase the proportion of
active choosers and decrease the proportion of non-choosers, so that all tamilies are
making active, informed decisions about their children’s education. These strategies
could include:

1) making every school in the district a magnet school, so that all families must
choose;

2) providing an accessible and high-quality parent information system; and

3) assuring that transportation is available so that choosing a school outside of the
neighborhood is a real option for every student.

Educators need to focus more systematically on the supply side of educational choice.
Crain et al. (1992) found modest evidence that students in career-oriented magnet
programs performed best in programs that have a strong career focus with a distinctive
curriculum, provide more hands-on computer experience, and provide more placement
services. Other research has found that schools designed around coherent educational
approaches seem to attract families for academic reasons, rather than on the basis of
race, class, or convenience.

OUS/PES 11/8/96
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Points on choice and charter schools: (11/9)

What is being worked out in debates over (and implementation of) charter schools and choice

initiatives? This country is working out what principles should continue to frame our public

education system, and what are the parameters around schools that are public receive public

taxpayer funding. This takes conceptual work, rigorous research, and careful policy
development and attention to implementation.

wmgmmmnh_nm_tms_qf_chmm innovation, as well as basnc structural and

governance changes in public education? As a society, we need to agree on some of these
principles -- and then be vigilant that these principles are reflected in policy development and
implementation, as well as in the development of publicly funded schools.

Lhmugh_lﬂh)_gdugmmm Thls is a critical element in ensurlng equal opportumty
and fostering a democratic society with educated, informed citizens contributing to the
nation’s civic, social, economic, and political life.

gmums_[anggs_lgam,mnd_play_mgﬁhﬂ ThlS is cntlcal for preparmg our children to
live in a tolerant and diverse society. Not only is a fair and open admissions policy

needed, but -- in public school choice plans -- it is critical to have transportation, good
information and counseling to help parents make good choices.

Even the strongest pohcnes regardmg admnssnons transportatlon and mformatlon w1ll not
ensure fair access and preservation of the common school unless a commitment to
diversity and the common school is embedded in public discourse, and the thinking and
behavior of policymakers, community leaders and schools.

»  Accountability to the public. Publicly funded schools need to be accountable to the public.

Moreover, charter schools provide a vehicle for experimenting with a dramatic shift from
regulatory accountability to serious accountability for results.

mmﬂm@uﬂmﬁtmgumammmh Thls includes prov1dmg

charters, contracts, and more autonomy to groups that are capable of running great public
schools.
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Perhaps can include allowing state boards of education to charter schools
(or take appeals of local board decisions), permitting teachers in charter schools to choose
whether or not to unionize, and deregulation along with careful attention to good measures
of performance. Perhaps most important, bring a spirit of cooperation, and willingness to
listen to others, ferret out fundamental principles, come to agreement on less salient

issues. Defensiveness, acrimony, refusal to listen to opponents and critics can prevent us
from moving forward together.
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The Eciucaﬁonal

Conseduences of Choice

BY PAUL T HILL

There is ample evidence,
according to Mr. Hill,
that universal public
school choice would
strongly benefit all
children, including the
disadvantaged, by
promoting candid and
demanding relationships
among teachers, parents,
and students.

ANY MEMBERS of the ed-

ucation establishment claim

that universal public school

choice would be of litde val-

ue to the fow-income and mi-

nority students who now attend the worst

schools. They say that the best schools

would take advantage of a larger pool of

applicants to becorme even more selective

than they are now and that schools that did

admit disadvantaged children would not
work very hard to mea their needs.

However, there is atnple evidence that choice strongly ben-

efits all children, including the disadvantaged. Choice promotes

the candid and demanding relationships among teachers. par-

ents, and students that are essential to effective schooling. It

can make the differencé between schools that are apathetic pro-

viders of routine academic courses and schools that are true

FA ULT HILLisa research professor in the Graduare School of
Public Affairs. University of Washington, Seattle. Preparation of this
"r’“".lf was supported by grants from the Pew Charitahle Trusts and
the Lygnn Educarion Foundation.

Hlustration by Jem Sullivan
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communities that develop students as whole people.

Much of the evidence for these conclusions comes from
my study of a privately funded voucher program, the Student-
Sponsor Partnership Program in New York City. Under that pro-
gram. individual sponsors pay tuition for low-income minofity
students — many of whom have failed in public schools and are
not Catholic — to attend New York City Catholic high schools.
The program selects students from the bottom of the New York
City public school population. They and their parents have on-
ly to accept the opportunity offered. My study compared the
educational experiences and achievement of these private vouch-
er students with the experiences of similar students in public
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(g ]

b =YY

P T 7 T~ T -

o/ 11790

19:014 hd LUVL LL1O LOVOVL

[ Vo W NN O I R V1Y [ored E R S oL

R

|

high schools in New York City.' Other evidence is drawn from
Robert Crain's study of nonselective magnet schools in New
York City and my subsequent studies of site-based manage-
ment and foundation-funded public high school reform efforts.?

How Cholce Affects Schools

Starting wiLhiMilton Priedman. the advocates of choice have
argued that competition is a powerful force for school quality.
The attitudes and behavior of teachers and administrators in
schools of choice show how competition affects schooling.
Schools of choice need to attract students in order (o survive.
Though some can rely on a reputation for exclusivity or supe-
rior quality, not all schools can credibly claim to be the best.
But every school can offer something that gives it an identity
— a specific curriculum, social climate, or extracumcular pro-
gram — that attracts the interest of parents and students. Once
a school has estabiistied anidentity, it must deliver on its prom-
ises well enough to keep current students from transferring out,
to create “brand loyalty™ among families with several children,
and to attract enough new families to fill the entering class each
year.
The need for product differentiation encourages a number
of behaviors that advocates of “effective schools™ have tried to
promote in public school staffs. School staffs have a strong in-
centive to articulate a mission for the school and to ensure that
all elements of the school contribute to its attainment. The mis-
SWMW;%%E&M' That means that it
must be focused 61 what n will experience in school and
what they will be able to do when they leave — not on sub-
tleties of educational technique that may matter only to pro-
fessionals.

Once a school of choice has established an identity. the staff

has a strong incentive to avoid major disruptions.in the pro-
gram. The demands of sheer o -
economic survival also make

teachers concemed about the
performance ofithe school as
awhole. I a school is forced
to close because too few stu-
dents want to attend it, all
teachers have to find new jobs.

no mager how well they have
been ing their own class-
& Teachers werefore fave
strong incentives to keep their
own work in line with the
sChool’s mission, tohelpone
anothe, to identify weakness-
es, and to ensure that varia-
tions in teacher performance
do not harm the school’s ul-
{imate product and reputa-
1i5H.

“All these behaviors are evi-
dent in publi schools,
which must coptinually jusy-
fy their existence in the face
of pressures for uniformity,

672 PHI DELTA KAPPAN

and in the financially struggling non-elite religious schools
such as those attended by the Partnership students. Staff mem-
bers in such schools are eligible to work in regular public schools
for equal or greater pay, but they stay in schools of choice ei-
ther out of commitment to the kind of education being offered
in them or because they prefer the working conditions. They
therefore value their jobs, which they know would go away if
their schools were forced to close.

Staff members know that the continuation of their jobs de-
pends on their own performance and that of their co-workers.
Thus they are quick to seek advice from other teachers if a par-
ticular class is not going well and to alert their colleagues or
the school management if another teacher is not pulling his or
her weight. They are also very reluctant to gjve up on a student.
knowing that too many stories of failure can wreck a school’s
reputation. Even when the student population changes because
of worsening economic conditions or demographic shifts. teach-
ers and administrators in schools of choice have the strongest
possible incentive to maintain the level of student performance.

In contrast, staff members in a compulsory attendance pub-
lic school need not fear for their jobs if their school fails to per-
form. As long as there are students in the neighborhood, they
will be gssigned to attend the school. Even if (as can happenin
New York) the state intervenes to close the school, the teach-
ers and administrators will be assigned to a similar school in
the local system. The school’s reputation may be a source of

ride, but people's livelihoods do not depend on it. Though
most teachers whnt to do a good job. they are notdriven by eco-
nomic necessity to question their own performance or to con-
front others who are not producing. Students wha fail do not
constitute a particular threat to the school. Staff members, know-
ing that serious self-assessment can lead to painful adult con-
frontations. have strong tncentives to assign the blame for de-
clining student performance or rising dropout rates to factors
over which the school has no
control.

A small number of schools
of choice may have so many
applicants that they can re-
ject a student who shows the
fust sign of becoming an aca-
demic or behavior problem.
But in a competitive situation,
such as that faced by the
New York City Catholic and
nonselective magnet schools,
schools of choice have no
such luxury. Such schools
must be, in Robert Slavin’s
terrn, relentless in improving
their own performance and
in helping students achieve.
Conuary to the claims of the
antichoice cducation estab-
lishment, schoals of choice
capnot survive by hand-pick:
ing the easiest studentstoed:
ucate. They must, instead
work to influence the atti




VI S G VIV AV L eV hed T AN 1 e we e ~e s

tudes and motivations, as well as the academic performance,  to see their children’s education disrupted. Schools can, con-
of their students. sequently, make demands on parents — to.moniterhomework,

Staff members in schools of choice must treat all students  ensure student attendance, and see to it that the student comes
asif they are educable, not frozen in either their academic abili-  (G'school fed, rested. and ready to learn.
ties or their attitudes. This difference between schools of choice ~ Schools in the Partnership program unhesitatingly made such
and compulsory attendance public schools is epitomized in a demands on parents. They understood that parents lacked the
sign displayed in a private school classroom: “Attitude is 2 time and money to make donations, raise funds, or attend fre-
choice.” quent meetings. But the schools were direct and demanding about
what parents had to do if their children were to succeed in
school. Partnership schools found foster homes for students
How Cholce Affects Parents whose families were disrupted by death, unemployment, illness,

Most of the literature promoting choice stresses the impor-  or imprisonment. But they expected the family to suppog the
tance of making parents consumers, courted and feared by  educational process whenever it was physically possible.
school staffs. As the preceding section shows. the possibility ~ — Much of 2 school's influence is based on the parents’ trust
that parents will withdraw their children fromaschool of choice  inthe school’s competence and concem for its students. Schools
is a powerful motivator for teachers and principals. That same  of choice, like family doctors. are influential because they are
‘possibility also means that parents can intervene effectively if tn&teg.“ Patients follow their doctors” advice primarily because
schools mistreat or neglcct their children. thiey believe it will make them healthier and only secondarily

But the connections between parents and schools of choice  becuuse they fear that the doctor will refuse to see them again
are more complex than this raw economic relationship. Forall i they do not take the medicine prescribed. The same is true
but the most opinionated and aggressive parents, the choice of  with families. Because parents have chosen a school and be-
a school is more akin to the choice of a family doctor or pas-  cause the school has an incentive to be as helpful as possible,
tor than to the choice of a car dealer or grocery store. The par-  a relationship of trust is created. Families that deal with the
ent’s SIATUS as @ CONSUMeT is important, but it is only the foun-  same school over a long time, especially those that have sent
dation of a much ficher set of trust relationships between par-  several children there, develop particularly strong bonds of sen-
ent and child and child and school. timent and loyalty toward the school.

As James Coleman has pointed out. parents who choose Any relationship of trust can be misused, and some schools
a school for their child give the school a grant of parental au-  of choice may retain plrents’ confidence longer than their per-
thority. Parents who could have chosen any number of schools  formance merits. But ih most cases major benefits accrue to all
have selected this one. For whatever reason — religious con-  parties, The Partnership schools felt confident in exhorting par-
viction. educational tasic, confidence in the school staff,orper-  ents to become more important forces in their children’s lives
sonal convenience — the parents want the child to attend apar-  andto reinforce the school’s opposition to the harmful elements
ticular school. Though the parents might chunge their minds if ~ of students’ peer culture. One Partnership school principal re-
things go especially badly, the child knows that a change of  quired that parents attend only one meeling each year, before
school can upset and inconvenience the parents. Most children,  classes started in September, so that she could urge parents to
not wanting 1o risk an upheaval at home, have a strong incen-  hold their children to traditional family standards. no matter
tive to succeed in the school their parents have chosen forthem.  how much children appeared to reject them.

As the experience of Partnership students demonstrates. this These conditions are not impossible to achieve in compulso-
grant of parental authority greatly increases the school's lever-  ry attendance public schools, but there they require a great deal
age over its students. As one student put it, "My mother says  of personal effort, whereas they are intrinsic to choice schools.
that T am Iucky to be going to this school, and I had better not  An attendance-zoned school, to which children are assigned
mess up.” Another reported, “My uncle said (the public school ~ because they are of mandatory school age and live in the neigh-
the student previously attended) was no good. but if Icouldn't  borhood, has no definite grant of parental authority. As a re-
do good here, there is something wrong with me.” A student  sult, teachers in regular public schools all over the country com-
who skips school, does not study, or displays a sullen attitude  plain, “We can’t teach these kids if their families don’t care.”
is risking a confrontation with a parent. Though a few children Choice affects the relationships between schools and par-
will endure such a confrontation, the vast majority will not.  ents even if a chosen school falls short of a parent’s ideal. As
School staff members arc therefore able to use the parent's grant  long as the parent thinks the chosen school is better than any
of authority to make demands on the student. as did one princi-  available alternative, the parent has reason to feel commitment
pal in the Partnership program who told a student. “Your moth- 10 it. Schools need not be highly distinctive to get the benefit of
er didn't send you here 10 hang out in the rest room. She sent  a parent's choice. Even though educators may (hink 1oW-cost
you here to learn.” parochial schools are all quite similar, the parents who choose

Chosen schools also have leverage in dealing with parents.  among them usually think the differences are important. The
The(@hréat of rejectionxhat motivates teachers and principals longer a family stays with a school. the more importance his-
cuts both ways: the-schoot can likewise decide not to continue  tory and personal relationships assume. :
educating a student. Once they have chosen a school and ad- Compulsory attendance schools can build personal loyalties,
justed their transportation plans and schedules accordingly,  and a parent whose children attend such a school can come to
parents do not like to-makechanges. Unless the school has  believe that it is just the right one. In such cases, the school prob-
failed to keep its part of the bargain, parents are also reluctant  ably gains an important grant of parental authority. But choice
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may play an important part even then. Higher-income parents,
who always have the capacity to remove their children from
compulsory attendance schools. are the ones most likely to devel-
op close relationships with teachers and administrators. Low-
cr-income parents, who have little choice aboul where their
children attend school. seldom develop strong feelings of con-
fidence and loyally. Parent advisory councils and other mech-
anisms for parent involvement in school govemnance affect on-
ly the few parents who participate.

As experience with the Partnership program shows, how-
cver, choice gives low-income parents the same scnse of com-
mitment and loyalty that higher-income parents enjoy. The
schools’ religious identity obviously builds some trust. But the
fact that the parents have been able to accept or reject the schol-
arship creates a sense of mutual commitment between parent
and school.

How Cholce Affects Students

Many of the effects of choice on students are implicit in the
foregoing discussion. Students in schools of choice benefit
from the tcachers' and principals’ need to create a defined im-
2ge and reputation. Students also benefit from their parents’
commitment to the school and from the school's consequent

674 PHI DELTA KAPPAN

abilily to make dernands on their parents and themselves.
Beyond these advantages, students derive two other bene-
fits from being in schools of choice. First, they gain from be-
ing in a situation in which they must make commitments and
take them seriously. Second. Lhey gain from observing adults
working in a common enterprise in which performance mat-
ters and both success and failure have real cansequences.
—Surdenrtommibment. Students may prefer not to auend any
school ar all, but if they have a preference for the school they
auend over other alternative schools, they are susceptible to in-
fluence by the chosen school. This is true even if the school
preference is based on nonacademic factors, such as location,
sponts eams, or presence of friends. It is especially important
if students have knowingly chosen a school that offers a par-
ticular academnic emphasis or makes special demands on effort
and performance. When students make such a commitment,
they implicitly affirm that the chosen school is more attractive
than the alternatives. Though they may prefer not to do every-
thing the school requires. they know that acting on those im-
pulses could result in their being forced to leave the chosen
school and go to another one that is less ateractive to them.
Students in the Partnership schools frankly admiued that
they had made a tradeoff in accepting scholarships to attend
private schools. All knew that leaving public school would sep-




-

WY/1L/90 15134

LLYL 1D 1030

AL LI Ul L

TNV LO W VUV vV

arate them from friends and neighborhood and would subject
them to firm demands about artendance and academic effort.
They accepted the scholarships for many reasons — because
the private schools werc safer, because they hoped (along with
virtually all high school students) to attend college someday,
or because they liked the schools” traditions and sports teams.
Butthey all understood what the schools would demand of them
because the school admissions counselors and the Partnership
program itself made sure that they knew.

Once they accepted the schools’ demands, they had given
the schools leverage: teachers and administrators could assign
homework. take attendance, grade performance, and adminis-
ter consequences just as they had said they would. Armed with
this power. the Partnership schools exercised their authority con-
fidently — not in a harsh or morully superior way, but matter-
of-factly. as the simple consequence of a well-understood bar-
gain.

Less than 10% of the students who were offered scholar-
ships rejected them, and less than 5% of the students admitted
to private schools left. either voluntarily or at the schools” ini-
tiative. The vast majority of students understood the bargain
they had made, and they accepted. albeit grudgingly, the schools’
rigorous execution of it. When siudents failed to complete as-
signed work or broke school rules, teachers consistently said,
“You made an agreement when you came here — now live up
to it For the vast majority of students, the need to abide by
their prior comrmitments both influenced their behavior and
changed their attitudes. In surveys and interviews, virtually all
students said that their effort, awtendance, and attitudes about
schooling had all changed since they joined the Partnership pro-
gram,

Emulation of adult working relationships. During the field-
work for my study and in subsequent work in urban high schools,
[ saw students encounter a hidden curriculum, taught not di-
dactically but by example. The example is provided by teach-
ers and administrators, the only people whom students rou-
tinely see at work. It can send a powerful message 1o students
about whether or not the work of adults is informed by clear
goals and requires or rewards collaborative effort, initiative,
reciprocity, or risk-taking.

As Carl Glickman and others confirm, teachers in compul-
sory attendance schools often feel that they have little control
over the conditions of their own work and think that they and
their colleagues are neither rewarded for diligence nor punished
for negligence. For adults in such situations, the apparently ra-
tional response is to do exactly what their formal job descrp-
tions require and not take responsibility for the overall product
of the organization in which they work. Albert Shanker’s quote
from an urban teacher. “I taught them but they didn’t learn it.”
sums up the phenomenon. Many teachers and administrators
in compulsory attendance schools think differently, but they
are not rewarded by the organization or. in many cases, appre-
ciated by their co-workers. For students, who seldom observe
any adults other than teachers at work, the message can be pow-
erful: large organizations that employ adults do not have clear
goals and do not require or support effective work.

The hidden curriculum in schoals of choice is different, The
adults in such schools are not nccessarily more virtuous than
teachers and administrators elsewhere, but because they are

linked in a common enterprise they have incentives to work to-
getherand tohold one another accountabie. The version of adult
life and responsibility modeled in such schools is very differ-
ent from that evident in schools that lack a clear mission and
in which staff members do not have to perform in order to keep
their jobs., The message to students is that adults depend on and
influence one another and that they care about whether they
and others are contributing to the success of a broader enter-
prise. :

Students get the message. One studentinterviewed atacom-
pulsory attendance school stated bluntly what other students
had said less directly: “Nobody here does any more than you
have to do. I'm not going to be a chump.” Students in Partner-
ship schools, to the contrary. saw how hard faculty members
worked to make the school succeed, As one Partnership stu-
dent who had recently transferred from public school told me,
“In public school the teachers say. ‘1 get paid whether you learn
this or not.” Here they say, ‘ You are going to learn this if it takes
all day. I don’t care how long it takes: [ live upstairs.””

It does not take a private or religious school to teach these
lessons. Many of the nonselective magnet schools in Crain’s
and my studies provide similar examples of earnest adult col-
laboration. There are, furthermore. many teachers and admin-
istrators in compulsory attendance schools who offer sterling
personal examples. But these individuals are forced to over-
come the context in which they work. whereas teachers and ad-
ministrators in schools of choice are rcinforced by everything
about their working-€hvironment.

Conclusion

Several current educational reform movements — going
under such names as decentralization. charters, and school con-
tracting — all hope to create the conditions under which pub-
lic schools can develop these attributes. Doing so will require
profound change in the missions and operations of public
schools. It surely requires choice — choice of schools by teach-
ers, students, and parents: choice by schools concerning how
long to stick with a student who will not fulfill the school’s
work requirements; and choice by public officials regarding
whether to continue supporting a failing school or to close and
recommission it with a new staff and management.

As educational environments, schools of choice are pro-
foundly different from compulsory attendance schools. Even
when their academic offerings are not much different from
those of compulsory attendance schools, schools of choice be-
come places in which parents and teachers are collaborators,
bargains among adults and between adults and children are
made and kept. effort is rewarded. and actions have consistent
consequences. Such environments motivate student effort in
the short run. In the longer run, they socialize students into the
values and attitudes required in real adult life.

1. Paul T. Hill. Migh Schools with Character (Santa Monica. Calif.; RAND
Corporation, 1990). ) :

2. Robert Crain ¢t al., The Effecriveness of New York Ciry’s Career Magnets
(Berkeley, Calif.: National Center for Research on Vocational Education,
1992); and Paul T. Hill and Josephine J. Bonan, Decentralization and Ac-
countabiliry in Public Education (Santa Monica. Calif.: RAND Corporation.
1991). K

JUNE 1996 675



630

V3711790 10:0D

PH! DELTA KAPPAN

€D LYL £LL1D LVOVL AL LIL WL Ly [T e wy v

Phi Delta June 1996 * Volume 77 » Number 10

656

FEATURES

Reforming the Wannabe Reformers: Why Education Reforms
Almost Always End Up Making Things Worse, iy Stanley Pogrow

664  The Inquiring Manager: Developing New Leadcrship Structures
to Support Reform, by James H. Lyte

671  The Educational Consequences of Choice, by Puul T il

676 The Best Use of Féderal Funds for Early Childhood Education,
by J. S. Fuerst and Ray Perry

679  The British Experience with Youth Apprenticeships, by Peter Cappelli

682  Apprenticeships for the 21st Century, by Ginger Packert

685  Here for the Long Haul: An Interview with Theodore Sizer.
hv Murk F. Goldberg

688  The National Writing Project After 22 Years, i Marv Ann South

692  José Vialdés Summer Math Institute, by Lynda Criveine

- 694  The Writing Partners Project. sy fun Srivers
~°696 Books for Summer Reading

DEPARTMENTS

652 EDITOR'S PAGE, Beyond Symbolism

653  WASHINGTON COMMENTARY. hy Anne C. Lewis

655  STATELINE, by Chris Piphe

902 RESEARCH, by Gerald W, Bracey

704 COURTSIDE, Crosscurrents, by Perrv A, Zirkel

706 POWER TOOLS, An Introduction tn the Waterford fostitute,
by Dustin Heuston

708 BACKTALK

710 INDEX, Vol. 77

Cover Art by Jim Hummel




"UD/ 117 09V IV .0V &d LVL 1T L1VVV AL N R O BV R N o M e

_ COMMENTARY

LRV VAV
-

200 EDUCATION WEEK ' JUNE 5, 1896

Charter Schools:
Escape or Reform?

By Mare Dean Millot,
Paul 1. “"ll

and Robin Lake

he charter school movement, started as a

means of escape for amall numbera of dis-

sidents, is evolving into an engine of

broeder reform far public education. The
movemant ia still small, with fawer than 800 of the
nation’s 85,000 public schools operating under
charters that allow public funding and freedom of
action in retura for accountability for results. but
it might soon be strong enocugh to transform the
definition of public education and the ways achool
districts operats,

Perhaps the mozt important sign that the char-
ter school movement is maturing from escspe to
reform is the effort in many states w raise or elim-
inate the ridiculously low caps on the numbera of
charter schools (28 in Massachusetts and Col-
orado; 100 in all of Celifornia). Without arbitrary
capi, the numbers of charter schools in any local-
ity would be Limited only by the supply of qualifisd
applicants. In some commualties, all publie achools
might eventuslly be operated by independent
groups of taachers, parents, social-service agencies,
taachers’ unions, or independent nonprofits,

This possibllity is s long way from tha original
dreams of the faw teachers and parents who just
waated to remove their own aschools from the hur-
dens of regulation and achool board oversight.
Early charter achool supporters saw local boards

" as major impedimenta to educational innovation.

They wanted % make it easy, almost automatic, for
privata groupa to get charters. The law in Michi-
gan, for example, makes it possible for schoal spon-
8078 L bypass local boards ontirely, by requesting
charters from other public agencies, including
state colleges and universities.

The passibility of unlimited numbers of charter
schools puts 8 different light on the desirability of
automatic spprovel and multiple routss of autho-
rization. If charters are to become widespread or
uaiverssl, some mechanism of community over.
s{ght ia necessary. Charter schools will not be iso-

- lated exceptians—they will be the way that the

community educated many or sll of ite children.
Seme community forum oz agent must ensuse that
there is a school for avery student, that parents get
belp validating acheols’ claims. and that there is
some connection between what students are
taught at one level of education (for example, ele-

. mentary scthool) and what tha next higher leve! of

education requires, If they are seen as normal
ways of delivering public education, charter
achools are not about tata] autonomy. They ara
about educational diversity, inaovation, respon-
siveness to comsounity neads, and ultimatsly. im-
praved performance.

Those who, like the preseat authors, see charter

they now operate. But they think boards
need %o be reformed into the kinds of com-
munity agsncles described above, not by-
paissed entirely. They went charter
school lawe to transform local boarde
from operators of a highly regulated bu-
reaueracy into managers of a system of indi-
vidual schools, each with its own missien, clien!
tsle, and basis of accountability.

Supporters of reform-orisnted charter school
laws do not want to go back to the system of bu-
reaucratie control that led to the charter meve-
ment in the first place. They want to creata a sys-
tem of charter schools that takes account of both
the public end the private interests in schooling.
Charter bills now being drafted in several statss
would change the powars of local school boarda so
they can and must suthorize charter schools, They
would constrain local boards’ digcretion so that a
charter must be granted to any group that can
meet ogtablished criteria. Once a charter is
granted, s school's survival would depend on
whether the parents and teachers who run it de.
liver the kinds of instruction promised and

whether. on objective meanures. students are -

learning. Private intarests, a5 ropresentad by par
ent chaice, would count, too, Pareats ceuld choosa
among schools, and no school could survive with.
out students. But, again representing a balanes
of the public and private interests in education,

a charter schoal where students were not
learning could be shut down whether or ot
parents were happy.

o one entirely trusts today’s local school

boards o give chartor applicants a falr

chance. Both the "eacape” and the *re-

form” theories of churtcr schools call for

charter applicants to heve recourse to appesi if 3

lacal board turns dewn an application. The differ-

ence |s that the escape-oriented statutes try to set

up appesl veaues thet have biases toward ap-

proval of all charter applications, letting & poten.

tial school provider shop for an authorizer that s

sympathetic with its propossl. Raform-oriented

statutas now being drafted would copgtratn a local

board's diseretion so that a charter must be

granted to any group that can meet establishad

¢riteria—and cannot be grantod to any applicant
thst falls to meet them.

A move woward objective criteria protects quali-

fied applicants from local boards that would deny -

chartars merely to aveid compatition, even while it
protacts the public from unqualified charter

providers. Charter schools could therefors he.

trusted o claim increasingly large shares of public

£

»

Then, local boards would no longer operate schools
themselves. They would be more like the Federal
Communications and Securities and Exchange
commissions, which promote fair compeatition and

Continued on Poge 46
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Defending Grammarcheck and Other Writing Tools
To the Editor: we cannot afford alisnating our  looking for punctuation, gram. to learn, nor laziness; rather,

While [ am in complate agree-
ment with J. Martin Rachester’s
Commentary condumaing the
new English standurds on the
grounds of vagueness. lack of
attention to “rigur.” and overem-
phasis on political correctnesa
{(*The Decline of Literacy,” May
16, 1996), 1 take issue with his
disparagement of age-appropri.
ate literature, peer editing, and
the valuehle word procsssor
teols for checking apelling and
grammar.

Many of us. like Mr. Rochester,
were extraordinarily fortunate
that we survived “drill and kill*
wriung curTicula and the expo-
sure 10 “clansic” literature that
was developmentally inappro-
priate. In the best circum-
stences, we learned to love
reading and writing and per-
hapa went on to become taach-
ors and professors, However,
too mapy children shut down
in the educational system for a
varjety of reasons. even the
*bright” end “yifted™ students. 1
eontinually hear the voice of a
cloge frisnd who went through
independent achool with me in
the 1980s; she takes no plea-
surs in reading as on adult be-
cause our curriculum of clas-
Bics  taught too  early
completely turned her off. In
our increasingly visual and
technologically driven society,

kids from the pleasures of a
beok.

Mr. Rochester writes: *Inven-
tive spelling prasumes that
kids" agos are w0 {rag-
f}e and their creative
juices 80 constipated
that the mere correc-
tion of spelling errors
by a teacher in early
grades will ... produce
instant “shutdown”
and acar the poor
child for life.” Many el-
ementary and middle
school English teach-
ers have besn teach-
ing “process writing”
(based on the Writing
Workshop models of
Donald Graves, Nan-
cie Atwell, and Luey
Calking, among oth-
ery) for the past 10w
16 years. The purposs
is to halp children see
writing as a process of discrete,
recursive ataps. Most of us en-
tourage inventive spelling in
the drafting stage only, so that
the child can focus first on get-
ting har ideas onto paper or the
word processor. The teacher
then comments on content
only. and the. child revises,
adding, deleting, and/or clarify.
ing content.

The ehild then moves into the
editing stage: He self-edits,

mar. and spelling errors. often
in successive stages. Tha child
first runa apellcheck. circles in-
corructly apelled worda that he
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cannot currect, and then uses
the dictionary or aesks the
teacher.

Although all of my Engliah
students have been exposed fo
years of {nstruction in spelling
rulea an well as Lists of words to
memorize for weskly teats,
many sti}l cannot apell with the
degree of sutomaticity that we
would hope for in the 7th grede.
The renson 18 not lack of in-
gtruction. nor an unwillingness

some of thege children cannat
spell. For them, apelicheck is an
vxrraordinary tool ts use during
the editing atage of their writ-
ing. Muny of them (earn to rec-
ognize corract apelling when
viewing vptivns in 1 list.

Similarly, I belicva that
grammarcheck increases Xids’
awareness of the fine points in
grammar, | wauld not generslly
discuss in my grammar and
punctuation curriculum the
use of active vs. passive voice.
However, when a student re-
celves the messagu by running
grammarcheck that he te writ-
ing heavily in the passive voice,
I am delighted to discuss this
fine point in a personal editing
conference. By running gram-
marcheck, this student ad.
vanced his knowledge of gram-
mar snd became a better
writer.

Many teachers also teach and
model “peer editing.” which Mr.
Rochester characterizes as “the
blind leading the blind." Based

_on numcrous observationa of

middle sechool students, I
strongly disagree. Many children
can block out the content of a
peer's worlk, Bs opposad to their
own writing, sad concentrate
solely on editing. In addition.
paer editing increases kids' col-
laborative skills and teachas
them that help is available from

T v v o

a variety of sources, not only the
teacher. Peer editing i3 a valu-
able supplement to, not a re-
placement of. teacher input. By
the final draft, the ¢hild's piece
of writing is free of spalling er-
rora: and in many classes, the
child's weekly spelling words are
cumpiled from those misspelled
in his or her own writing,

English teachers are imple-
menting essential standards
when we teach children to love
expressing themse]ves through
the written word, to develop
their writing through succes-
sive stages, to use all the tools
of editing, and to take plessure
in reading books that are deve).
opmentally appropriste and
raise crucial ethical questions.
Certainly “literacy atill counts,”
as Mr. Rochestar concludes, but
we cannot expect to arTive at it
without eareful consideration of
the many paths and processes
that lead o that goal,

As for hia comment that “a
truly literate person should not
huve to rely on the crutch of
spellcheck or grammarcheck,”
most writers welcome any tool
that makes their writing easier,
Or does Mr. Rochester use 2
quill pen on parchment?

Pamela Miller Nega
Ergluh Teacher

Tha Dolron School

Now York, N.Y.

ment, performancs assessment,
and help with self-evaluation.

'Charters:
Escape or
Reform?

' Continued from Page 56

fthey are to become central
to a whole community’s of-
fort to educats its children.
charter achools must have
clear and reliable relationships
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nity agencies—which for the want
of a better term we call loca)
school boards—are as essential
to a charter-based reform of pub-
lic education as are the groups of
teachers, parents, and others
who agree 1o accept charters to
operats individual schools. [f the

If charter schools
are for reform,
we must devise a
system of public
education that
combines the
educational
advantages of
school
independence with
the economic
advantages of
school] districts.

local mix of schuolx depends en-
tirely on individua! Initiative,
no one it responsible for the ovor.

all avalite- nnd anarnnrinranacs

of a community’s schools. Thia
conaequence is scarcely different
from the results of a voucher
scheme. undsr which achools are
provided only by private entre-
prensurs.

all charter school supporters
agree that charter schools should
be run by their own founders
and staff. and freed from most of
the proceds requirements that
limit how eurrent public schools
hire and teach, But it matters
whether charter schooling is
about escape or reform. If char:
tor schaols are for escape, char-
ter laws should make it easy for
new schools to f{orm without
prior community scrutiny of
school plana or oparators’ quali-
fications, enroll students, and
claim public fuade. Charter
schaoely’ aurvival should depend
almost excluaively on parent sat-
isfaction; no elacted board or ap-
pointed superintendent should
have any diacrstion about the es-
tablishment, continuation, or
cloaing of & chorter daehool.

But if charter gchools are for
reform, we must devise a aystomn
of public education that com-
bines the educational adven.
tages of schodl independence
with the economi¢ adventages of
school diatricts. Today, local
school boards aze a problem for
all charter school applicents. But
in the long run, local boards with
new missions and limitations can
he integral parts of the charter
achaal mavemant. n
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Parental Choice and Public School Competition Incentive grants:

Overview and Purpose: This initiative would provide 5-10 large urban districts with
four-year incentive grants to provide students and their families with maximum choice in
public education. This would be a competitive grant program for districts that show how
they will use the grant to leverage federal and other funds to provide parents with:

> maximum choice among public schools, including high-quality neighborhood
schools, charter schcols, and magnet schools responding to the needs of local
children and families.

» maximum choice within schools with programs like schools-within-schools and
more personalized learning environments.

> maximum choice of advanced classes in local public schools and local colleges.

> maximum choice of after-school programs, mentors and other connections with
community institutions like museums, employers, and cultural and scientific
organizations.

Proposals must show serious promise to strengthen and improve a district's entire public
educational system, and how all children -- particularly those who are disadvantaged --
will benefit.

g
Core Components of Public School Choice Plans: To be funded, proposals would
need to show how the plan will: fe~

1) Let all parents choose what publi¢ school their child will attend. (Depending on the

plan, parents might be able to choose any public school in the school district, any public
school in a particular subzone of a district, or among public schools elsewhere in the
state.)

2) Provide all parents with the information and assistance needed to make informed
choices about what school and after-school program their child will attend. All parents

will need access to relevant and clear information about every school in the district,
including information on how well students are making progress toward high academic
standards. Information should be provided in many forms, ranging from written
materials, videos, and parent visits to schools and parent resource centers.

3) Strengthen and improve a district's entire public educational system. [n the absence of
serious school improvement efforts, choice plans will not reach their full potential.
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4) Ensure adequate transportation for students to get to schools and after-school programs
of their choice -

S) Provide opportunities for teachers and others to start new public charter schools or
schools-within-schools that can compete with existing schools.

6) Develop challenging academic standards and assessments by which parents will be
able to judge all schools.

7) Include strong evaluation and research components that will allow schools to learn

from the successes of other schools, and other communities to learn from these system-
wide public school choice efforts.

8) Leverage federal and other funds to support and institutionalize this effort. This
incentive grant program should be the glue that holds a package of federal and other
funds together. Other federal funds can be used to develop a supply of good schools and
programs, provide information about those schools and programs, and ensure that
students and their families have maximum choice among those schools and programs.
(Federal funds that can be included in a proposal include Goals 2000 -- for standards and
assessment development and school improvement strategies -- and federal programs for
charter schools, magnet schools, school-to-work, reading, after-school programs, and
educational technology.)

Use of Funds: Grants can be used to pay for development and communication of good
information and school report cards, the development of parental information and
outreach centers, the provision of adequate transportation, the development or adoption of
challenging standards and assessments, resources to support overhaul of (or intervention
in) under-performing schools, start-up funds for new schools, and partnerships with local
colleges to expand AP and other advanced classes from which high school students can
choose.

Budget Estimates for Grant Program:

Needs work.
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Principles that should drive public school choice plans that can help all students
reach high standards

1) All schools participating in a choice plan and receiving public funds should be public
schools that meet certain clearly defined public purposes.

2) All parents in a district should be able to choose what public school their child attends.
3) There should be relevant and clear information on every school in the district, with
information on core educational issues (test scores, philosophy of education, etc.) and
other information that is relevant to parents.

4) Schools should have fair admissions policies.

5) Free transportation should be available to any student who needs it.

6) Schools should be held to high academic standards, and given more flexibility in how
to meet these standards.



Potential benefits of public school choice. Advocates argue that choice can:

1) Provide students and their families with more options in public education. Choice can

provide more options of public schools that focus on a particular content area (whether an
add-on specialty, or a theme -- like the environment or writing -- infused into the school's
entire curriculum), instructional method, size, academic or career interest, location, or simply
quality of education. All of these options are offered within a system of public education.
(One size doesn't fit all)

2) Cause public schools to change and improve. With the appearance of appealing choices in

public education, schools might take serious steps to avoid -- or respond to -- declining
student enrollment and funds. Teachers and principals might also respond by doing
something that is common to most good schools: developing, communicating, and sustaining
a clear vision. (Competition can lead be healthy, leading to school improvement)

3) Lead to greater parental involvement, and give parents a greater say in their child's
education. Learning about and choosing a child's school may in themselves be important
forms of parental involvement. When parents choose a school for their child, they may
develop a greater sense of ownership over their child's education, and a greater commitment
to making sure the choice turns out well -- particularly if parents choose a school because
they believe in its special mission or focus. The ability to choose may give parents greater
confidence is seeking changes at their child's school, and may cause the school to take their
ideas and concerns more seriously.

'4) Empower teachers and other educators to create effective, creative schools that meet the
needs of their students, and/or choose the type of public school they would like to be part of.

5) (Not necessarily intrinsic to public school choice plans, and not an argument we are likely

to fully share...) Give schools more leverage over students and their families, giving them
power to ask students (and parents) to meet certain expectations or to leave the school.

6) (A complicated argument with many possible permutations, not necessarily intrinsic to
public school choice plans, and not necessarily an argument that we would share...)

Free schools up from the demands imposed by all of the constituencies that influence school
board decisions, making it easier to respond to the needs of their students and families. This

argument seems to gloss over many complicated and important issues relating to the nature
of public education. E.G., where do you draw the line between unimportant demands
imposed by private interests, and important parameters rooted in public desires for education
to serve certain public purposes. Distinguishing one from the other seems to require a much
more thoughtful articulation and application of principles of public education. (Widely
shared public purposes include providing educational opportunities to disadvantaged
children, prohibiting discrimination, fostering racial diversity and tolerance, socializing
children to certain American values. Significant but hotly debated purposes include the kind
of job protections provided to employees in public schools, and how to address a wide array
of students with disabilities and other special needs.)
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Potential drawbacks or risks of public school choice. While most critics stress that

the details of choice plans will lead to vastly different results, they say that choice
plans might:

1) Leave poor. disadvantaged, and minority students behind in schools that have fewer
resources to address their educational needs. Some argue that choice will lead to educated,
involved parents making active choices to get their children into the best schools, leaving
behind the children of less educated, less involved parents. Parents working long hours
may have little time to learn about their child's choices, poorly educated parents may not
acquire and use information about schools, struggling parents may feel disenfranchised and
too preoccupied with other issues to navigate through complicated systems and choices.

Some critics say these problems are most serious in systems where only some parents
choose their child's school, where neighborhood schools that serve most students are of low
quality, where good transportation is not available, or where schools can pick and chose
students (in obvious or not so obvious ways). These concerns have led to choice models
where all parents choose their child' school, the creation of parent information and resource
centers that provide information to -- and counsel -- parents, good transportation plans, and
a focus on equitable admissions policies.

Can lead to sch making only cosmetic chan nrelated to real school and student
performance. and obscure a lack of attention to fundamental school improvement. Under
choice plans, many parents make choices about schools for reasons that may be important
to them but are not directly related to the quality of their child's education. Parents may
choose a school because it offers a certain extra-curricular program, is in a certain location,
or has simply marketed itseif well. Some worry that attention to such minor changes will
take the place of a focus on what matters in fundamentally improving schools.

Concerns about this problem has led some to recommend that choice plans include a strong
focus on school improvement, and understandable information about core educational
issues at every school. Also might drive a focus on academic standards and assessments.

3) Can make schools less diverse, with students and families congregating along racial,
cultural, or other lines. Some families may choose schools where their children can be with
children and families who are most like them in a variety of ways. Some fear that this
would deprive students of the ability to learn from a wide array of other students and enjoy
the benefits of a diverse environment, as well as limit the nation's ability to live together
peaceably and tolerantly in an increasingly diverse society.

Concerns about this problem have fostered "controlled choice" plans that permit choices
only when they do not undermine racial diversity in schools, and efforts to get schools to
aggressively recruit diverse populations. It also can be important to clearly define public
education as a place where a wide array of students of all races and cultures can learn and
grow together

°©



Some Major Issues to Consider:
1) To what extent should specific kinds of public school choice plans (e.g., controlled
choice, interdistrict choice, intra-district choice) be encouraged? Should applicants

choose what kind of choice plan they would like to adopt as long as they met certain
principles or goals outlined in the new program?

2) Should this be a new, separate grant program? Alternatively, could a criteria for all or
some recipients of a larger, broader urban school district grant be the development of
quality public school choice plans?

3) Should we consider smaller-scale options for a programs, like simply funding:

> single high-priority items in a public school choice plan, like the development of
parent information and resource centers.

» the development of model school report cards.

> research and/ or technical assistance on public school choice plans

4) How should desegregation be handled in this program?

5) Could a public school choice proposal -- or a portion of it -- consist of adding new
criteria or a focus for existing federal programs like charter schools, Goals 2000 local
grants, Goals 2000 parent resource centers, appropriating funds for community schools
program.

Next steps:

1) Meet at 10am on Monday

2) Discuss, brainstorm, rework framework for this and any other options

3) Find information about Cambridge, other examples

4) Review any articles

5) Develop budgets, cost estimates, research summaries.

4O



Examples of different types of public school choice plans:

Cambridge, MA (controlled choice)

Montclaire, NJ (controlled choice)

District 4, New York (development of specialized schools)

Minnesota (open enrollment, post-secondary options, charter schools)

New York City, Milwaukee, etc. (magnet schools)

San Diego, and a couple of small all-charter school districts (charter schools in a district)
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**Follow-up meeting on Public School Choice -- October 2 at 4:30 PM in 5143
(Mike Smith's 0ld Office). Please come prepared to discuss the items under
MAJOR POINTS from the meeting notes. Thanks.

NOTES FROM 9/18 MEETING

ATTENDEES :
Mike Smith, Gerry Tirozzi, John Fiegel, Melissa Oppenheimer, Bill Kincaid,
Stephanie Stullich, John Schnur, Kirk Winters, Tanya Oubre

MAJOR POINTS

1. Discussed need to examine choice defined broadly - beyond
charters/magnets. What are the parameters e.g. cost, transportation,
equity, that should be part of public school choice

2. Discussed some key principles for public school choice:
-- part of overall plan

-- no selectivity.

-- no extra money b/c of nature of school

-- transportation

-- parent information/informed choices

-- equity

3. Discussed next steps

-- Develop a compendium of good examples. How does district develop choice
plan?

-- Think about what government can do to foster/stimulate development of
good public school choice plans? TA? Downsides?

-- Think through what the principles should be for a choice plan?

-- Examine literature

ACTION ITEMS

1.The group (except Mike and Gerry) will meet two to three times over the
next month to consider public school choice issues and make a
recommendation to Mike and Gerry regarding next steps.

2. NEXT meeting - October 2 at 4:30PM
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TO: Mike Smith
Gerry Tirozzi
Terry Peterson
David Frank
Kevin Sullivan
Jon Schnur
Jennifer Davis
Melissa Oppenheimer
Tanya Oubre
Stephanie Stullich
Gabriela Uro
Kirk Winters

FROM: Bill Kincaid
DATE: September 17, 1996
RE: David Osborne Article on Public School Choice in Minnesota

I thought you would be interested in the attached Washington Post Magazine article from this
weekend, in which David Osborne (of reinventing government fame) reviews Minnesota’s
experience with public school choice -- and concludes “school choice works.”

Osborne says that “roughly 19 percent of Minnesota public school students -- more than
150,000 in all -- attend schools they or their parents chose. Since 1986, the number of
alternative schools in Minnesota has tripled from 108 to more than 300. A competitive
market has begun to emerge.”

The piece goes on to discuss the changes that schools have made in response to competitive
pressures. High schools “doubled the number of Advanced Placement courses they offered
and tripled the number of students who took them. Almost 40 percent had also hired
colleges to teach courses on their campuses.” Of those participating in Minnesota’s choice
program allowing juniors and seniors to take their high school dollars to colleges, 73 percent
of students were “very satisfied” with their experience while 95 percent of parents
“probably” or “definitely” would encourage their children to participate again.

We should follow up with some of the in-depth studies this short piece relies on, and work
this information into our statements on the promise of choice options within the public
education system. )
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Schools Without Boundaries
By David Osborne

FEW ISSUES IN AMERICAN EDUCATION are more
controversial than school choice. Seventeen states
have passed public school choice laws, giving stu-
dents the right to leave their
school district and attend an-
other public school. These
are not voucher programs;
with a few exceptions, par-
ents can't take their public dollars to a
private school: Instead, public dollars
move with a student to the new pub-
lic school, creating competition be-
tween districts.

The theory is simple: Different
students learn in different ways, so
they need different kinds of schools.

leave the district. Findings suggest that it doesn't
take a large number of families threatening transfer
for administrators to take seriously the requests.”
As one superintendent
told her, “Open enrollment
has a lot of impact on us.
One of the things it does is
that we don’t dare, even
under budget constraints, we don't
dare curtail programs” Cuts come
out of administration, not education.
Opponents of public school choice
often argue that it will help the bright-
est, most affluent students, but leave
poor students behind in inferior
schools, increasing racial segrega-

Hence students should be able to choose the Says one tion. This hasn’t happened in Minnesota, in
schools that suit their needs. If we then let public superintendent: part because so many specialized, alternative
dollars follow children to their new schools, we . . schools have been created for at-risk kids. In
create consequences for performance. Good One of the things addition, the choice legislation says a student
schools earn larger budgets; bad schools have-to it does is that... can't change districts if it would increase racial
shrink and, in some cases, close. ) even under segregation, a rule that has kept white stu-

The logical result should be that principals,
teachers and superintendents work harder to im-
prove their schools.

The Minnesota Story: Minnesota has gone the fur-
thest to test this theory. Since 1990, it has allowed:
« Families to leave their districts and take their public dollars
with them to another district.

» High school juniors and seniors to take their public dollars
to any college in the state and earn both high school and col-
lege credit.

« Dropouts and students at risk of dropping out to choose any
public school in the state, as well as private alternative schools
that contract with public districts.

« Parents, teachers and others to create new independent pub-
lic schools, called “charter schools.”

Overall, roughly 19 percent of Minnesota public school stu-
dents—more than 150,000 in all—attend schools they or their
parents chose. Since 1986, the number of alternative schools in
Minnesota has tripled from 108 to more than 300. A competitive
market has begun to emerge.

As choice began, academics James Tenbusch and Michael
Garet surveyed 126 high school principals. Most said they
were.making changes to compete: lengthening their hours,
adding more counseling and developing new educational
programs. If they didn’t, they said, they might lose students
and money.

In an intensive study of eight districts, the University of
Minnesota’s Cheryl Lange found that, “Parents are flexing
their political muscles by demanding desired programs and
services. If the requests are not honored, many threaten to
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budget constraints,
we don't dare
curtail programs.

dents from leaving Minneapolis for suburban
districts.
The Bottom Line: Minnesola is just beginning
to use statewide tests, so there is no data to in-
dicate whether students are learning more in
their schools of choice.

Hard data does exist on one choice program—the one that
lets juniors and seniors take their high school dollars to col-
leges. An evaluation by the state legislature found that 6 per-
cent of all juniors and seniors were taking some college
courses (12.5 percent in the Twin Cities). With the exception
of those at technical colleges, they had a higher collective
grade point average than college freshmen.

Some 73 percent of these students said they were “very satis-
fied” with their experience, while 95 percent of parents said
they would “probably” or “definitely” encourage their children
to participate again.

Spurred by compelition, high schools had doubled the num-
ber of Advanced Placement courses they offered and tripled -
the number of students who took them. Almost 40 percent had
also hired colleges to teach courses on their campuses.

Ultimately, citizens are the arbiters of any public program'’s
success, and Minnesotans love school choice. By 1994, 86 per-
cent of adults surveyed supported the program. Seventy-one
percent said the increased competition would improve the qual-
ity of education.

The early returns are in, and they are clear: School choice
works. m

David Osborne, coauthor of Reinventing Government, s @ manag-
ing partner of the Reinventing Government Network, a consulting firm.
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ing partner of the Reinventing Government Network, a consulting firm.

The Bottom Line: anesota is just begmmng
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Definitely. We need to get him our draft Q&A, and suggest he
incorporate some of our language into his plugs for charter schools.

--jon

Doesn't this come off a little bit as "here, we have a better panacea
for your"? Don't pin all your hopes on vouchers--pin them on charters!

Bill
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Office of the Press Secretary
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PRESS BRIEFING
BY BRUCE REED

The Dailey Elementary School
Fresno, California

10:35 A.M. PDT

MR. REED: Okay. Go ahead and fire away, I hope I have
the answers. I'm Bruce Reed.

Q Bruce, is this an alternative to the voucher or -- try
any type of choice; and it's only 300 schools, so this isn't a viable
alternative, charter schools?

MR. REED: Well, we think that charter schools are the
wave of the future. Let me explain how a charter school works.
Twenty-five states have passed laws that allow parents and teachers to
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Kirk Winters

FROM: Bill Kincaid
DATE: September 17, 1996
RE: David Osborne Article on Public School Choice in Minnesota

I thought you would be interested in the attached Washington Post Magazine article from this
weekend, in which David Osborne (of reinventing government fame) reviews Minnesota’s
experience with public school choice -- and concludes “school choice works.”

Osborne says that “roughly 19 percent of Minnesota public school students -- more than
150,000 in all -- attend schools they or their parents chose. Since 1986, the number of
alternative schools in Minnesota has tripled from 108 to more than 300. A competitive
market has begun to emerge.”

The piece goes on to discuss the changes that schools have made in response to competitive
pressures. High schools “doubled the number of Advanced Placement courses they offered
and tripled the number of students who took them. Almost 40 percent had also hired
colleges to teach courses on their campuses.” Of those participating in Minnesota’s choice
program allowing juniors and seniors to take their high school dollars to colleges, 73 percent
of students were “very satisfied” with their experience while 95 percent of parents
“probably” or “definitely” would encourage their children to participate again.

We should follow up with some of the in-depth studies this short piece relies on, and work
this information into our statements on the promise of choice options within the public
education system.
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COMMENTARY

Charter Schools:
Escape or Reform?

By Mare Dean Mlilot,

Peul T. Hlli,

and Robin Lake

sidents, ia evolving into an engine of
broader reform for public education. The
movement i still small, with fewer than 300 of che
nation’s 85,000 public achools operating under
charters that allow public funding and freedom of
action in return for accountability for results, but

Y he charter school movement, started as e
meana of sacape for small aumbers of dis-

it might soon be strong enscugh to transform the

definition of public edueatica and the ways school
districts operats,

Perbaps the most important sign thet the char-
tar schoo! movemeat ia masuring from eseape 1o
raform is the offort in many states to raise or ¢lim-
inata the ridiculously low caps on the aumbers of
chartar achools (28 in Massachusetts and Col-
orado; 100 ia all of Californis). Without arbitrary
caps, the numbaers of charter schools ia any locsl-
{ty would be Limited oaly by tha supply of qualified
applicants. {n some communities, all public schools
might eventually be operated by independent
proups of eachers, parents, social-service agencies,
taachers’ unions, or independent acaprofits.

This possibility is & long way from the original
dreams of the few teachers and parents who just
wantad  remove their own achools from the bure
deas of reguistion and school board oversight.
Early charter school supporters saw local boards
as major impediments to educational innovation.
They wanied to maks it aasy, almost automatic. for
Private groups o get charters. The law in Michi-
gan, for example, makes it possible for school spon-
sors to bypass lacal boards eatirely. by requesting
cherters from other public agencias, including
state colisges and universities

The posaibility of unlimited numbers of cherter
schools puts & diffarant light on the desirabilicy of
sutamatic approval aad multiple routas of autho-
rization. If charters are to become widespraad or
univereal, same mechanism of community overs
sight la necassary, Chartar schools will not be iso-
- lated excaptions—they will be the way that the
community educatea many or all of ita childrea.
Some community forum or sgent ust sasurs that
thare is a school for every studsat. thet parsote get
balp validating schools’ claims, and that there is
some connection batween what students are
taught at ans lavel of educatian (for axample, ale-

- mentary school) and what the next highar leval of

oducation requires. If thay are seen as normal
ways of delivering public education, charter
schools are not about total sutonomy. They are
sbout educational diversity. innovation, respon-
tiveness 0 community oeeds, and ulsimately. im-
proved performance.

Those who, like the present authors, see chartar

1

e Yoo

they now operate. But they think boards
need 0 be reformed intw the kinds of som-
munity agencies described above, not by-
passed entirely. They want charter
scheol laws to transform local boards
from operators of » highly regulated bu-
resucracy {ato managers of & systam of indi-
vidual schools, each with its own missien, elien-
téle, and basis of sccountability.

Suppertars of reform-oriented charter school
laws do not want to go beck 1o the gystam of bu-
resucratic control shas led to the cherter move-
ment in the firet place. They want o creaw a oy
tem of chartar schools that taken aceount of both
the public and the private intersets in achooling.
Charter bille now being drafted in several statec
wouyld changs the powers of local schoo! boards so
they can and must authorise chartsr schools, Thay
would constrain local boards’ discretion so that ¢
charter muat be d‘-nnml %0 any group that can

critaria. Once & charter {»

. 8 school’s survival would depend o
whethar the parents and teachers whe rua it de-
liver ths kinde of imstruction promised and

whather. on objective messures, students are

lesrning. Privats intarests, as represented by par.
ent choics, would count, too. Parunts eould choose
among schools, and no school could survive with-
out students. But, again representing ¢ belancs
of the publie and privata intareats in education,
o chartar school whers students were not
learning could be shut down whether or not
parents were happy.

© one entirely trusis wday's local achool

boards ta give charter spplicants s Aalr

chancs. Both the "escape” and the “re-

form" theories of charwar schools call for
chartar applicants to have recourse 1o appesl if s
local board turns dewn an application. The differ
once is that tha escape-oriented etatutas try to set
up appeal venues that have biases toward ap-
praval of all chartar applieations. letting a poten-
tial school provider shop for an authoriser thet is
sympathetic with ita proposal. Reform-orieated
statutes now being drafted would constrain a loeal
bosrd’s diseretion so that a charter must be
greated 10 any group that can meat established
critoria==qnd cannot be graniad to any applicant
that fails o meet them.

A move toward objective critaria protects quali-
fled applicants from local boards that would deny
charters mevely to aveid competition, sven while it
protects the public from unqualified cherter

providers. Chartar sehools could therefors bo.

trusted 0 clalm inereamngly inrge ahares of public

Than, local boards would no longsr operate schools
themselves. They would be more like the Federal
Communications and Securities and Exchange
commissions, which promote fair competition and

Consinuad oa Page 48

Marc Dean Millot is a lowysr and 6 snior social
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public affairs at the University of Washington in
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Univervity of Woshington's Program on Reinventing
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Defending Grammarcheck and Other Writing Tools

To the Edicor: )

Whije | am 1n completas sgree-
ment with J. Martin Rochestar’s
Commentary condemning the
new English scanderda an the
grounds of vagueness, lack of
attention w “nigor.” and overem:
phasie on politica) curreciness
(*The Decline of Litarscy.® May
18, 1996), 1 take {agus with his
disparsgement of age-appropni-
ata literaturc. peer editing. and
the valuable word processor
tools for ehecking spelling and
grammar.

Many of ua. like Mr. Rachaster.
wore extranrdinarily fortunate
that we survived “drill and }ill”
wnung curriculs and the expo-
sure 1o “classic” litarature that
was developmantally insppro-
priate. [o tha best circum-
stances, wa lesrned to love
resding and writing and per-
haps went on to becoms teach-
srs and profeseors. Howaver,
too many children shut down
in tha educational system for o
variety of ressnng, even the
*bright”and “gifted" studenwa. |
continually hear the voice of &
closa friend who went through
independent school with me in
the 1980s; she takes no ples.
sure in reading a¢ an adult be-
caude our curriculum of clas-
sics tsught too  early
complataly turned her off. In
our increasingly visusl and
tschnolagicaily driven society,

wo cannot afford elienating our
kids from the pleasures nf 3
book.

Mr. Rochester writes: "Inven.
tive spelling presumas that
kide' egos are 8o frag-
il and their crestive
juices 40 constipated
that the mere corree-
tion of spelling errore
by a tsacher in early
grades will ... produes
inetant  “shutdown”
and scar the poor
¢hild for lifa.” Many el-
ementary and middle
school Engilsh teach-
ars have been teach-
ing “ptocess writing”
(based on the Writing
Workshop models of
Donald Graves. Nan-
cie Atwell, and Luey
Calkins, among oth.
ars) for the pest 10 to
15 yeurs. The purpose
is to help children see
writing aa & process of discrete.
recursive steps. Most of us en-
courage inventive speiling in
the drafting stage caly. so that
the child can focus firat on get.
ting her ideas onto papet or the
word processor. The teacher
then commepts on cantent
enly. and the. child revises,
adding, deleting, and/or dlarify-
ing contant.

The child then moves into the
editing etage: Ha self-edite,

looking for punctustion, gram.
mar. and epelling errors. often
in successive stages. The child
firet rune spelicheck. circles in-
correctly spelled wordu that he

Marget aet

cannot currect, and then vees
tha dicuionary ar sske the
teacher.

Although sll of my English
students have bean expased to
yoars of inseruction in spelling
rules as well ¢ lists of words o
memorize for weekly tests.
many still cannot spell with the
degree of automaticity that we
would hope for in tha 7th grade.
The reason i3 not lack of in-
struction, nor an unwillingness

w0 learn. nor laziness: rather,
soms of these childran cannot
spell. For them. spalicheck is an
exiraardinasy ool to use during
the editing stuge of their writ.
ing. Many of them learn o rec-
ognite corract spalling when
viIeWINg options i o list.

Similerly, | believe that
gremmarcheck increases kids'
awareness of the fine poinus in
grammar. | would not generally
diseuss in my grammar and
punctuation curriculum the
uge of active vp, passive voice,
Howaever, when a student re-
ceives the message by running
grammarchiek that he is wnit.
ing heavily in the paesive voice,
[ am delighted to discuea this
fine point in e personal editing
conference. By running gram.
mercheck, this student ad-
vanced his knawledge of gram-
mar and becsme 1 better
writer.

Many teachers also tasch and
model “peer sditing,” which Mr.
Rachedter charucterizes as "the
blind ieading the blind.” Basned

,.on numerous abservations of

middle school etudents, |
streng)y disagres. Many children
can biock out the content of &
pesr’s work. as opposed o their
own writing, and concentrate
solely on editing. In addition.
peer editing incressen kidy’ col-
|nborative skills and tsaches
themn that hsip s available from

a variaty of snurces, not only the
teacher. Peer oditing is » valu-
able supplement to. not & re-
placsment of. teacher input. By
the final druft, the child’s pisce
of wnung ia tree of spalling er-
rors: and in many clesees, the
child's weakly spelling words are
cumpiled from those misspalled
{n hin or her own writing.

menting essentisl etandards
when we taach children to love
expresaing themselves through
the written word, to devalop
their wriung through succss-
sive stages. to use all the tools
of editing. and to take pleasure
in resding books that are devel-
opmentally appropriate and
raise crucial ethical questions.
Cartainly “literscy still counts.”
a3 Me Rochester concludes. but
We cannot expect o arrive at jt
without carefu] eonsideration of
the many paths and processas
that lead to thar goal.

truly literate person should not
have to rely on the cruteh of
spelicheck or grammarcheck.’
most writars welcome any tool
that makes their writing sssier.
Or does Mr. Rocheater use o
quill pan on parchment?
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Charters:
Escape or
Reform?

Continued from Page 58

protsct consumers. than like
an srmed service or polies de-

partment. which runs everything
1 difectin

In their haste to be free of
school districts and to establish
their ewn schools, followers of
the “escape” thaory of charter
schools give up an imporuant

- sourcs of finaneial s2d adminis-

trative support. Without some
extarnal support. charter schools
musc provide for thamselves sil
the protactions oncs provided by
the distriet, including start-up
espitsl. liability insuranes snd
teacher retirement. loge! advice.
and ather professiona) serviceas.
As sume charter school operaters
have siresdy found, skimping on

" assistance and advice puts the
whaie enterpries at risk. includ-

ing vhildren's educational oppor-
tunities, the founders’ own time
and money. and the public'e
fundy. Total autocnomy is an
illusion. Evan well-astablished
indapendent schools join associa-
tiona to provide access to ascher

daciolam

ment, performance aasesament,
and help with self-evaluation.

f they are to become central
to a whole commuaity’s ef-
fort to educata ita children,
charter sehoals must have
clear and reliable relationships

Torry £. S

with community agencies that
can authorize chartars., guarantae
funding, and hold school sparstors

eatbhaie aamemione Phnee samenii.

nity agencies=~which for the want
of & betler tarm we call local
school boarde—are as essential
0 & chartar-based reform of pub-
lic education aa ave the rvuu of
teachers. parents, and others
who agree to sccapt chartars to
operate individual schools. If the

If charter schools
are for reform,
we must devise a
system of public
education that
combines the
educational
advantages of
school
independence with
the economic
advantages of
school districts.

local mix of schools depends en-
tirely an individual initlative,
no one ie rasponsible for the gver.
oll nitality and anorodriatansss

of a community’s schaols. This
consequence ia scarcely different
from the resulis of a voucher
scheme.under which scheols are
provided only by privats satre-
preneurs.

All charter school supporters
agree that chastar scheols ahould
be rua by their own foundars
and staff, and freed from most of
the process requirements that
limit how curreat public schools
hire agd teach. But it matters
whether charter schooliag is
sbout escape or reform. If char-
ter schools are for ancape, char:
wer lawa should make it easy for
new schoole to form without
prior community scrutiny of
school plans or operators’ quali-
fications. enroll students, and
claim public funds. Charter
achoole’ survivsl ehould depend
almoast exclusively on parent sat-
isfactian; no elected board or ap-
pointed suparintendent should
have any discration about the es«
wablishment. continuation, or
closing of a eharer school.

But it churter schools are for
refurm, we must devise & system
of public education that com-
bines ths educational advap.
tages of school independence
with the economic advantages of
school districts. Teday, loeal
school boarda are & preblem for
all charter schoo! applicanta. But
in the lang run, local boards with
new missions and limitations can
be integral parts of the charter
schoel movement. | |
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Consequences of Choice

BY AU T HILL

There is ample evidence,
aceording to Mr. Hill,
that universal public
school choice would
strongly benefit all
children, including the
disadvantaged, by
promating candid and
demanding relationships
among teachers, parents,
and students.

ANY MEMBERS of the ed-
ucation establishment claim
that universal public school
choice would be of Jirtle val-
ue to the low-income and mi-
ity students who now attend the worst
schools. They say that the best schools
would take advantage of a larger pool of
appheants (o become even mor selective
thun they are now and that schools that did
admii disadvamaged children would not
work very hard o meet their needs.

. However, there is ample evidence that choice strongly ben-
eftts all children. including the disadvantaged. Choice promotes
the candid and demanding relatinnships among teachers, par-
ents. and students that are essential to effective schooling. It
can make the difference between schools that are apathetic pro-
viders of roytine academic courses and schools that are true

”{‘UL T HILL is a rescarch professor in the Graduate School of
Public Affairs University of Washingron. Seattle. Prepuration of this
arn e wee suppented by crants from the Pew Charitable Trusts and
the Evvon Feducation Fouridan'on.

Nustration by Jem Sullivan

communities that develop students as whole people.

Much of the evidence for these conclusions comes (rom
my study of a privately funded voucher program. the Student.
Sponsor Partnership Program in New York City. Under that pro-
gram, individual sponsors pay tuition for low-income minority
students — many of whom have failed in public schools and are
not Catholic — to attend New York City Catholic high schools.
The program selects students from the bottom of the New York
City public school population. They and their parents have on-
ly 10 accept the opportunity offered. My study compared the
educational experiences and achievement of these private vouch-
er students with the experiences of similar students in public
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high schools in New York City.' Other evidence is drawn from
Robernt Crain’s study of nonselective magnert schools in New
York City and my subsequent studies of site-based manage-
ment and foundation-funded public high school reform efforts.?

How Cholice Affects Schools

Starting with Milton Friedman. the advocates of choice have
argued that competition is a powerful force for school quality.
The attitudes and behavior of teachers and administrators in
schools of choice show how competition affects schooling.
Schools of choice need to attract students in order 1o survive,
Though some can rely on a reputation for exclusivity or supe-
rior quality, not all schools can credibly claim to be the best.
But every school can offer something that gives it an identity

— a specific curriculum, social climate, or extracurricular pro-

gram — that actracts the interest of parents and students. Once
a school has established an identity, it must deliver on its prom-
ises well enough to kesp current students from transferring out,
to create “brandioyalty” among families with several children,
and to attract enough new families to fill the entering class each
year.
The need for product differentiation encourages a number
of behaviors that advocates of “effective schools™ have tried to
promote in public school staffs. School staffs have a strong in-
centive to articulate a mission for the school and to ensuce that
all elements of the school contribute to its artainment. The mis-
sion must also be easy to explain 10 parents. That means that it
must be focused on what childrea will experience in school and
what they will be able to do when they leave — not on sub-
teties of educational technique that may marter only to pro-
fessionals.

Once 2 school of choice has established an identity, the scaff
has a strong ineentive to avoid major disruptions in the pro-
gram. The demands of sheer
economic survival also make
teachers conceraed about the
performance of the school as
awhole. If a school is forced
to close because too few stu-
dents want to attend it, all
teachers have to find new jobs,
no maitter how well they have
been teaching their own class-
o8. Teachers therefore have
strong incentives to keep their
own work in line with the
school’s mission, to help oae
another, o identify wealmness-
es, and to ensure that varia.
tions in teacher performance
do not harm the school’s ul-
limate product and reputa-
aon.
dent in public magnet schools,
which must continually justi-
fy their existence in the face
of pressures far uniformity,

672 PHI DELTA KAPPAN

and in the financially struggling non-elite religious schools
such as those attended by the Partnership students. Staff mem.
bers in such schools are eligible to work in regular public schools
for equal or greater pay, but they stay in schools of choice ei-
ther out of commitment to the kind of education being offered
in them or because they prefer the working conditions. They
therefore value their jobs, which they know would go away if
their schools were forced to close.

Staff members know that the continuation of their jobs de-
pends on their own performance and that of their co-workers.
Thus they are quick to seek advice from other teachers if a par-
deular class is not going well and to alert their colleagues or
the school management if another teacher is not pulling his o
her weight. They are also very reluctant to give up on a student,
knowing that oo many stories of failure can wreck a school’s
reputation. Even when the student population changes because
of worsening economic conditions or demographic shifts. teach-
ers and administrators in schools of choice have the strongest
possible incentive to maintain the level of student performance.

In contrast, staff members in a compulsory attendance pub-
lic school need not fear for their jobs if their school fails to per-
form. As long as there are students in the neighbothood. they
will be assigned to attend the school. Even if (as can happen in
New York) the state intervenes to close the school, the teach-
ers and administrators will be assigned to & similar school in
the local system. The school’s reputation may be a source of
pride, but people’s livelihoods do not depend on it. Though
most teachers want to do a good job. they are not driven by eco-
nomic necessity to question their own performance or to con-
front others who are not producing. Students who fail do not
constituts a particular threat to the school. Staff mermbers, know-
ing that serious self-assessment can lead to painful adult con-
frontations. have strong incentives (o assign the blame for de-
clining student performance or rising dropout rates to factors
over which the school has no
control,

A small number of schools
of choice may have so many
applicants that they can re-
ject a studeat who shows the
first sign of becoming an aca-
demic or behavior problem.
Butin a competitive situation,
such as that faced by the
New York City Catholic and
nonselective magnet schools.
schools of choice have no
such luxury. Such schools
must be, in Robert Slavin’s
term, relentless in improving
their own performance and
in helping students achieve.
Contrary to the claims of the
antichoice education estab-
lishment. schools of cheice
cannot survive by hand-pick-
ing the easieststudents toed-
ucate. They must, instead.
work to influence the arti-
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tudes and motivations, as well as the academic performance,
of their students.

Swaaff members in schools of choice must treat all students
as if they are educable, not frozen in either their academic abili-
ties or their attitudes. This difference between schools of choice
and compulsory attendance public schools is epitomized in a
sign displayed in & private school classroom: “Attitude is a
choice.”

How Choice AfTects Parents

Most of the literature promoting choice stresses the impor-
ance of making parents consumers, courted and feared by
school staffs. As the preceding section shows, the possibility
that parents will withdraw theirchildren from a school of choice
is a powerful motivator for teachers and principals. That same
possibility also means that parents can intervene effectively if
schools migsereat or neglect their children,

But the connections between parents and schools of choice
are more complex than this raw economic relationship. For all
but the most opinionated and aggressive parents, the choice of
a school is more akin to the choice of a family doctor or pas-
tor than to the choice of a car dealer or grocery store. The par-
ent's status as a consumer is important, but it is only the foun-
dation of & much richer set of trust relationships between par-
ent and child and child and school.

As Jumnes Colemaa has pointed out, parents who choose
a school for their child give the school a grant of parental au-
thority. Parents who could have chosen any number of schools
have selected this one. For whatever reason — religious con-
viction, educational aste, confidence in the school stff, or per-
sonal convenience — the parents want the child to attend & par-
ticular school. Though the parents might change their minds if
things go especially badly, the child knows that a change of
school can upset and inconvenience the parents. Most children,
flot wanting to risk an upheaval at home, have a strong incen-
tive 1o succeed in the sehool their pareats have chosen for them.

As the experience of Partnership students demonstrates, this
grant of parental autharity greatly increases the school's lever-
age over its students. As one student put it, My mother says
that [ am lucky to be going to this school, and [ had berer not
mess up.” Another reported, “My uncle said (the public school
the student previously attended] was no good, but if [ couldn't
do good here, there is something wrong with me.” A student
who skips school, does not study, or displays a sullen attitude
is risking a confrontation with a parent. Though a few children
will endure such a confrontation, the vast majority will not.
School staff members are therefore able to use the parent’s grant
of authority to make demands on the student, as did one princi-
pal in the Partnership program who told a student. *“Your moth-
er didn't send you here to hang out in the rest room. She sent
you here to learn.”

Chosen schools also have leverage in dealing with parents.
The threat of rejection that motivates wachers and principals
cuts both ways: the school can likewise decide not to continue
educating a student. Once they have chosen a school and ad-
justed their transportation plans and schedules accordingly,
parents do not like to make changes. Unless the school has
failed to keep its part of the bargain, parents are also reluctant

to see their children’s education disrupted. Schools can, con-
sequently, make demands on parents — to monitor homework,
ensure student attendance, and see (o it that the student comes
to school fed, rested, and ready to learn.

Schools in the Partnership program unhesitatingly made such
demands on parents. They understood that parents lacked the
time and money to make donations. raise funds, or attend fre-
quent meetings. But the schools were direct and demanding about
what parents had to do if their children were 10 succeed in
school. Pantnership schools found foster homes for students
whose families were disrupted by deach, unemployment, illness,
or imprisonment. But they expected the family to support the
educational process whenever it was physically possible.

Much of a school’s influence is based on the parents’ trust
inthe school's competence and concern for its students. Schools
of choice, like family doctors, are influential because they are
trusted. Patients follow their doctors’ advice primarily because
they believe it will make them healthier and only secondarily
because they fear that the doctor will refuse to see them again
if they do not take the medicine prescribed. The same is true
with families. Because parents have chosen a schoo! and be-
cause the school has an incentive to be as helpful as possible,
a relationship of wust is created. Families that deal with the
same school over a long time. especially those that have sent
severa| children there, develop particularly strong bonds of sen-
timent and loyalty toward the school.

Any relationship of trust can be misused. and some schools
of choice may retain p8tents’ confidence longer than their per-
formance merits. But ih most cases major benefits accrue to all
parties. The Partnership schools felt confident in exhorting par-
ents to become more important forces in their children’s lives
and to reinforce the school’s opposition to the harmful elements
of students’ peer culture. One Partnership schou! principal re-
quired that parents attend only one meeting each year, before
classes started in September, so that she could urge parents to
hold their children to traditional famnily standards. no matter
how much children appeared 1o reject them.

These conditions are not impossible o achieve in compulso-
ry attendance public schools, but there they require a great deal
of personal effort, whereas they are intrinsic to choice schools.
An auendance-zoned school, to which children are assigned
because they are of mandatory school age and live in the neigh-
borhood, has no definite grant of parental authority. As a re-
sult, teachers in regular public schools all over the country com-
plain. “We can't teach these kids if their families don't care.”

Choice affects the relationships between schools and par-
ents even if a chosen school falls shont of a parent’s ideal. As
long as the parent thinks the chosen school is better than any
available alternative, the parent has reason to feel commitment
to it.'Schools need not be highly distinctive to get the benefit of
a parent’s choice. Even though educators may think low-cost
parochial schools are all quite similar, the parents who choose
among them usually think the differences are important. The
longer a family stays with a school. the more imporwance his-
tory and personal relationships assume.

Compulsory atendance schools can build personal loyaldes,
and a parent whose children attend such 4 school can come to
believe that it is just the right one. [n such cases. the school prob-
ably gains an important grant of parental authority. But choice
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may play an important part even then. Higher-income parents,
who always have the capacity to remove their children from
compulsory attendance schools, are the ones most likely to devel-
op close relationships with teachers and administrators. Low-
er-income parents, who have little choice about where their
children attend school, seldom develop strong feelings of con-
fidence and loyalty. Parent advisory councils and other mech-
anisms for parent involvement in school governance affect on-
ly the few parents who participste.

As experience with the Partmership program shows, how-
ever, choice gives low-income parents the same sense of com-
mitment and loyalty that higher-income parents enjoy. The
schools' religious identity obviously builds some trust. But the
fact that the parents have been able to accept or reject the schol-
arship creates a sense of mutual commirment between parent
and school.

How Choice Affects Students

Many of the effects of choice on students are implicit in the
foregoing discussion. Students in schools of choice benefit
from the teachers’ and principals’ need to create & defined im-
age and repuwation. Students also benefit from their parents’
commitment to the schoo! and from the school’s consequent

674  PHI DELTA KAPPAN

ability to make demands on their parents and themselves.
Beyond these advantages, students derive two other bene-
fits from being in schools of choice. First, they gain from be-
ing in a situation in which they must make commitments and
take them seriously. Second, they gain from observing adults
working in a common enterprise in Which performance mat-
ters and both success and failure have real consequences.
Student comumitment. Students may prefer not o attend any
schoo! at all, but if they have a preference for the school they
attend over other alternative schools, they are susceptible to in-
fluence by the chosen school. This is true even if the school
preference is based on nonacademic factors, such as Jocation,
sports teams, or presence of friends. It is especially important
if students have knowingly chosen a school that offers a par-
ticular academic emphasis or makes special demands on effon
and performance. When students make such a commitment,
they implicitly affirm that the chosen school is more attractive
than the altematives. Though they may peefer not wo do every.
thing the school requires, they know that acting on those im-
pulses could result in their being forced to leave the chosen
school and go to another one that is less attractive to them.
Students in the Partnership schools frankly admitted that
they had made a tradeoff in accepting scholarships to atiend
private schools. All knew that leaving public school would sep-

005/9009
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arate them from friends and neighborhood and would subject
them to firm demands about azendance and academic effort.
They accepted the scholarships for many reasons — because
the private schools were safer. because they hoped (along with
virtually all high school students) to attead college someday,
or because they liked the schools’ traditions and sports teams.
But they all understoad what the schools would demand of them
because the school admissions counseiors and the Partnership
program itself made pure that they knew.

Once they accepted the schools’ demands, they had given
the schools leverage: teachers and administrators could assign
homework, take atteadance, grade performance, and adminis-
ter consequences just as they had said they would. Armed with
this power, the Partnership schools exercised their audtority con-
fidendy — not in a harsh or morally superior way, but matter-
of-factly, as the simple consequence of a well-understood bar-

n.

Less than (0% of the students who were offered scholar-
ships rejected them, and less than 5% of the students admitted
to private schools left, either voluntarily or at the schools’ ini-
tiative, The vast majority of students understood the bargain
they had made, and they accepted. albeit grudgingly, the schools’
rigorous execution of it. When students failed to complete as-
signed work or broke school rules, teachers consistently said,
*“You made an agreement when you came here — now live up
to it.” For the vast majority of students, the need to abide by
their prior commitments both influenced their behavior and
changed their attitudes. [n surveys and interviews, virtually ail
students said that their effort, attendance, and attitudes about
schooling had all chahged since they joined the Partnership pro-

gram.

Emulation of adult working relationships. During the field-
work for my study and in subsequent wack in urban high schools,
[ saw students encounter a hidden curriculum, taught not di-
dactically but by example. The example is provided by teach-
ers and administratars, the only people whom students rou-
tinely see at work. It can send a powerfu] message (o students
about whether or not the work of adults is informed by clear
goals and requires or rewards collaborative effort, initiative,
reciprocity, or risk-taking.

As Carl Glickman and others confirm, teachers in compul-
sory attendance schqols often feel that they have little control
over the conditions of their own work and think that they and
their colleagues are fieither rewarded for diligence noc punished
for negligence. For adults in such situations, the apparently ra-
Gonal response is to do exactly what their formal job descrip-
tions require and not take responsibility for the overall product
of the organization ja which they work. Albert Shanker's quote
from an urban teacher, “[ taught them but they didn't learn it,”
sums up the phenomenon. Many teachers and administrators
in compulsory attendance schools think differently, but they
are not rewarded by the organization or, in many cases, appre-
ciatad by their co-workers. For students, who seldom observe
any aduits other than teachers as work. the message can be pow-
erful: large organizations that employ aduits do not have clear
goals and do not require or support effective work.

The hidden curriculum in schools of choice is different. The
adults in such schools are not necessarily more virruous than
teachers and administrators elsewhere, but because they are

linked in a common enterprise they have incentives to work to-
getherand to hold one another accountable. The version of adult
life and responsibility modeled in such schools is very differ-
ent from that evident in schools that lack a clear mission and
in which staff members do not have to perform in order to keep
their jobs. The message to students is that adults depend on and
influence one another and that they care about whether they
and others are contributing to the success of a broader enter-
prise. :

Swdents get the message. One student interviewed at a com-
pulsory attendance school stated bluntly what other students
had said less directly: “Nobody here does any more than you
have to do. I'm not going to be a chump.” Students in Partner-
ship schools, to the contrary, saw how hard faculty members
worked to make the school succeed. As one Partnership stu-
dent who had recently transferred from public school told me,
“[n public school the teachers say. ‘[ get paid whether you learn
this or not.’ Here they say, ‘You are going to learn this if it takes
all day. [ don't care how jong it takes: [ live upstairs.'”

It does not take a private or religious school to teach these
lessons. Many of the nonselective magnet schools in Crain's
and my studies provide similar examples of earnest adult col-
laboration. There are, furthermore, many teachers and admin-
istrators in compulsory atiendance schools who offer sterling
personal examples. But these individuals are forced to over-
come the context in which they work. whereas teachers and ad-
ministrators in schools of choice are reinforced by everything
sbout their working¢hvironment.

Conclusion

Several current educational reform movements — going
under such names as decentralization. charters, and school con-
tracting — all hope to credte the conditions under which pub-
lic schools can develop these attributes. Doing so will require
profound change in the missions and operations of public
schools. Itsurely requires choice — choice of schools by teach-
ers, students, and parents; choice by schools conceming how
long to stick with a student who will not fulfill the school’s
work requirements; and choice by public officials regarding
whether to continue supporting a failing school or to close and
recommission it with a new staff and management.

As educational environments, schools of choice are pro-
foundly different from compulsory attendance schools. Even
when their academic offerings are not much different from
those of compulsory attendance schools. schools of choice be-
come places in which parents and teachers are collaborators,
bargains among adults and between adults and children are
made and kept. effort is rewarded. and actions have consistent
consequences. Such environments motivate student effort in
the short run. In the longer run, they socialize students into the
values and attirudes required in real adult life.

1. Puul T. Mill, Migh Schools with Characrer (Sania Monica. Calif.. RAND
Corporatign, 1990). ; .

2. Robert Craln o al.. The Effectiveness of New York City's Career Mognats
(Berkeley, Calif: National Center for Research on Vocationa! Education.
1992); and Paul T. Hill and Josephine J. Bonen, Decentralization and Ac-
couwnabllity in Pubiic Educarion (Sanis Monica. Calif.: RAND Corporation,
1991). K
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TEXT: In the U. S., parents are limited to three basic options when deciding how they want their
children to be educated at the primary and secondary grade levels: (1) home schooling, (2) paying tuition
tg send their children to private schools, or (3) sending their children to the public schools closest to
their homes.

Many parents, however, would like these options to be expanded, and some educators are proposing
means of making more options available.

WHY DO PARENTS WANT MORE SCHOOLING OPTIONS?

The reasons vary considerably from family to family. Somte parents simply feel that the particular public
schools closest to their homes are not doing a good job. Others are interested in specific educational
programs not available in their neighborhood schools. And many parents who send their children to
private schools resent paying tuition for those schools and paying taxes to support public schools that
their children do not attend.

WHAT PROPOSALS HAVE EDUCATORS ADVANCED TO GIVE PARENTS A GREATER SAY
IN HOW AND WHERE THEIR CHILDREN WILL BE EDUCATED?

Educators' proposals include magnet schools, work-based attendance, voucher systems, and open
enrollment.

Magnet schools offer special programs not available at traditional schools and are open to students from
throughout the school district.

Work-based attendance is a plan by which parents can elect to send their child to a school near either
parent's workplace instead of a school close to their home.

A wide range of voucher systems has been proposed. In all such systems, tax money is furnished directly
to parents in the form of vouchers they can use to pay tuition at the school they want their child to
attend. Some proposals would limit parents to using vouchers at schools within their own districts;
others would be statewide in scope. Some would limit voucher use to public schools; others would
permit parents to use vouchers at any school they wish--public or private, secular or religious.

Open enrollment plans are discussed in a later section.

WHAT ARE THE PRINCIPAL DRAWBACKS OF MAGNET SCHOOLS, WORK-BASED
ATTENDANCE, AND VOUCHER SYSTEMS?

Magnet schools have generally met with approval, but it can be argued that the magnet school concept
doesn't go far enough. Usually a school district offers only one magnet school at any given grade level.
Parents who are unhappy with their local school and with what the district magnet school has to offer are
out of luck.

Much the same can be said about work-based attendance. A choice among three different schools isn't

much of a choice if all three are traditional schools teaching the same subject matter and using the same
pedagogical methods.
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Voucher proposals have met with strong opposition from teachers' associations, administrators, some
educators, and some members of minority groups. Teachers and administrators worry about the
instability that could result if parents shopped around the district or even the state when choosing
schools for their children. Some educators also fear the possibility of charlatans setting up low quality
private schools to make money out of vouchers. And some members of minority groups are concerned

lest middle-class white parents use vouchers as a means of pulling their children out of desegregated
schools. :

One proposal that seems quite promising and has generally worked out well where it has been tried is
open enrollment.

WHAT IS OPEN ENROLLMENT?

Essentially, open enrollment is a policy allowing parents to select from among a variety of school
programs. The Minneapolis Public Schools provide an example of how such a policy works.

Prior to the 1982-83 school year, Minneapolis supported a wide range of school programs but lacked a
coherent policy to ensure that all families within the district had equal access to all programs. To remedy
the problem, Minneapolis adopted an open enrollment policy.

[n March 1982, a guide to the programs available in the district was mailed to every student's home,
together with a card on which the parents could indicate their preference. Those preferences determined
the number of sites allocated for each program. To ease transportation problems, the city was divided
into three geographic areas, with parents sending their children to a school within their geographic area
offering the program they desired. However, for single-site programs (such as the Montessori school and
the magnet high schools), enrollment was on a districtwide basis. After enrollment projections for the
various schools were available, the teachers, in order of seniority, bid for the jobs they wanted for which
they were qualified.

WHAT ARE THE BENEFITS AND DRAWBACKS OF AN OPEN ENROLLMENT POLICY?

The obvious benefit is that, properly administered, an open enrollment policy appears to accomplish
what parents and educators want: a wide range of programs from which to choose. Also, this goal is
accomplished without raising the constitutional issues of church-state separation that arise when the
government subsidizes religious schools. '

At the same time, open enrollment is not a panacea. [t becomes almost meaningless if all a district has to
offer is a choice among several schools that teach the same subjects in the same ways. Open enrollment
would appear to be most meaningful in a district with a large population base and the capacity to
develop a wide range of programs.

It could be argued that open enrollment might promote the kind of instability feared by critics of the
voucher system. It appears, however, that when parents are given the opportunity to choose from among
a number of programs, they usually stay with their original choices.
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As policymakers continue to seek new methods of reforming public education, school choice--the
practice of allowing parents and students to choose among a variety of schools--has emerged as one of
the most widely supported issues of the decade. Yet, for many, it is not clear how choice should be
structured or how to assure that those students with the fewest resources will not be shut out of the best
schools.

Recent debates on school choice are concerned less with whether there should be more choice in
education than with how much choice should be offered to whom. Existing choice plans vary
dramatically in size, shape and purpose. How students are matched to schools, the degree of government
regulation, percentage of students given choice, distance traveled by students, and participating schools’
admission criteria are examples of choice plan characteristics that differ from one district or state to the
next.

Seven states have now adopted statewide open enrollment choice plans that permit students to transfer
from one school district to another, taking state funds with them. Meanwhile, hundreds of individual
public school districts across the country have instituted some degree of school choice through magnet
school programs and voluntary desegregation plans. Wisconsin recently extended school choice to
private non-sectarian schools by offering low-income students in Milwaukee state-financed tuition
vouchers (Wells, 1990).

While it may not be necessary for all school choice plans to look exactly alike, researchers point out that
different types of choice programs have different impacts, especially on the education of low-income
and minority populations.

THE POLITICS OF SCHOOL CHOICE

The school choice movement has widespread, diversified political appeal. Reasons for this support
include the following:

It can, given the right circumstances, enable low-income and minority families to avoid poorly run and
overcrowded urban schools.

It infuses free market, competitive principles into a sluggish public education system.

[t allows individual families, not bureaucratic school systems, to have more control over which schools
their children attend and what services are provided there.

It is considered a low-cost solution to what are considered enormous problems in public education.

It is purported to lead to better matches between pupil needs and school offerings.

It may increase parent involvement in education.

But school choice is not without its critics. They argue that many choice programs discriminate against
poor and minority parents who are less informed about how the educational system works or are too

overwhelmed with day-to-day survival to research the various educational options; by default, some
students will be left behind in the less popular schools, which often end up with fewer resources.
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WHAT THE RESEARCH SAYS ABOUT SCHOOL CHOICE

The varied opinions-on school choice and its potential impacts are grounded in little empirical research,
mainly because there is a dearth of well-documented experience on how school choice programs affect
either academic achievement or educational opportunities. As McDonnell (1989) points out, studies of
existing choice arrangements within the public schools are merely "suggestive of the conditions" that
could make a more universal system of public school choice work effectively.

Yet, some school districts with choice programs, such as New York City's District 4 and the Cambridge,
MA, public schools, have already experienced higher achievement test scores since their choice
programs began (Paulu, 1989).

A recent study by Chubb and Moe (1990) employs a national longitudinal survey to show that "a
well-organized school can make a meaningful difference for student achievement, regardless of the
ability and background of its students" (p.129). They argue that a deregulated, free-market system in
which schools are run autonomously without government bureaucratic constraints will better meet the
needs of individual parents and students.

Yet, other researchers question whether a deregulated choice system will necessarily result in more

effectively run schools or will only encourage schools to add features attractive to choosers (i.e., an
enhanced sports program) but extraneous to good education, and to develop sophisticated marketing
techniques (Clune, 1989).

Riddle and Stedman (1989) question the assumption that more school choice will improve parent
involvement in education. They point to a study in New York City's Community School District 4 that
shows no evidence of greater parent involvement as a result of enhanced educational choice. They also
raise the issue of whether parents who transfer their children outside of their home school districts will
find their ability to influence the new school diminished because they will not vote for the school board
members who control their children's school and may not always have the time or the transportation to
go to meetings and events at the school.

Elmore's extensive review (1986) of the literature on school choice provides some evidence that parents
differ by race and social class in the amount of information they have about available educational :
options; and in their preferences for academic content, discipline, and instructional style. He concludes
that a possible consequence of experiments with increased choice is a situation in which "nominally
neutral mechanisms" produce highly segregated school populations. Competition among families to get
their children into the "best" schools will lead them to use their "market power"-- i.e. money, time,
influence, and access--to ensure that their children are accepted at their desired schools. Unstructured,
deregulated competition would leave students from less "powerful" families in less attractive schools.

Yet, in a 1985 study of parental decision-making about schools, Darling-Hammond and Kirby surveyed
476 parents of public and private school students and found that although lower-income parents had
fewer choices in terms of which neighborhood they would live in, they were more likely to seek out
school alternatives at the time of enrollment. Those least likely to make choices were residents of rural
areas and parents who had themselves attended only private schools.

VARIATIONS IN SCHOOL CHOICE PLANS

Controlled Choice. In what are commonly called "controlled choice" programs, such as those in
Montclair, NJ, Cambridge, MA, and 17 other districts in Massachusetts, parents must choose a school
for their children because there are no assigned or zoned schools. Schools are given the freedom to
develop special educational programs to attract students, and the most popular programs are duplicated
in more than one school to avoid a monopoly.

Parents in these districts register their children for school at parent information centers where they confer
with parent liaisons and student assignment officers about the various educational programs available.
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making choice as equitable as possible should be heeded. They include the following (Nathan, 1989;
McDonnell, 1989): '

0 a clear goal statement.
0 outreach to, and information and counseling for, parents.

o a fair, unrestrictive, noncompetitive, and equitable admissions procedure, with particular attention paid
to criteria for enrollment in the most desirable schools.

o Provision of adequate transportation for students.

Finally, as Riddle and Stedman assert, the conditions for success in education may indeed come through
choice plans, but will uitimately have more to do with the commitment of school systems to improving
the education of choosers and non-choosers alike.
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Despite the wide variety of magnet schools and programs, magnets differ from "regular” or "zoned"
schools in three principal ways: (1) Magnets have a unified curriculum based on a special theme or
method of instruction; (2) enrollment is open to students beyond the geographic attendance zone; and (3)
students and parents choose the school.

Magnets were developed in large urban universities in the 1970s primarily as an aid in desegregating
schools. The idea was to create schools so good that they would draw a racial cross-section of students
out of the segregated neighborhood boundaries, avoiding the political opposition engendered by
mandatory busing.

Virtually all magnets now have long waiting lists, despite that in many, students have to travel long
distances to school, the class day is longer, and the work is harder than in nonmagnets. Moreover, some
are in rundown neighborhoods; some have large pupil/teacher ratios; and some are in decaying,
depressing buildings. (In the successful Fashion Industries High School in New York City, for example,
classrooms and hallways have not been painted since 1940 (Mitchell, Russell, & Benson, 1989).

What, then, draws so many students to magnets? This digest suggests ways that magnet schools are
percetved to provide a superior education.

THE APPEAL OF MAGNET SCHOOLS

L. Program coherence. Magnets have a specialized core curriculum or specialized pedagogy. The
consistency of the theme or method of teaching, and the identification of staff with its theme,
curriculum, methods, goals, and activities all mesh to form a coherent whole.

2. A safer, more orderly climate; an environment conducive to learning; and an image of excellence.
Magnets have a strong commitment to parent involvement and they try to mold student attitudes and
values. As a result, magnets attract better-motivated students, which reinforces the favorable school
atmosphere.

3. A sense of shared enterprise and a committed, enthusiastic faculty and student body. Because of the
school's nurturing atmosphere and its image of excellence, and because more students apply than get
accepted, students who are admitted, and teachers who teach in a magnet, feel special about themselves
and their school. ~

4. Career preparation. The school's focus on an occupation or a field of study -- and the attendant job -
prospects -- gives students a sense of direction and lets them justify to themselves, their parents, and
their peers the effort they put into schoolwork.

5. A committed. charismatic principal.

6. Implementation of educational reforms. Magnets are frequently associated with reform measures such
as an absence of tracking, contextual teaching, cooperative learning, and teacher collegiality.

7. School autonomy. Staff at most magnets are relatively free to solve their own problems in their own

way, without needing approval from the school district. Thi_s indepeqdence contributes to the feeling
among students and staff that the school is their special, unique creation.
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Not all magnets have all of these characteristics, of course, and they are not totally free of constraints.
Like other schools, magnets must meet city and state requirements in areas such as curriculum, student
body diversity, and the selection, hiring, and retention of teachers. They are also, like other schools,
subject to state and local budget allocations and the priorities established for those allocations.

ARE MAGNET SCHOOLS BETTER THAN REGULAR, ZONED SCHOOLS?

The answer is not clear-cut. Two reports. both using 1983 data on 45 magnets in 15 urban districts, came
up with different emphases. Blank (1990) stressed the educational achievement of magnets, reporting
that 80 percent of the magnet schools had average reading and math achievement scores above their
district average.

Dentler (1990a), conversely, concluded that while a few magnets were exceptionally good, "

* 26 of the 45 magnets equaled or exceeded the mean reading scores for their districts, 14 exceeded the
district average by 10 or more points, and 7 exceeded it by at least 30 points. However, the reading score
of 6 magnets was below average.

* Most magnets equaled or exceeded district averages in math, 13 of them by 10 points or more, and 6
by at least 30 points. However, seven fell below average in mathematics.

Hill, Foster, & Gendler's 1990 study of inner-city public and Catholic schools included three magnet
("focus") schools. The Catholic schools included New York's Partnership Program, which pays tuition
for public students to attend inner-city Catholic high schools. Most of the students selected for the
Partnership Program were African American or Puerto Rican, from single-parent welfare homes, and
had poor academic records.

Hill et al. (1990) found that the focus and the Catholic schools far exceeded the "zoned" schools in

graduation rates; percentages of students completing an academically demanding college prep course;
percentages of students taking the SAT; and SAT scores.

Some magnets have exceptionally good records with inner-city student populations. Mitchell, Russell, &
Benson (1989) selected nine exemplary magnets and found attendance rates higher and dropout rates
lower than at most schools in their districts. In Chicago, where the high school dropout rate is 45
percent, the rate at the School for Agricultural Sciences -- 89 percent African American and Hispanic --
is less than 2 percent. The Manhattan Center for Science and Math, where 98 percent of its students are
African American or Hispanic and over three-fourths are from low-income families, the dropout rate s
under 2 percent, and 97 percent of its graduates enroll in college (1989).

ISSUES FOR POLICYMAKERS

The very success of magnet schools raises a central question of whether their success comes at the
expense of nonmagnets.

Student creaming. Are magnets successful, for example, because they draw the best students from other
schools? Magnets do draw to their halls -- and away from nonmagnets -- better, more highly motivated
students.

But it is equally evident that pedagogical and administrative features of magnets produce powerful
effects in and of themselves. Their focus, organizational cohesiveness, strong leadershlp'by the principal.
and relative freedom from central office rules and procedures are highly correlated with improved
achievement scores.

Furthermore, the use of selective admissions criteria varies. According to 1983 data cited by Dentler
(1990b), nearly two-thirds of the magnets were selective in their admission of students on criteria other
than race or ethnicity. More recently, Blank (1990) found that only 15 percent of magnets used "highly
selective" criteria such as test scores. But even when a magnet school has no such admissions criteria,
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most of the students are select: with very rare exceptions. students with failing grades, or records of bad
behavior or truancy, do not get selected in magnets.

However, Dentler's 1983 data found that half of the magnets with the highest achievement scores were
not at all selective (Dentler, 1990a). Hill et al. found considerable success at magnets and Catholic
schools even when the students had previous poor academic records. and the better results were not
caused by differences in curricula, teacher traits, or student backgrounds. The key factors were a clearly
defined purpose and the organizational cohesion and flexibility to pursue that purpose.

Resource hogging. Another concern is whether magnets draw scarce resources away from other schools.
They cost more, particularly high schools, and some require heavy capital outlays. While Mitchell et al.
(1989) found the difference in operating and recurring costs between magnets and nonmagnets
“relatively small,” McDonnell said that, "Magnets cost from 10 to 12 percent more than traditional
schools" (1989, p. 2). But Chabotar (1988, cited in Dentler, 1990a) found that the cost differentials
decline over time as start-up costs are absorbed. Still, some magnets provide quality education even
when they face the same resource problems as nonmagnets.

Elitism. A broader issue centers around a key strength of magnets -- their ability to focus on student
outcomes and on a unique mission. Nonmagnets have diffuse missions, a great variety of programs, and
"are controlled by piecemeal demands, rules, claimed entitlements, and contractual provisions" (Hill et
al., 1990, p. 38). However, they have diffuse missions and a variety of programs because the many
constituencies with a stake in public schooling demand them. These demands are legitimate, and a large,
unanswered question is whether magnets succeed because the regular public schools are left with the
burden of responding to these contingencies.
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School choice is one of the hottest topics in education. Not only does it have the attention of educators, it
has the endorsement of President Bush and a large following of parents. Books are being written,
arguments waged, and bills drafted. There is a growing feeling that if parents can choose which schools
their children attend, education will improve.

However, there are groups urging caution. Some are concerned that issues of equity will be passed over
in the push for school choice, causing at-risk students to fall further behind. Because of these concems,
choice plans that focus on equity have begun to receive national attention. Foremost among these is
controlled choice, which attempts to create equitable education in a district by providing choice while
simultaneously preserving racial and ethnic balance.

WHAT IS CONTROLLED CHOICE?

Controlled choice differs from other choice plans, such as open enrollment and voucher models, in that it
does not rely on market competition between schools to initiate school improvement (Chubb and Moe
1990). As one of the original designers of controlled choice has written, the market analogy "is
inappropriate in an educational situation" because it ignores the social aspect of education by promoting
strong schools rather than nurturing weak ones (Willie 1990/91).

Controlled choice attempts to provide choice while maintaining ethnic and racial integration. Controlled
choice plans do away with neighborhood attendance districts, create zones, and allow families to choose
within their zone, provided that admitting students to their school of choice does not upset the racial and
ethnic balance at that school (Alves and Willie 1990).

A few cities have used controlled choice since the 1970s, but most programs are patterned after a plan
that was first implemented in Cambridge, Massachusetts, in 1981. Designed by Michael Alves and
Charles Willie, the Cambridge plan has evolved into a system where new families visit a central _
registration area, choose four schools, and rank them in order of preference. The district reviews the lists
and tries to assign students to their choices, but it also tries to ensure that no school exceeds its capacity
and all schools reflect the district's racial and ethnic composition (Tan 1990). Not all students receive
their first preference, but a balance is struck between allowing parents and students some choice while
ensuring that schools remain integrated, with the overall intent of school improvement (Yanofsky and
Young 1992).

WHAT OTHER CITIES HAVE CONTROLLED CHOICE PLANS?

Controlled choice in general and the Cambridge plan in particular have stirred up both local and national
interest: In Massachusetts, several cities have adopted it, most notably Boston (Alves and Willie 1990).
Alves and Willie also have created or are creating plans for several other cities, including Milwaukee.
Seattle, San Jose, Little Rock, Hartford, and Rockville, Maryland (Alves, personal communication;
Willie 1990/91). A handful of cities, including White Plains, New York (Yanofsky and Young), have
independently adopted it.

Most of these districts adopted controlled choice in response to changing demographics and previous
desegregation plans that did not work. In Cambridge, it was a response to a failed magnet school
program (Tan); in Boston, it followed fifteen years of divisive busing (Alves and Willie); in White
Plains, it replaced a plan that was over twenty years old (Yanofsky and Young).
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WHAT ARE THE ELEMENTS OF CONTROLLED CHOICE?

Although most districts adopt a controlled-choice plan primarily as a means of achieving desegregation.
it does more than just desegregate. The following elements, found in most plans. are what make
controlled choice more than just a desegregation system.

Replication of Successful Programs. Controlled choice reorganizes residential attendance areas into
zones that may not be equal in quality of education when they are created. To ensure that no student has
fewer or less desirable choices than others, any program that is successful in one zone must be replicated
in all the other zones (Alves and Willie). In smaller cities, this is not a problem (Yanofsky and Young),
but in large urban areas such as Boston and Seattle, replication is difficult, yet vital to establishing
educational equity (Glenn 1990-91).

Parent Information Centers. The success of any choice plan can hinge on whether parents have the
information they need to make educated choices. Many districts follow the example of Cambridge,
which has a center that issues all publications in multiple languages, offers tours, makes phone calls to
homes, and compiles data on each school (Tan). These centers help parents research their choices and
have the additional benefit of encouraging parent involvement (Yanofsky and Young).

School Improvement. In contrast to the competition between schools that a voucher plan might generate,
controlled-choice districts assist low-performing and unpopular schools in their efforts to improve. In
Boston, the district urges unsuccessful schools to improve by offering them funds and granting them
more flexibility in their restructuring attempts (Glenn).

Fair Assignment Criteria. Although controlled-choice districts cannot assign all students to their
first-choice schools, districts try to avoid subjective and unfair assignments by establishing clear
assignment criteria. This process is often as simple as prioritizing factors such as whether a family has
other children in the chosen school, what a student's racial/ethnic background is, where a family lives,
and when the application was turned in (Yanofsky and Young).

HOW MUCH CHOICE DOES CONTROLLED CHOICE OFFER?

The primary controversy regarding controlled choice concerns whether it is still choice if it is controlled.
Since no controlled-choice district can send every student to his or her first choice, the number of
students getting their schools of choice versus the number bused to an undesirable school is a point of
contention.

Most controlled-choice districts assign about 85 percent of students to one of their first two choices (75
percent first, 10 percent second) (Alves, personal communication) and 90 percent to one of their choices
(Glenn), leaving about 10 percent attending schools they did not choose.

Some argue that a certain amount of forced busing is a tradeoff, since controlled choice dramatically
reduced the amount of forced busing in several districts. In the first year of controlled choice in Boston.
for example, the number of students bused forcibly dropped by 60 percent (Alves, personal
communication).

However, most critics of controlled choice agree with Themstrom (1991), who argues that "t.here"is too
little choice in controlled choice” and that any and all "involuntary assignments are indefensible.

DOES THE QUALITY OF EDUCATION IMPROVE WITH CONTROLLED CHOICE?

The other major issue is whether controlled-choice plans actually improve schools. In the word§ of
Chubb and Moe, the Cambridge plan "does not go far enough," in that all choices and changes "remain
firmly under the control of all the usual democratic institutions.” A step has been taken in the right
direction, they argue, but the full benefits of choice will not be realized until districts remove all controls
and force schools to compete against one another.
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Thernstrom asserts that parent centers provide districts with a means to manipulate choices by making
unpopular, low-quality schools appear attractive. These types of controls, she contends. negate
improvement efforts because they provide schools with students and money without forcing them to
improve.

Largely because most controlled-choice plans are so new, the jury is still out on how much improvement

controlled choice has stimulated in schools. Many districts are still working on effective improvement

plans. and, in the case of Boston, which adopted controlled choice in 1989, "it is clear that there is
nothing simple or automatic about harnessing choice to school improvement" (Glenn).

Cambridge provides the most comprehensive data regarding the relationship between controiled choice
and school improvement. [n the first years of controlled choice there, when the student mixtures in
Cambridge schools were altered, dramatic changes occurred in test scores. For example, after four years
at the elementary school that used to have the highest achievement, the number of students who passed
the district tests had dropped by 6 percent from first-year levels. However, the previously worst School
had improved by 28 percent, and the district as a whole had passed 14 percent more students. Since then,
Cambndge students have performed below the state average but better than students in similar districts,
and their scores have continued to rise (Tan). This seems to indicate that, at least in Cambridge,
controlled choice has been improving educational quality.

On the national level, however, controlled choice has yet to prove itself. As Chubb and Moe imply,
perhaps it is a stepping stone to a better system. Nonetheless, for the time being at least, controlled
choice is a reasonable alternative for districts concerned with establishing educational equity within the
context of school choice.
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Schools with a theme and schools targeted for particular students--both components of the focus school
genre--have long been a part of the Nation's education system. In 1990, this concept of focus schools
received a strong boost from a RAND Corporation study suggesting that special purpose schools would
probably be preferable to comprehensive high school for most students in New York City (Hill, Foster,
& Gendler, 1990). The study calls such schools "high schools with character”--those that have a clear,
coherent commitment to character, as well as academic development; feature a core of shared learnings;
emphasize the reciprocal responsibilities of the school's students and adults; and stress achievement.

Lately, a number of school districts, especially in urban areas, have been establishing focus schools, and
a recent study suggests that 44 percent of the Nation's multi-school districts now have such schools
(Steel & Levine, 1994). The ability of the school's focus to both attract students and staff and provide a
framework for an effective education program is key to the success of such schools. Therefore, this
digest discusses the issues involved in selecting an appropriate focus.

ISSUES OF PRINCIPLE
EQUITY ISSUES '

Given the national commitment to equity, a school's focus should not segregate students along racial,
ethnic, religious, gender, or socioeconomic class lines. To wit, schools designed to attract the gifted and
talented, which admit only the ablest or best performing students, have met with increasing criticism.
There are various ways to prevent the exclusion of disadvantaged and/or low-performing students from
focus or theme schools, however. Minnesota's school choice law prohibits admissions requirements
based on past academic performance or behavior. In Montclair, New Jersey, programs labelled "gifted
and talented" exist, but any family wishing to enroll its children in them may do so--on the assumption
that all children have talents. Another approach is New York City's, where a quarter of the seats in
semi-selective high schools are saved for students admitted by lottery, even though they fail to meet
admission requirements.

Focus schools designed to serve a particular disadvantaged minority are sometimes, but not always,
considered a different matter. An early alternative school for Hispanic youngsters, Casa de la Raza in
Berkeley, posed problems related to both the Constitution and the Civil Rights Act of 1964 (Appleton,
1973). Schools targeted explicitly for African American males, and excluding all others, have also been
challenged in the courts (Jones, 1991). More recently, however, the Legacy School for Integrated
Studies, one of New York's 34 new small high schools, seems to have met with no resistance, because,
while it targets African American children and the poor, it does not exclude others.

Schools for marginal students, or programs targeted for dropout prone youngsters, also raise concerns.
One is whether grouping students according to their alleged deficiencies is a form of tracking, since
tracking tends to segregate and compound the problems of already disadvantaged students (Oakes,
1985).

EFFECTIVENESS
A focus should enhance a school's academic effectiveness as well 'a.s promote equity. Thus, it should
attract students and staff who share an interest in a specific instructional program. Focus school

advocates suggest that student interests and orientations, and family priorities, may offer far more
practical guidance for developing programs and grouping students than do ability levels.
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There is no longer reason to believe that what average, Or even poor, students need instructionally is very
different from what the ablest need. For instance, Resnick (1987) emphasizes that all of learning should
be cooperative, active, contextualized, and concretized--features important for teaching at-risk students
(Wehlage et al., 1989). Moreover, at least some educators specializing in services for the gifted have
noted their similarity to those of the alternative schools promoted as a model for the restructuring of all
schools. Finally, there is little reason to believe that just because one youngster is as bright as another
that the two hold any interests in common. Thus, shared interest in either drama, technology, or

democratic living may well drive an effective curriculum for a group of students regardless of their
diverse abilities.

ISSUES OF ORGANIZATION
CURRICULUM

One popular type of focus is a curricular theme. According to a recent study (Steel & Levine, 1994), 38
percent of the Nation's magnet programs emphasize course content, with math-science-engineering,
computer science, humanities, and multicultural studies the most frequent choices, although many
secondary school magnets have a career-vocational theme.

A theme must be of sufficient breadth to articulate a full school program: course content and selection,
pedagogy, activities, scheduling, and even school organization. The more school components the theme
can guide and suffuse, the greater the coherence it will supply. Use of a theme in a magnet school ranges
from simply providing elective courses in the theme area to infusing the entire educational program with
content related to the theme to give it overall coherence (Blank et al., 1983). Many magnet schools
choose the former approach, but studies critical of the fragmentation of the curriculum suggest that such
schools may not offer much of an advantage (Sizer, 1984).

INSTRUCTION

By contrast, magnet and other schools selecting a pedagogical or instructional focus may havean
advantage with regard to cohesion, since a particular instructional approach to teaching can more readily
be brought to bear across the curriculum than can a theme based on content.

Some alternative schools, such as City-As-School and Walkabout or Challenge education, have an
instructional orientation. This focus is also receiving increasing attention in some of the high school
programs associated with the Coalition of Essential Schools. At Central Park East Secondary School in
Manhattan, for instance, the theme is the cultivation of five "Habits of Mind," which are five core
questions to be posed about all new content introduced (Henderson & Meier, n.d.). The focus of the
Urban Academy, another member of the Coalition of Essential Schools, is the inquiry method (Raywid,
1994).

While content themes may have greater salience for students, school traits resulting from instructional
foci, such as interesting classes and good treatment of students, are also valuable. One study of career
magnet schools attributes the differential effects of such programs to the extent to which they develop,
and students pursue, the announced theme (Crain, Heebner, & Si, 1992). John Goodlad, on the other
hand, concluded that it is not the curriculum of a school that determines the way students and even staff
respond to it; instead, response is determined by the way their lives are daily played out there (1983).

ORIENTATION

This leads to a third type of focus: an orientation or worldview. The "free" schools of the '60s, the
"open" schools of the '60s and '70s, and the "traditional" or "fundamental" schools of the '70s and '80s
are representative. These focus schools take a particular approach to instruction, but also recommend a
fairly distinct set of educational goals and projects a clear character ideal or model, as well as a
recognizable outlook on life and its purpose. Each is likely to attract a like-minded constituency. A
shared set of assumptions and values, and acceptance of the resulting practices, can bring coherence to
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the school's program and motivate students to apply themselves to it.

CONCLUSION

A theme or focus must possess logical coherence. Themes constructed on an additive basis to allow
pursuit of pet projects cannot do this. A school with a theme consisting of an arts project, grandparents
reading to youngsters, and field trips reflects a malady identified as "projectitis”" (Hill & Bonan, 1991).
Because the projects are disparate and unconnected, the school's overall program does not cohere. It also
cannot attract a group of like-minded school constituents, only an assemblage strongly interested in one
or two items on the projects list.

An effective theme or focus should have transformative power--which is not always so much a function
of the theme's quality as of the seriousness with which it is taken. This can happen only if the traditional
school model is modified considerably. It is not just a matter of reforming one or two components, even
such central ones as curriculum and/or pedagogy. Restructuring involves both fundamental and
pervasive change in school organization: redefining rules, roles, relationships, and responsibilities, along
with such structural components as schedules, administrative units, and governance--and, or course,
changes in content and presentation. A school that fulfills the promise of the focus school concept is also
a restructured school or it has failed to deliver.
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TEXT: The demands of a rapidly changing society and increasing pressure for desegregation (coupled
with a rise in absenteeism, dropout rates, and academic failure in traditional schools) have led to the
creation of over 1,000 magnet schools in urban school districts across the country. In order to facilitate
the transition to a multiracial community and meet the prevailing desire for academic excellence,
magnets have adopted innovative educational practices as an enticement for voluntary integration.

WHAT IS DISTINCTIVE ABOUT THE POLICY AND OBJECTIVES OF MAGNET SCHOOLS?

Magnets meet racial quotas through voluntary enrollment and open access beyond established
attendance zones. They emphasize a special curriculum or educational structure. Magnets attract
students and parents by creating supportive, personal environments while placing high expectations on
student potential and progress.

Parents, students, and community members assess the needs of their school district and design a specific
magnet program to serve these needs. Magnets, which are set up primarily to meet federal requirements
for desegregation, are also proving to be successful in serving the specific interests and abilities of a
diverse student population.

WHAT ARE SOME METHODS MAGNET SCHOOLS USE TO MEET THEIR OBJECTIVES?

To move from desegregation to integration, magnet schools often adopt cooperative learning activities,
assign multiracial seating, and encourage small group discussion. Extracurricular activities and special
projects provide opportunities for students to share diverse skills, and multicultural lessons are regularly
introduced into the curriculum. With an emphasis on mutual respect and appreciation and examples of
positive interracial relations set by the staff, a general atmosphere of trust and goodwill is nurtured
among all members of the school community.

Student evaluations are based on progress and effort as well as achievement, and may be written as
comments rather than grades, thus diffusing competition, lessening the tendency to stereotype or create
hierarchies among students, and avoiding the sense of failure those in the bottom half of traditional
grading systems tend to feel. Instead, students are judged by their capacity to better their last
performance and fulfill their own preestablished goals.

From individually guided education to back-to-basics techniques, magnets appeal to student interest
across race, age, class, and achievement levels by offering challenging courses that focus on special
themes, and by using approaches that match individual cognitive skills. Teachers have the opportunity to
circulate in classes and attend to the specific learning needs of each student. Generally small and
flexible, magnets change curriculum to meet student needs and depend on a resourceful, dedicated staff
and supportive community.

HOW ARE MAGNET SCHOOLS MAKING AN IMPACT?

Studies show that magnets improve minority achievement without hurting white achievement. Denis
Doyle and Marsha Levine (1984) report that student attendance and participation are higher in magnet
schools, as are teacher satisfaction and parental control. Relations between diverse groups are generally
harmonious. These results allow magnet schools to challenge the assumption that standardization is the
most equitable system. Magnets serve as pilots for effective educational change.

WHAT ARE THE LIABILITIES OF MAGNET SCHOOLS?
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WHAT ARE THE LIABILITIES OF MAGNET SCHOOLS?

Magnets have drawn criticism for several reasons. Mary Haywood Metz (1988) observes that beneath
the American concept of standardized education lies the belief that public schools serve as a testing
ground for talent and ability, where the best necessarily rise to the top regardless of class, race, or sex. n
fact, although materials and lessons may match, subtle forces such as atmosphere, expectation, and
cultural differences play a major role in the success or failure rate among schools. Thus, more privileged
families can choose to live near "better" schools. Magnets, by offering attractive alternatives and
extending the privilege of choice to disadvantaged populations, draw fire as elitist institutions that
challenge the myth of fairness in public school standardization.

Another charge is that of tokenism. Some claim that magnets' selection processes (which vary among
districts) draw only the best students and teachers. Consequently, magnets, with the veneer of
accomplishing desegregation, actually leave most minority students worse off than before, offering the
district an excuse not to implement more fundamental changes.

Problems also arise when teachers are nonvoluntary participants who must radically alter their style to

suit the program. To establish and maintain magnet objectives, principals often need to play a stronger
than usual role in shaping policy, a dynamic which can lead to teacher resentment and upset the crucial
positive character of these programs. Because enrollment is voluntary and selective, magnets have also
been accused of paying less heed than other schools to the suggestions of parents and students.

HOW CAN MAGNETS MEET THEIR SPECIFIC CHALLEN.GES?

Magnets must appear attractive but not elitist by appealing to interest rather than ability. They must
appear diverse but not second-rate by providing sound criteria and objectives. They must develop in
students both the ability to work cooperatively with persons of different backgrounds and skills and the
ability to take responsibility for their own progress in learning. Magnets must respond to constituent
needs--welcoming continual parent, community, teacher, and student input in design and direction--and
make special efforts to encourage participation by the most marginalized and disadvantaged populations.

Magnet schools' innovative style should be guided, Metz (1986) advises, by leadership that can be strong
without disempowering its staff. To remain viable, magnets must not be seen as temporary or
experimental, but must participate in a mutuaily beneficial relationship with the regular schools. They
must locate in neutral neighborhoods and avoid situations that indirectly discriminate (by causing, for
example, black students to bus farther than whites). To avoid tokenism, George Tsapatsaris (1985)
recommends that an array of magnets should be established until all children have the real option to
attend schools of their choice. Furthermore, consistent long-term evaluation should be implemented to
provide feedback on the effectiveness and future direction of each program.

FOR MORE INFORMATION

Bailey, Jerry D. RESEARCH NEEDED TO ASSESS THE PERFORMANCE OF MAGNET
SCHOOLS. Washington, D.C.: Office of Educational Research and [mprovement, 1987. ED 284 952.

Blank, Rolf K. "Comparative Analysis of Local Planning and Development of Magnet Schools.” In Rolf
K. Blank and Paul R. Messier, (Eds.), PLANNING AND DEVELOPING MAGNET SCHOOLS:
EXPERIENCES AND OBSERVATIONS. Washington, D.C.: Office of Educational Research and
Improvement, 1987. ED 284 946 (individual paper, ED 284 954).

Clinchy, Evans. "Let Magnet Schools Guide the Way to Education Reform--And Diversity."
AMERICAN SCHOOL BOARD JOURNAL 172 (1985): 43.

Doyle, Denis P., and Marsha Levine. "Magnet Schools: Choice and Quality in Public Education.” PHI
DELTA KAPPAN 66 (1984): 265-70.

Metz, Mary Haywood. "In Education, Magnets Attract Controversy." NEA TODAY 6 (1988): 54-60.

20f3 10/03/96 10:47:33



ED293225 88 Magnet Schools. ERIC Digest Series Number EA 26. http://www .ed.gov/databases/ERIC_Digests/ed293225 himi

Metz, Mary Haywood. DIFFERENT BY DESIGN: THE CONTEXT AND CHARACTER OF THREE
MAGNET SCHOOLS. New York: Routledge and Kegan Paul, 1986. ED 271 455.

Raywid, Mary Anne. "Reflections on Understanding, Studying, and Managing Magnet Schools."” In Rolf
K. Blank and Paul R. Messier (Eds.), PLANNING AND DEVELOPING MAGNET SCHOOLS:
EXPERIENCES AND OBSERVATIONS. Washington, D.C.: Office of Educational Research and
Improvement, 1987. ED 284 946 (individual paper, ED 284 955).

Tsapatsaris, George. "How We Magnetized a City School System. A Special Report on Magnet
Schools.” PRINCIPAL 64 (1985): 8-10.

Turner, Benjamin F. MAGNET SCHOOLS: A PLANNING GUIDE FOR ELEMENTARY SCHOOLS.
Kent, OH: Ohio Center for Educational Development and Strategic Services, Kent State University, June
1984. ED 244 043.

This publication was prepared with funding from the Office of Educational Research and Improvement,
U.S. Department of Education, under OERI contract. The opinions expressed in this report do not
necessarily reflect the positions or policies of OERI or the Department of Education.

3of3 10/03/96 10:47:3:



I

Results and Future Prospects
Of State Efforts to Increase
Choice Among Schools

AM ADAMS nad dropped out

of hign school. After vears of

rurmotl. Sam’s parents had sep-

arated. His high school grades

dropped during the period of
famiiy difficuity. and he fell benind.
His high school of more than 2.000 stu-
dents seemed impersonal: finally. he
just lef.

But then the state Sam lived in decid-
ed (o permut hign school students to
enroll in communiry colleges. universi-
ues. and vocational/technical schools.
After talking with his mother, Sam de-
cided to attend a state universitv. He
earned straight A's in his first semester
and continued to make exceilent grades.
Sam says that the Minnesota Postsec-
ondary Options Program “turned my life
around and helped me get going in the
right direction.”

Sue Johnson seriously considered leav-
ing teaching. She felt that administra-
tors treated her like a child. Most of
her friends looked down on teaching as
a profession. Sue could earn more in
other jobs, but she loved working with
children. One August. Sue went to an
education conference where she learned
that her state board of education would
grant vanances from most regulations.
permmunting school districts to create al-
ternative programs as long as the dis-
trict and the state agresd on an evajua-
tion plan.

After the conference, Sue met with
several other dissaustied teachers and
parents. and together they persuaded

JOE NATHAN (Unuiversiry of Minnesota/
Twin Clries Chapter) is an educator and au-
thor whno coordinuted the Nutionul Guver-
nors’ Associarion report, Time for Results:
The Governors' 1991 Repont on Educauon.
The research he describes in this armcle was
suoporred by the McKmigar Foundanon, but
(ne views expressed are AIs own.

During the nexr decade, savs Mr. Nathan,
support for expanding parenial choice in
educarion will conrinue to grow. He outlines
the current stanus of this movement and looks

to the furure.

BY JOE NATHAN

their district o start a public altemative
program for 500 students between the
ages of 3 and 8. The inner-city school
that was born of this effort won national
recognition for its success with students
of various ethnic and sociceconomic
backgrounds and ability levels. Looking
back. Sue says, “The opportunity to help
create and teach in a distinctive alter-
native program kept me in education. |
was encouraged to use my energy. skills,
and talent. rather than having to tiptoe
around administrators.™

Ann Tisdale, a parent in Butfalo,
New York, says:

[ think the magnet school program
as a whole in this city is the greatest
thing that ever happened to us - seri-
ously. The reason [ say that is because
we — and | have to speak here as a
minority person — we were wonder-
ing whether other schools — the non-
minority schools — were maybe get-
ling more equipment or better teach-
ers. And | have the feeling this might
have been true. . . . As a result of
desegreganon and the magnet schools.
parents here feel we have more con-
trol over what's going to happen to
our children. . . . For peopie like
mvself. who have choices and have
made choices. we not only feel better

about the svstem because we hawe

choice dut because we think he quun-

tv of education has improved zreati:

= ¢ven In the 1onN-magnet sCnoois. oe-

Cause everyone ls- trying (0 provige

programs that wil make schools artrac-

tive.? .

Carmen Holmes believes that, if &
schools in Buffalo had gone ahead wi:
proposals to achieve racial integratic
by telling parents that they must sen:
their children to a certain school. sk
would have blown up the bridges leac
ing from one section of the city to ot
ers. Instead, policy makers decided i«
try to integrate the schools and to im
prove student achievement at the sam:
time by developing “controlled choice
magnet programs. Today about 30% o
the students in Buffalo attend these mag
net schools. Hoimes works as an aic:
at one of the magnet programs. She re
ports that “what we've got here in Buil2
lo is something unique. What we've gct
ten out of it is friendship. and it goe
cirywide.™

THE ADMS OF EXPANDING CHOICE

Government action to expand parentz.
choice among schools has become mor:
than a hot topic for debate. During -



past few vears. a number of states have
tound that providing choices among
schools has helped to:

e reduce dropouts.

e increase student achievement and
appreciation of leaming,

¢ improve parental involvement and
satisfaction.

¢ encourage racial and economic in-
tegration.

e provide extra challenge for students
dissatisfied with the conventional pro-
gram, and

¢ raise the morale of educators who
were allowed to create distinctive pro-
grams from which families can choosc.

These outcomes caused the Nutional
Governors’ Association to endorse the
goal of providing more choice amony
public schools in its 1986 repont. Time
Jor Resulis.* The governors concluded
that carefully Jdesigned public svstems
that encourage choice amony uiterna-
tives are central to etfors to increasc
student achievement. reduce the number
of school dropouts. and increase the au-
thority of teachers.

- " \

At the state and federal levels. discus-

sions of plans that allow parents some
choic2 of the school their children will
attend have been quite different. While
the debate at the federal level has fo-
cused on the constututionality and im-
pact of providing tax funds to private
and parochial schoois. most policy mak-
ers at the state level have proposed more
<hoice among public programs ~ in a
tew cases including private. nonsecrari-
an programs.

At feast |5 states have taken formal
action to increase the range of schools
tfrom which families mav select. Others
are likelv to follow. These states face
ditferent challenges and have used choice
for ~omewhat ditferent purposes. Thus
no two state plans are identical.

State sction varies within several cat-
ceories: ychools. students. scope, and
vtandards. Most states have included
only public schools 1 therr choice pro-
2rams. although a few help support pri-
vate. nonscctarian programs. Most state
ptuns involve only elementary and
secondary schools: a tew cenaole high

school students 1o take courses at post-
secondary institutions.

i

No state initiatives on choice deal
with all K-12 students. Instead. they af-
fect students of a certain age or students
with certain characterisucs. such as drop-
outs or dissatisfied students.

State plans vary in their scope. Some
expand choice within a school distnct:
others allow choice across certain dis-
trict lines. Some states allow school
boards to determine which options are
available: others permit families to send
children to “out-of-district™ schools as
long as certain conditions are met.

Finally, states have established differ-
ent standards. Some require all schools
to use certain tests. teach specific cours-
es. and use particular books. Others del-
ecate more responsibility. A bner sum-
mary of stare actions follows.

e dlaska permits students to arend
hizh school in their town or village or to
attend a state-operated residential nigh
school in Sitka.

* 4rizona permits high school juniors
to take courses for high school credit at
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o Cutiory permits elementary »tu-
Jents K51 10 attend public schools :n
districts in anich the:r parents live or
work. as long 1s moving from district to
district Joes not have a negauve impact
on Jdesecrezation. The state provides
funds to heip school districts estabiish
altermauve programs and orfers funds to
private. nonsectarian ~educational clin-
ics” that work directly with tesnagers
who have not succezded in school.

¢ Culurudo allows students who have
not succes=ded in their public high schoot
to attend another district’s program if
the two parucipatng boards of educa-
tion agree.

¢ florida permits high school stu-
dents to take courses at ComMmunity Coi-
leges. Tax funds pav instructors’ sala-
ries. During the 1985-86 academic
vear. about 6.600 Florida high school
students participated (a little less than
2% of those who were eligible). As a
group thev earned a higher grade-point
average than other students in the same
courses. Ot the 3.300 courses taught at
community coilezes. 423 were taught in
the high schools.*

* [owu permuts families to appeal to
the state board of educaton if they be-
lieve that their chiidren are not rece:v-
ing an appropnate educauon: if the state
board agrees. it may order the local
board to make additional arrangements.
including paying tuition to a neighbor-
ing district. [n the first test of this law.
the state board ordered a district to payv
tuition to an adjacent district for several
students.

* Louwisiana_supports a public, resi-
denual school for math. science. and
the arts. It 1s a highly competitive
school and enrolls about SO0 students
from around the state.

¢ Massachuserns allocates funds 1o
help school districts assess the need for.
develop. and support different kinds of
schoolfs within a single school district.
in order to increase student achieve-
ment. empower educators. and more
effecuvely integrate schoois. The state
has also provided funds to enabie
minority students who live in ciues to
attend schools in suburban districts.

* Missourr helps fund the develop-
ment of and transportation to magnet
schools in order to Increase integration
between St. Louis and its suburbs.

® Minnesota permits high school
Juntors and seniors (o take nonsectarian

COUMES 1N PUMIC Jnd PrIvUALE COtiees
and wniversities and 1in sublic vocauon-
al:tecanicar schoms. Tax rfunds toilow
students. who mayv =arn high scrool or
postsecondary credits.

* Vew Yurk helped fund the Jevelop-
Ment of Magnet prourams in 14 nUMOer
of cities. in which the programs heip in-
crease racial integration.

¢ NVorth Curoling supports a school of
science and mathematics. a public resi-
denual high school for about +00 of the
state’s most talented {ltn- and [2th-
graders.

¢ Virginia supports several regional
magnet public schools designed to ex-
periment with new ideas and otfer chal-
lenge to gifted students and other stu-
dents dissatistied with programs in their
districts.

* Wushingron provides direct finan-
cial support to eight educational clinics.
which are private. nonsectarian pro-
2rams that work directly with teenagers
who have not succeeded in the public
schools.

* Wisconsin heiped support the de-
velopment of magnet programs in Mil-
waukee, and the state “double rfunds”
education for students whose movement
between Milwaukee and its suburbs in-
creases integration.

RESULTS

Several states have evaluated the im-
pact of their efforts to empower educa-
tors and parents. Three of the most
comprehensive evaluations were con-
ducted in Massachusetts. Minnesota.
and Washington.

Massachuserts. Massachusetts spent
about S7 million during each of the last
five years to help school districts devei-
op distinctive schoois from which fami-
lies may choose. Reports from the state’s
Bureau of Equal Educauonal Opportuniry
document the deveiopment and impact of
these programs. The director of the bu-
reau. Charles Glenn. concludes:

[t has -become clear that choice can
do much to promote equity. [t does 50
bv creaung conditions which encour-
age schools to become more erfective,
it does so by allowing schools to
specialize and thus to meet the nceds
of some students very well rather than
all students at 3 level of mimmum
adeyuacy. and it does so bv increas-
ing the influence of parents over the
education of their children in a way
which 1s largely contlict tree.®

Une Of (e MosE COMPranensive 27
2rams in Muassachusents was develoc:
in Camoridge. where il nerghzorne
K-8 schools were climinates. [asicx
the district created 2 “controiied Jnoie
program in which ail families cheos
among Jdistinctive schools that paran
and wducators worked together 10 O
velop. Micnge!l Alves. an orfic:a
the bureau. repents that overail siucda:
achievement improved during ihe ia
several vears and that “the achieverma:
gap between whites and minorities
Cumbridge has been closing 2ach we
that the policv has bezn in etfect.” Al
beiieves that allowing parents to chooe
the:r children’s schools has besn 1 =
Jor reason that test scores in the distr:.
have imoproved.

“The biggest impact is on ~choot ¢
mate the policy appeurs to =
stimulating  positive educational 20
ronments. und it clearly reiarorces
theory that socioeconomic mxing 2-
hances school achievement.”™ Alve
savs. He ualso notes that ~schools ihe
nexd improvement can be idenuize un
der the plan, because the shoica procay
acts us 2 referendum in which parsne
Judge the relauve erfectiveness or zac:
school. The district adminisiranion sex
1 new principal und substanuaily 2
vised the curriculum of one
which [had| recetved the rewest puraniz
requests for admission. After sever:
vears, the school sfanked first amor
the city’'s |3 elementary schools on i
citywide test of basic skills and bezan .
attract a number of parents.™

Minnesora. In June 1985 the Min
nesota legislature passed the Postsec
ondary Enrollment Options Act. whicr
permits public high school juniors arc
seniors to enroll part- or full-ume »
colleges. universities. or vocation-
al/technical schoois. Tax funds foilow
students.” so that if. for exampie. =
voungster spends haif of his or her umez
at a coilege and half in a high schooi.
each institution receives approximateis
haif of the state money to whicn that stu-
dent is entitled. Postsecondary :nstitu-
tions may not charge any additionai jez:
for wition, supplies. or books. Morz:
to provide transporation for students
from fow-income families is avaiiadiz
Students may earn credits toward fiz-
school graduauon from the:ir postsec:
ondary courses. and. if they later enger
the postsecondary institution whnere the:
earned the credits. those credits ars
again counted toward graduation.

WY



During :ts {irst vear of operaton.
150 siedenis DufliiPhidd L e pro-
gram. This figure
all jumors and <7 % ot all seniors in the
state. A random survev of |.000 pro-
gram paruic:pants round that:

¢ about 6% of the students participat-
ing had previousiv dropped out of high
school. Thus the program brought back
some students who had lert high school
without a2 dioloma.

e 95% or the students participating
were either “sausfied” or “very satis-
fied™ with the program. Onlv | % of the
parucipants were “dissatistied.”

¢ 90% ot the parucipants said that
they learmed more by participating in
this program than if they had taken only
high school courses.

e about two-thirds of the participants
reported that the:r high scnool g.ades
were mostly B's (47.7%). Cs (14.3%).
or D's (1.83%). Thirtv-six percent said
that their gradas were mostly A's. Thus
most of the participants were not the
highest-perrorming students in their
high schools.

¢ 5% of parucipants were black. His-
panic. or nartve American. almost exact-
lv matching the representation of these
groups in the overall statewide public
school junior. sentor student body.

e A matority of the students earned
either A's or B's at the postsecondary in-
stitutions.

* 36% of the parents involved said
their voungsters studied more for the
postsecondary courses than for high
school courses.

The program appears to benefit those
who decide to take all their courses at
the high school. as well as those who en-
roll in a postsecondary institution. A
number of high schools responded to the
new program by improving their course
offerings. Many schools increased the
number of Advanced Placement courses
available, while others developed new,
cooperative relatonships with postsec-
ondary institutions.

Not all educators support the pro-
gram. The Minnesota Federation of
Teachers has challenged the program
because students may take nonsectarian
courses at private, as well as public.
college and universities. The suit is stll
pending.

Some educators have criucized the
program because it takes money from
their districts. or because they think
some students and their tamilies make
unwise decisions. However. the finan-

regresented 1.7% or

¢:al impact of student movement on most
G 1> MINOF: ONe-eatn O L %% Or dis-
trcts’ tetal operating budgers was trans-
ferred to postsecondary institwtions.t In
1986 the legislature modiried the law so
that students do not receive postsecond-
ary credit (without paving for it) un-
less thev actually enter the insutution
arer graduation. and the law also re-
quired parents of participating students
10 s1gn an agresment with the high school
recognizing that students rught not grad-
uate on time if they failed or withdrew
from postsecondary courses.

[t is not possible to be so precise
about the quality of student decision
making. But high school students over-
whe!mingly selected academic courses.
earned grades at several institutions that
were higher than the freshman class
average. and reported that thev studied
harder than they had for high school
courses. This suggests that the vast ma-
jority ot participants took the oppor-
tunity seriously.

Washingron. Since 1978 Washington
has heiped support “educational ctinics”
that work with students who have not
succeeded in their high schools. The
numper of climics has grown from two
to eight, located around the state. All
teachers in the clinics must be certified.
(In fact. staff members at several of the
clinics are former public school teach-
ers. disgusted with the bureaucracy. who
feel they are now freer to use their tal-
ent. creativity, and skills.) Six of the
eight clinics are operated by nonprorit
groups. such as antipoverty agencies and
an Indian tribe: two of the clinics are
operated on a for-profit basis. The clin-
ics have not been popular with everyone;
some public school educarors believe that

the state should give the monev 1o their
JIStricts {0 estaphish aitermative schoois.
rather than allocate it to programs oper-
ated by nrganizauons in the private sec-
tor.

Washington's Legislative Budget Com-
mitte2 has evaluated the clinics several
umes. In one evajuauon. the clinics
were compared with public altemative
schools: “Each type of approach appears
10 be valid and e:fective in its own way.
Furthermore. each program produces
outcomes whnich the Legislature has
recognizad as legitimate and desirable.
On the basis of costs. outcomes. and
educational gains. the clinics make a
good showing.™

Two vears later, another evaluation
found that the clinics had helped stu-
dents gain academic and social skills. as
well as the ability to obtain and keep
a job. The 1985 report noted. “While
there is some dropotf. educational clin-
ICS appear to have a lasting positive et-
fect on a significant percentage of their
students. ™0

RESTRUCTURING OF SCHOOLS

To increase academic achievement
while atracting and retaning excellent
teachers. several recent reports have
urged the development of restructured
or reorganmized schools.'' The nation’s
governors and the major teacher organi-
zarions are recommending this step. and
it is likely to be considered carefully.
Although 1t is used frequendy, the term
restrucrured has not been completely de-
fined. [t seems to mean a school in which
educators have more authonty to make
decisions about how the institution oper-
ates and how funds allocated to it are

“It's summer, Mother. | dont read during the off season.”
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spent. A restrucrured schoni might 2m.-
pioy dirferent instructiorai approacnes
and inrovanve starfing panems.
Severzaj authorities wno have recom-
mended restructured schools strongly en-
dorse chorce as a necessary component.
Linda Dariing-Hammond of the Rand
Corporation recently noted that ~if we
are to provide consideraple autonomy
10 teachers, we must permit families to
select among the public schools which
are developed. Otherwise there will be

he trend toward

more support
among policy makers
' for expanding
parental choice in
education will grow.

a strong push back toward the standard-
ization which is so deadening.™:

Another strong supporter of empow-
ering teachers and families is Theodore
Sizer of Brown University. Sizer points
to New York City's District 4. located
in Spanish Harlem, as an outstanding
example of empowering educators, who
then create distinctive programs from
which families may choose.* Sizer calls
the movement for more choice among
public schoois ~highly promising.™
These views are supported by research
showing that educators who are allowed
to create nontraditional schools as pan
of choice plans have higher morale than
other educators. '+

FEATURES OF A DESIRABLE
CHOICE PLAN

Not all plans to expand choice have
the same impact. Nearly all policy mak-
ers would like to reduce the number
of dropouts, increase overall student
achievement. and provide more oppor-
tunities for educators to use thetr skiils.
talents. and creatviry. Thev may also

*Sce Dcebourah Mewer's anucle. “Central Park
Eust: An Alternative Story.” page 753 of this 1s-
sue.

wish o ro orfer mora challengs tor stu-
Jeats and encourage more positive con-
1act Setwesn students of Jitferznt rac:al
Ang 2CoNOmIC 2rouss. A curefuily de-
sigred puplic croice pian is one of the
most etficient and 2!fective wavs to help
acaieve these zouls. However. the de-
tails are critical. Policy makers who
wish 10 accompliish tne goals mentioned
above should insist that:

* a list of skills and knowledge that
ail students are expected to develop is
created. All students must know centain
things to tunction successiully in a demo-
crauc soctety. and educators must know
what is expected of them.

¢ transportation 1s provided. especial-
lv for children from low-income tami-
lies. [f transportation is not made availa-
ble. opportunities for these voungsters
to parucipate will not trulv expand.

¢ student assignments and transter pol-
icies are rair. widelv understood. and
legaily sound. Desezrezation must be
a consideration. which means that un-
limited choice generallv will not be
possidle in metropoiitan areas. Selec-
tion shouid not be on a tirst-come. first-
served basis. which tavors the most in-
formed. aggressive ramilies.

* an effective svstem of parent infor-
mation and counseling is established.

¢ families are allowed t0 enroll their
children in schools in neighboring dis-
tricts that have room as long as this
movement does not harm desegregation
efforts. School boards in districts in
which families reside shouid not have
the power to veto this movement.

¢ in states with small. rural districts.
a financial cushion 1s available for such
districts during the program's first sev-
eral vears. For a limited time, these
districts would continue to receive par-
tial state funding for any net loss of stu-
dents. This idea. first proposed by the
Minnesota Parent/Teacher Association,
was endorsed by the nation’s governors.
who agreed that it would help small dis-
tricts decide how to respond to the new
policy while protecting students who de-
cided to remain in the district.

* staces should move to equalize fund-
ing among districts and reduce reliance
on local property taxes.

* planning. inservice training, and pro-
gram development funds should be avail-
able to teachers to allow them to create
and improve programs in response (0
state guidetines and parent priorities.

¢ surveys of parent priorities and 3s-
sessment of what the system is provid-

g are used o hein dpvzice senoen—
and monitor progress, )

® 2rOvIsIons exist [ar conunuing o eo
siznt and correction. 3o that choice doe
not producs unintenced proolems. ©

THE POLITICS OF EXPANDING CHOICE

Where wijl the push come ‘rom :fc
more choice among schools? Exper:
ence In severai states suggasts A
the impetus will come trom 1 coalitic:
of groups. with innovative educator
joimng community uclivists. business
peopie. and parents. The expertence .7
Minnesota is an example ot one como:
nation of groups that suppored or J¢
posed more parental choics among fuc
lic schools.

In January 1985 Minnesoa Gou-
Rudy Perpich proposed a signirican
expunsion of choice among pudii.
schools. along with extra funds to hei:z
il Jistricts improve their programs. .
reduction in state mandates. and a largz:
role for the state in funding zducatic:
(with decreased reliance on local prop-
ety taxes to fund schooisi. Pemicn
suggested that, beginning in Sestemoer
1986. ramilies of [ {th- ana {2:h-graders
be allowed to send their children to puc-
lic schools outside the district in wnic™
theyv lived. as long as the recsiving dis-
trict had room and the movement of »lu-
dents did not harm desegregauon e:-
forts. Beginning in September 1988. st
dents in all grades-ef the public schooi.
would have the same opporrtunities. Per
pich also recommended that high schoc
juniors and seniors be allowed to atenc
public colleges. universities. and voca:
tional/technical schools.

The ensuing debate on this issue spii
political parties and divided educauor.
groups. The governor's proposals wers
supported by the League of Women Vort-
ers. the Minnesota Parent/Teacher As-
sociation, the Minnesota Business Par-
nership. the Directors of the Communi-
tv Action Programs (antipoverty agen-
cies), and several other education re-
form groups. as well as by bath Minne-
sota principals’ associauons. The pro-
posals were vigorousiv opposed by ihe
Minnesota Education Associaticn, the
Minnesota Federation of Teachers. the
Minnescta School Boards Association.
and the Minnesota Association of Sciice.
Administrators.

Democrats and Republicans fou:u
themselves on both sides of the issue.
with proponents led by House Major:t:



Leader Connie Lavi ta Republican) and
the chairman of the Senate Education
Aids Subcommuttee. Tom Nelson fa
Democrat). After six months of intense
debate. the legisiature agrzzd to a por-
tion of the governor's program (the Post-
secondary Options Program described
above). Tim Mazzoni. a professor at
the University of Minnesota. sayvs that
this educational policy debate attracted
more pubdiic attenuon than any other in
the last 20 years. Other commentators
have coversd the political struggle in
Minnesota more 2xtensively than [ have
space for here.'s

Artempts by several education groups
to eliminate or significantly alter the law
were defeated in the 1986 legisiative ses-
sion. A few modifications were made.
however. Early in 1987 the governor
brought together a discussion group that
included representauves of major educa-
tion. business. and community groups:
this group agreed (o a broad program of
reform, Including continuation of the
Postsecondary Options Program and an
expansion of public school choice for stu-

dents who have not succzeded in their
Xmem schools. The legislature is re-

viewing these proposals.

PROSPECTS FOR THE FUTURE

It is easy to make some predictions
about the next decade: other things are
more difficult to foresee. Three trends
are clear: 1) policy makers will show
more interest in expanding choice among
public schools: 2) regardless of what
legislatures do, educational options will
increase for affluent families: and 3)
part of the pressure -for expanding op-
tions will come from parents. business-
people. and others outside education. It
is not clear what leadership and response
professional educators will offer, or ex-
acdy what kind of public policy will be
developed.

During the next decade, the trend to-
ward more support armnong policy mak-
ers for expanding parenwal choice in
education will conunue to grow. Short-
ly after the National Governors’ Associ-
ation released its report endorsing more
choice among public schools. governors
in Indiana. Vermont. and Minnesota
announced legislative recommendations
that included some variation of increased
choice. Private conversations [ have had
with legistative staff members in other
states indicate that support for the idea
of choice is growing.

here is a
| growing
. marker for
educarional options

among middle-
and upper-
income families.

|
|
|

Nor is this interest limited to state ac-
tivity. The interest of the Reagan Ad-
ministration in this issue is weil known.
But recendy another voice has joined
the national discussion. Former senator
and now Presidenual candidate Gary
Hart. in a January 1987 speech describ-
ing his proposals t0 improve education.
endorsed increasing choice among pub-
lic schools:

As individual schools gain more
flexibility. parents should be given
greater treedom to choose among dif-
terent public schools. Greater diver-
sity in educauonal philosophies and
strategies — such as options for schoois
based on Montesson systems or those
imposing more rigorous discipline —
increases school quality. parental satis-
faction. and student achievement.'?

A second predictable trend involves
options for affluent parents. “In a free
society, choice cannor be eliminated,
except for the poor.” reported Charles
Glenn of the Massachusens Bureau of
Equa! Educational Opportunity.'s Be-
tween 1970 and 1985 the enrollment of
K-8 private and parochial schools in-
creased 6%, while public school enroll-
ment declined 17%.'* There is a grow-
ing market for educational options — in-
cluding private schools and remedial as-
sistance — among middle- and upper-
income families. Some of the parents
who are choosing these options are pub-
lic school teachers. One study cited
by the National Governors’ Association
found that. in a2 number of cities. up 1o
twice as many public school teachers
sent their children to private and paro-
chial schools as the general populaton.

Private remeciai programs, such .»
the Svivan Learming Centers Corpora-
tion. respond to parental conc2rns about
the:r chiidren’s educziion. Founded by
W Berry Fowler. a former public
school teacner. Svivan operates nearly
300 centers around the country. The
Svivan Centers offer after-school as-
sistance to studeats for S20 to SI5 per

_ hour. Thev empiov experienced. fully

ceruried teachers who earn as much as
$=5.000 per vear.®0 Parents who can
pay will have many educational oppor-
tunities dunng the next decade.

How will public school educators re-
spond to these pressures and concerns?
So far the response tfrom major nation-
al education organizations has ranged
from mild support to strong opposition.
Albert Shanker. president of the Ameri-
can Federation of Teachers, began his
writen tesumony to the NGA Parent In-
volvement and Choice task force by say-
ing. ~I believe we in the teacher union
movement ought o support the greatest
possible choice among public schoois by
parents. students. and teachers. ™ How-
ever, his oral testimony and subsequent
comments at the NGA annuai mesting
were more cautious.

Mary Futrell. president of the Nation-
al Education Association. showed con-
siderabie amoivalence in her wnitten and
oral tesumony to the governors. Futrell
strongly opposed any tax suppon for pri-
vate schools and offered Il criteria
against which any program for expand-
ing choice among public schools should
be judged. The official NEA response to
the final NGA report praised portions of

“Youll never forget vour hign school
expenence, thougn your grades indi-
cate that vou've tred. . . ."



the NCA rerort tnar siad these critaria
{and acccts? maay of fem).= Never-
theiess. the NZA gress reiense iso ex-
pressed “concsm” over ang “disagres-
...... T wit porzcoas of e report har
caled for more cloic: among public
scnocls. The Naocnal School Ecards As-
soc:aticn pointad out WAt sublic sehools
airszgy offzr many shoicss and urg==2
governors o ler sciice! boards decids
what 10 off=r w0 amuiles:

Some educurors scongly sugport lez-
islauve poiicies that provide more op-

portwices for them o develop disune.

ave public scools fromm whica famulies
may chogse. Psriaps some statz and
naconal organizancas wil bezin o res
flec: this view. [f so, exrancing choics
arnong public schools wil procssd more
rapidly - and morz effecsvely.

Sevenal polls show incr=ssed intersst
in the idea. The 1986 Gallup Peil of
the Public’s Azzmudes Toward the Public
Scaocls included, for the first dme. a
quastion about cioics among public
schools: 68% of public school parents
eadorsed the idea. 3

Some people worry that providing

* more choics among public scoals will

Quse an exocus af the most alented
sudents from some schcols to other
schools. But the Callup poil found that,
among pare=es who would consider mov-
ing their children to a differ=ar school
if given a choics, more would move
youngsters who weres nor doing well,
This comrzonsense amitude is reclecied
in Minnesow's experiencs with the Post-
sessndary Qpuons Program, in which
most of de pardcipants did act have out-
sanding high scool records.

Take Dan Evans, for example. No
one would have descmibed Dan Evans as
ousstanding in his high seiool. One day,
a teacher warned Dan to @ke off his hat
(the school prohibited hats on males).
Dan just smiled, and the teacher ordered
hum (o remove it or he would kzock it
off. Dan redused: the tezcher knocked
the hat off Dan's head: Dan knociked the
teachier to the ground. He was sub-
sequeatly found guiley of assauit, re-
maovez from e sciool, and told to se-
lecz from among severz) othess in the
districe.

Dan’'s farmuly picks2 a public school
withh 3 differsne ~nilosoeny. one less con-
¢smed 1bout e weanng of hats. Dan
excsiled (n e new program. Umprove
ing his amrmucs along wih his rexging,
wrnnng. and marh skills. He eagerty
jomned utonng ing csnswmer-icTon pro-

b

2 PHI DELTA XAaPPaN

Irass @ s new 0ol Dan Reised
sOive 3 qumoer of SSaswTer progisms as
part of his weorx in one class, acd te
wls seiesien (0 De one of saveral stu-

—- -

dents intsrreweg nd SRCtCgTIoReE
2 newspaper umcie. Several mcenws
later Dan told cne of his teachess, )
oriea thougtr tat [ weuld be in tae
gewstacer, and [ evem ticuzghr wac [
might have my picwurs in e zews-
Faper. But [ gever thougat it would be
for somezing z004.™4

Expanding crcics, if done weil, wiil
exable some students like Dan to sue-
¢e=d wno won't make it in conveadonal
schools. Expanding cRoics among pud-
lic schools. if done skillfully, will im-
prove the achievement of average and
already successful sudents. Exganding
choice, if done corresdy, will provida
the kind of professional opportunities
for cTeadvicy and decision making that
many teachess and their leaders are re-
questing. People who have warked ‘n
these programs. and an increasing num-
ber of legislators and governors, kow
that it c=n happen. [ hope that it will.
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of equity, falmess, and the like that is the root of the burcaucratic
problem, in fact. For instance, the bilingual programs that un
Hispaaic lobby might want can’t be fmplemented withont ruics,
regulations, and bureaucratic control. (The example is mine; Chubb
and Moec play it safo and stick to the abstract.) But bureancrutic
coatrol is inevitubly st odds with the sort of school sutonomy that
effective education requires. Heuce the oaly solution is to place
education outside the democrstic framework. The genend public
must be kept at bay, through the crestion of a market systom in
which schools serve only those who choase to attond them.

What might such a system look like? The aatbors propose noth-
Ing less than “revolutionary reform™—the free use of public moncy
by schools run by any interested or group. The schools
could not of course be housed in fire tcaps; and they might bave to
guarantee some minimum graduation requirements. But no other
buresucratic conirrls would be imposed. Ihese publicly funded
schoals would thus be freo to peddle almost any educational wares,
although those without takers would fold.

School choice Is & geouine panaces, Chubb and Moe daim. It
has the capacity ol of itself to bring about the kind of transforma-
tion that, for years, reformors have been seeking to engineor in
myriad other ways (Chahb and Moe's emphasis).” Fow readers will
be convinced of that on the basis of the authors’ analyzis alove.
Tho argument is too tidy. Chobb and Moe can be serenaly confi-
dent that they (slone) have discovered the key to better schools
cnly because they have chosen to ignore all the questions that blur
the picture. . .

It's not clcar, for instance, precisely why they believe that
schools will improve in a market system. Parents will be making

choices. Schools with too few customers won't survive. But are

Chubb and Moe convinced that parents will gravitate toward the
academically excellent schools and reject the flakes? They don't
say, although the question is central to sny discussioa of chaice.
Perhaps they seck only a more comfortable match between stu-
dents and schools, but evea that is not guaraotced The parents,
after all, will be making the choices, aod what's comfortable for
thom may oot sit well with their kids. It is hard, moreover, for a
famlly to kmow what it’s getting whea it selects o school. Parent
inforroation centers—Chubb and Moe’s solution—may oot help
much. Ualess a school bas a totally distinctive atmosphere that
pormeutes every classroom {uolikely even in & macket system), lis-
toning to an assignmont officer describing a school’s “commitment
to diversity” and its “positive lesruing environment” is not going to
tell a parent much. Nor will visits be very informative. A parcit
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may like the personal warmth of a particular first-grade teacher,
bat their child may not get that teacher. The social class and racial
compasition of the school will be but is that the beasis on
which Chubb and Moe want schools selected? For many perents,
visits will be difficult to arrange. In general, middleclass parents
will probably make the process work better for them, but that
suggests another problem that Chubb and Moe ignore: class biss.

lnuldidan.ei:cﬁlml'ﬁt’nndquluym-ybetwoqnib:ep.-
nts questions. All the evidence from existing choice programs
suggests that academic excellonce is seldom what parents chiefly
value io n school A convenient location, s perticulsr social at-
mosphere, good sports facilities: these are the sorts of con-
siderstions that govern. Yot if parents aren’t concerned first and
foremost about academic porformance, the schools won't be cither.
And American education will remain the disaster that # is.

The point can, in fact, be put more strongly. A true market sy3-
tern will cause schools 10 close. But good schools may be
unpopulas, and popular schools may be educational duds—equiva-
lkeut to the twenty brands of soda pop, all junk, sustmined by clever
advertising. Today the bercaucrats and professionals may have too
much power to set educstional policy, but tomorrow we may want
to insulste thase in chevge from the shost-term pressures that
parental choice can gencrate.

LL CHOICE PROPONENTS soem to agree that kids with dif-

fereat ooeds moed differont schools. Chubb and Moo
celebrate the educational “diversity” that can be found in East
Harlem, where junlor kigh students can choose their schools.
Auntopomous schools, the reasoning generally gpes, will Inevitably
be distinctive. When aro free to select their children’s
schools, schools are red to offer something special. Aod
distinctive schools teachers with distinctive talcots.

The assumption s that only the beavy hand of a ceotralized
bureaucracy stops and their teachers from creatiog
imaginative, distinctive schools. But many teachers and principals
like to be told what to do. A 1968 U.S. Department of Education
survey found that many principals don't want decision-making
autonomy if 1t would make them accountable for the results. And
in Rochoster, New York, American Federation of Teachers vioe-

Adam Urbansky has found that only a slight mejosity of
the city's teachers want the sdditional respoosibility that comes
with new authority. In Rast Harlom, the innovative schooks that
Chubb snd Moe salute were the result of top-down mansgement;
the good guys were in the contral office that they would abolish.
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people like Chubb and Moe) that a largo percentage of parents get
one of their desired schools. .

The coercive nature of the assignment process under controlled
chaice is not a Boston problem alone. In other Massachusetts citics
that bave adopted such choice plaas, the situation is much the
same. In some, it's wone. Overcrowding in Lowedl and Lawrence,
for instance, means that no parents coming into the system with
children beyond kindergarten will do much choosing. An Hispanic
kid in Lawrence goes to the schoal thet has not filled its Hispanic
quota and can somehow fit him in.

This sort of information would not bave been difficult for Chubb
sod Moe to obtain. But it would have muddied their pristine pic-
ture. “{cnce they leave the question of quotas to e footnote, diting
one obscure articlo on choice sad racial belsnce. They are other-
wise sileat on the mace issue—en awuzing fact in itself. To write o
whole book on education that contsina no discussion of racial dif-
ferences in achievement. racial tensions, and the like s to write
on a contemporary pablic-policy problem, disengaged from the
world. la Chubb and Moe’s portrait, there are no drugged parents
who won't and probably can’t meke informed cholcos for their
children; angry, undecachieving kids who cisc becoming rejects
loft bohind in schools sbandoned by others; teachers and principals
devoid of creative ideas; sad cthnic or religions activists eages ¢
run very dubious schools. . '

This is oot to say that vouchers are a bad idea. They're not.
There is much to recommend ja small-scale voucher experiments.
And there are good answens to those who oppase them. But Chubb
and Moe don't give them; they did only part of their job.

ON LIEBERMAN, on tho other hand, has been thinking
ut education for a long time. His books are not easy to
read. If Chabb and Moe’s work is too tidy, his has too many loase
ends. They let repetition fill the pages; he crams in too much
detail. And he never ties the bundle up for the reader; it takes
work to understand the main point. But everythiog that is wrong
with the Chubb-and-Moe volums is right with Licberman’s books.
which are works of unusual intellectual integrity. Lieberman
belicves strongly in public maney for private schools, but advocacy
never drives his scholarship. He doesn’t flinch from the truth
about the imperfect world of parents, kids, teachers, and markets.
Thus, on the subject of vouchers in Pricatization and
Educational Choice, be readily admits that existing private institu-
tions may not be able to absorb more students and that the
prospects for constructing new schools are not goodd The demusnd
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might be there, in other words, but oot the supply to meet it.
Existiog schools between which parents choase, moreover, ofiea
do not truly compete with one anothes. Most Catholic parents who
choose parochial education are oot sendiag a get-better message to
the public system, Licberman points out; they don't want the secu-
lar education that those schools provide, whatever its quality. Even
muhrthb.mhﬂyheoqeﬂﬁmmo&mmu-pph
and oranges—not simply differest grades of fruit. Thus market
proponents—of which he is cne—cannot promise to rsise the qoal-
ity of education. “Voucher supposters soe only the good effocts of
competition,” he notes, while opponents sec only its negative
impact. “The actual outcome will nndoubtedly lis between these
extremes—but precisely whare will depend on the specifics of the
voucher plan adopted.”®

Licberman is the rare writer on school choice who resists
polemics. Public School Choics is & focused discussion of the inad-

of options coafined to the public soctor. But Privatization

equacy
aad Educstional Choics
to the privato sector. A school board, for instance, can hire a for-

peofit

short of msath and science teachers can rely 0a a compeny to sup-
ply instraction. Unlike vouchers, sach contracting oat, Licberman
votes, happily requires the passage of no new and controversial
legislation. But again, his is no starry-eyed discussion. “Studies
indicate that contracting out is utilised most cflectively when the
service involved can be readily identified, measured and evalu-
sted.” be notes. Anyons can judge whether a private trash collector
is doing the job; “[wlith education, however, it is more difficult 10
know what the outcomes should be, what they are, and how much
weight to give them.” Lisberman’s arguments for the “privatiza-
tion” of education are almost undorstated; that's their strength.

He has in commoa with Chubb and Moe, bowever, one trit: »
disdain for the democmtic processes that aow govern public school
systems. Political sclentists, Chabb and Moe claim, understand
with special ionsight the cost of democratic politics. Licbesman
doesn't disagree. It doesn’t work, they say, lo get education all
entanglod with beliefs about right and wrong. Such convictons
create buresucratic controls and aadermine the school autonomy
that all reformers now want. But that is precisdy what educatioaal
debates are mostly about: valees. Choice advocates waot the
impossible: educational policy removed from the normative context
in which it is inextricably embedded.
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ARADIGMS

Around The Nation

Wisconsin...

Called “the most important educational break-
through for low-income youngsters since Brown
vs. Board of Education” the Wisconsin Circuit

kee parental choice program on August 6th.

The County Circuit Court ruled that Superinten-
dent of Education, Herbert Grover, had over-stepped
his beunds by trying to regulate the participating

preceds:nt 1s a2 major breakthrough for choice in
educaiion nat could open the door for expanded
educziion opportunities across the country.”

Four hundred poor children in Milwaukee have-

begun attending the private non-sectarian school
of their parent’s choice. They can afford to do so
because of the $2,500 voucher they have received
from the state of Wisconsin. Over 1,100 low-
income families applied for the 1,000 available

ing private schools to take all the applicants.

Michigan...

The Citizens Committee on Long Range Planning.
an arm of the Lansing School District Board of
Education, recently called for giving parents a

i
|
'
i
i
r

Innovations In Public Policy

The Issue. . .Educational Choice

One of the most exciting new innovations in public policy is that of educational choice.
Educational choice offers hope for America’s system of education by restructuring the
antiquated and monopolistic system that currently exists in the United Staies and
replacing it with a system of market-driven competition.

Educational choice reform efforts by Repubiicans and Democrats, liberais and con-
servatives, Blacks and Hispanics, are sweeping the country and even in other parts of

. the world.
Court upheld the constitutionality of the Milwau- -

As Texas moves into the last decade of the 20th century, it has a rare and unique
opportunity to make significant changes in its system of educating its citizens. In this

" firstissueof "Paradigm”, the Texas Public Policy Foundation reports on developments
" and progress being made in many states around the country in making educationa!
_ choice a reality,

private schools. The Landmark Legal Foundation.
which defended the plan in cour, said, “This

What Others Say

M.arcors Forses, JR.

_ A badly needed revolution ir. American education is in the making. The old publicschoci
- svstem as we know it will be gone by the turn of the century, broken up as a self-serving
" monopoly should be. The only wav we can make our schools really better is 1o make them

!

more active role in their children’s education, in- |
: public schools.

cluding a schools of choice plan.’

Indiana...

H. Dean Evans, State Superintendent of Public

Instruction, has asked the 1991 Indiana General
Assembly to fund five to ten pilot programs 1o test
parental school choice.

accoumable 1o the consumer, i.e. parents. That means giving them the power of the pursz
through vouchers, subsiantial tax eredits; or other means. They should have a choice i@

. ' whi b i wi . . .
vouchers, but the court battle created enormous hich SChO?lo;,:;; ch}:ldrlen ill attend. They have the ultimate authority on the
uncertainty and so there are not enough participat- managemen SO0l

Research shows that 2 good school is one that is run with a maximum of local controi.
And with administration and faculty dedicated 10 creating an atmosphere of learning.
States should set minimum standards and then get out of the way. Such a decentralized
systemn with parents setting the agenda horrifies politicians, unions, and the educationd!
establishments. Effective reform will be hard political slog. but slog we must.

The revolution is starting: experiments giving parents a choice of where their kids are
schooled are popping up in Minnesota. Milwaukee, and if a state referendum is passed next
month, in Oregon. Socialism fails where ever it has been tried. Itistime torid it fromous

Forbes Magezine
October 29, 1990
CoLum~isT WiLLLaM RAaSPBERRY
If the parents really did has ¢ a choice, might they not seck out bevier schools for thair children”

Not jusi the schools that happen 1o be atthe end bus routcs, the plaintiffs would hav ¢ the sehioo!
board reinstitute, but the schools tha: meet their preferences for curriculum, teachme sivie and

disciphine.
Why haven'tthose who claimto care about education of poor black cinldien climbed aboni
the “choice bandwagon™ The reason, aside from the vested interest of the school hurcau

racics, seems 10 be that vouchers and choice are conserviative Ciruses.

Well,in the fiest plice. there 1s nothing parncularly conservans ¢ about the cotion ol choy
and in the second; <o wha:? What does the fact that conservatnes like school charce mane =
shadidea? Docsit muhe prople ke Potly Williams the black Democratic stare represent st
tromanner-city Milwaukee who foughttoimplement the Mijwaukee plan, traders teiho bl

Lihveral cause?
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- COMMENTARY

Bankrolling Educational Entrepreneurs

By Dale Mann

ne look at a line graph charting national trends in

reading or mathematics proficiency since 1971 .

would show that American schools have made lit-

tle progress over the past two decades, including
the post-1983 “Nation at Risk” reform years. If those lines
were an electrocardiogram, the doctor would try something
aggressive.

But education's response has been to deny the evidence—
"My school is different,” “The tests measure the wrong
things,” “What can you expect given (choose one): (a) divorce;
(b) TV, ‘c) my salary.” While the public demands action, edu-
cators olfer explanations. George Bush, Albert Shanker, and
Chicago parents probably don't agree on much, but they do
seem (o agree that reform has not happened. .

Business involvement in the schools, meanwhile, has gone
in two directions, both welcome, but both short of system
reform. In some companies, individuals have committed
themselves—one-on-one—to working with specific groups of -
kids. Behind those lucky fcw, though, are another 10 to 20
million needy children. Rescuing survivors while the boat
sinks is tough triage.

Other corporations are putting new sails on the same
leaky hull, helping with staif development for a high school
and all its feeder schools, for example, or rewriting a whole
sector of the curriculum.

Public schools are already awash in such projects, tiny
tests in isolated places; parachuted onto echools in the belief -
that America’s 2 million teachers are avid to replace their

L e
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Continued from Page 32

thing happens, usually to manage-
ment, sometimes to the whole enter-
prise.
In the private sector, people
trade hard work and risk for bigger
rewards. Who pushes the envelope
of new knowledge harder? Biology
teachers in Chelsea, Mass., or the
biotechnology entrepreneurs on
nearby Route 1287 Educators have
convinced théir new business
“partners” to stop being business
when it comes to the public school.
Schools continue to be risk-free (es-
pecially for teachers), one-size-fits-
all, take-it-or-leave-it (if you can
afford private tuition) enterprises.
An investment bank for educa-
tion would pool venture capital for
ideas that return private and pub-
lic dividends. Both debt and equity
would be available. People with

" ‘better ideas than those now being. .

used would have a new reason to
find their way through the Bermu-
da Triangle of education research,
development, and dissemination.
The profit motive would augment,
not replace altruism. Private mon-
ey would lever what public funds
have not—gystemic innovation.
The availability of such a capital
fund would attract two sorts of re-

sources: school people with good
ideas that can be refined and
moved with market forces, and for-
profit organizations that would
move into the school market be-
cause of the lowered capital costs.

An example of this type of en-
gagement might perhaps be found
in the area of educational software.
It is known, for example, that

Frmwmmon

about 85 percent of at-risk stu-
dents are visual learners. But
schools do not act effectively on
that knowledge because no one has
developed breakthrough products
that combine the power of MTV with
the purpose of public schools. Soft-
ware producers complain about the
lack of hardware, and vice versa.
Without a critical mass of “must

Ways To Bankroll Educational Entrepreneurs

bave” software, schools do not buy
equipment and are thus confirmed
in their stolid indifference to any-
thing but textbooks and “teacher
talk” instruction.

The logjam could be broken, a lot
of good could be done, and some
money could be made by bankroll-
ing educational entrepreneurs. -

David T. Kearns, chairman of the
board of Xerox, and the educational
analyst Denis P. Doyle have proposed
a federally financed and government-
run “venture capital fund” advised by
emment? Several years into both
achool reform and business partner.
ships, no American business has
thought to add the expertise and en-
trepreneurial leverage that an in-
vestment bank, dedicated to educa:
tion, would provide.

One way to think about the im-
pact of such a new capability is to
ask, what. has improved public

[+ schoeling more? The clouds of quar-

ter-million-dollar grants made to
nonprofit organizations for one-
time, one-site demonstrations” Or.
two guys named Jobs and Wozniak

fooling around :n a Cupertino, Cali- |

fornia garage trying to bread-board
a “home computer.” The energy is
there: to tap it, we must add entre-
preneurial incentives. n
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Step Ingide

The big moment has arrived.
You're walking in ihe door to learn
firsthand sbout & school What

now?

“First of all, will tell
you a lot.” said mmm s 16

ar teaching weteran now at the |

rown School. “Watch the relation-
ship between a tescher and a stu-
dent. Walch the communication
that's lowing between chiidren.”

But be cautious in making some
quick assumpuons, she warmned:
“Just because students aren‘t sit-
ting down furiouslty smting some-
thing that's on the board doesn't
mean they're not ‘on task.” ™

Klarer has done s lot of observ-
ing., choosing schools for her son
and daughter and moving her
daughter o8 circumstances

changed.
- Her son i now bused to first
grade at Lincoln Elementa

Her daughter was bu to Lin-
coin for first grade. sttended the
Advance Program at Fieid Elemen-

" tary in second grade and now is in

thud grde at the Brown, an op-
Uonal school

“We liked the school and teach-
ers,” Karer said of the Advance

.\ N Kl ,..s«‘wna&' Totva

% \Y’h ats 'avalﬁbfpa«
#iﬁ'theﬁJ Effersonz:

m Adnm Pmum. m\v T
housed at 37 school “centers,” h(or j'
students who show the abumy to meet

re also are eight “techmd .

. centers” — the new name.for vocxtional -

. education.Students ia grades 1l and 12 .

" can leamn entry-lével skills in more than -
40 types of jobs, from |ulo mednmu
to welding. - .
© * Admission rofes’ nnd reqmmu

" differ among the choices.
Many students interested in the
Advance Program were tested esriier
this month. Additional testing will be .
scheduled in the spring. Conuu your -
local school. -
For information oa npplymg |o [

3320. S

. - Entry into an opuoul N
magnet school is determined by nrymg
standards — grades, essays and letters
of recommendation. -
- To receive dn application for m
programs. call (he Office of Options md
o o e

oy ot up ree
the Adwance

p not dounting
w:nd technicil centers./T; -
ng for, two optices at one l:hod-

I you forn i Anathes application

turn in another s e
meryri'lhmm choices, your earller- .
picks will be efased and onlyyullm L
three will be considered.” :

It’s also important to give cudul
consideration to your No. | choice.. - :
mtnheschoolmdpmgnnuﬁm_ -
receives your name. Your second and . -
third choices won't even be notifled of
your {nterest unless the first program -
rejects you — and that might aot oocur
until late spring. -

(f you change your mind aboul your
order of preference, call your top choice
and ask (o be released from -
consideration.)

Timing your application nlso ]
importani.

Only two programs currentty have

See WHAT'S
PAGE 4. col. 4, this section

voauonal-iechrual center, al.l 473— s *
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Ten Ways to Turn

[DC Around

® Good government doesn’t have to
be a contradiction in terms. But incoming mayor
Sharon Pratt Dixon faces a huge challenge as well
as a golden opportunity. So we asked David Osborne,

a Student of successful inmovation in govermment, to
highlight some ways she can make the city work again

To: Sharon Pratt Dixon
From: David Osborne o
Re: How to really make thecity work

CONGRATULATIONS. You promised to clean out the D.C. bureaucracy, fire
2,000 managers and hold the line on taxes. The good news is that you have
a mandate. The bad news is that people expect you to deliver.

You're not the first candidate to make such promises, of course. Many a
politician has swept into office on the same basic platform, then departed 4
or 8 or 12 years later with little changed. The problem is hardly limited to
mayors. Ronald Reagan ran a campaign much like yours in 1980. Michael
Dukakis was elected governor of Massachusetts in 1974 on a pledge to clean
up state government and hold the line on raxes. Sixteen years later, as the bat-
tered Dukakis made his exit, William Weld was elected on the same pledge.

Politicians come and go, in other words, but the bureaucracy remains.

We all know that the D.C. government is bloated. We know that 1t could
shed 2,000 managers without skipping a beat. But firing 2,000 middle man-

agers is not going to solve the Discrict's problems. In face, it could make them
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ernments act more as catalysts, brokers and facil-
itators than traditional governments do.

Nobody embodied this philosophy more than
(seorge Latimer, mayor of St. Paul, Minn., from
1976 through 1989. Latimer cut the aty's staff by
12 percent, kept budget and property tax growth
below the rate of inflation and reduced the aty's
debt—but he dramatically increased the activism of
St. Paul government. He did it by catalyzing private
sector activity: He used nonprofit, voluntary organ-
izations to manage parks and perform energy audits
and operate recycling programs; he set up nonprofit
corporations to redevelop downtown, invest in low-
income housing and organize the nation’s first down-
town-wide hot water heating system; and he created
more partnerships with foundations than any mayor
in American history. :

E.S. Savas, a veteran of the Lindsay ad-
minjstration in New York City and the
Reagan administration in Washington, in-
troduced the metaphor of steering versus
rowing. The word “govern,” he pointed
out, comes from a Greek word that means
“to steer.” Most of us understand that gov-
emment’s primary role is to steer. What
we fail to understand is that when govern-
ment also rows, it can lose the flexdbility it
needs to steer effectively, particularly tn
times of rapid change.

To vary the metaphor: If policy makers
can “buy” services only from their own bu-
reaucracy, they become captives of sole-
source, monopoly suppliers. This becomes
a problem as soon as they decide to change
their strategies. When they want to move
their welfare departments into the busi -
ness of training, educating and placing peo-
ple in jobs, for instance, they are stuck
with caseworkers who have the wroag
skills. The solution is to keep policy ded-
sions within public hands but contract with
or empower separate organizations (public,
private, nonprofit or voluntary) to deliver services,
depending on who can best do the job.

Whenever possible,
Inject competition into

public service.

During your campaign you suggested

that you wanted to see more compet-
itive bidding on ewisting city contracts. Think big-
ger: Think about injecting competition into every city
service. Entrepreneurial governments have discov-
ered that when organizations must compete for
funding, they keep their costs down, respond quickly
to changing demands and strive mghtly to satisfy
their customers. This is particularly mportant
crties where contracting has been a seedbed for cor-

ruption. True competition makes it very hard to
award contracts 10 political cronies.

Phoenix, a city of almost a million people, is a
compelling model. The city government there uses
competitive bidding in garbage coliection, street
repair, landfill operation, custodial services, security
in city buildings and a variety of other areas.

Phoenix first decided to contract out garbage col-
lection in 1978, during a fiscal crisis. It divided the
city into five districts and bid out one district at a
time, on a long-term contract. Surprisingly, the Pub-
lic Works Department—the agency then collecting
the garbage—decided to compete. Three times it
submitted bids, and three times it Jost a district. But
the losses forced its managers and employees to get

serious about improving their operations. Manage- -

ment let the drivers redesign their own routes and
work schedules. Together they refined their trucks
and became a technology leader in the industry. To-
gether they created labor-management commuittees
to work out better ways to do things. And gradually
they got their costs down.

In 1984, Public Works finally won a contract. By
1988, it had won back all the districts. “Over a 10
year period you see the costs for all the other city
programs going up,” says Ron Jensen, who runs the
department. “Solid waste costs have gone down by
4.5 percent a year, in real, inflation-adjusted
dollars.”

Charles Fanniel, president of the union local.
would prefer the comfort of guaranteed yobs for his
employees. But he acknowledges that working con-
ditions, pay and morale are all better than they were
before 1978. “What happens with this bidding sys-
tem.” he says. ™15 you cut out all the fat ~

To make sure the bidders are all competing on
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performance contracts it signs with these commu-
nity organizations. The In Rem program is one of
the city's most successful.

Let people choose among

many service providers.

The best way to tie funding to per-
formance is to think of citizens as
customers of government. Most
businesses get their revenues di-
rectly from their customers: If they
please the customers, sales in-
crease; if someone else pleases the
customers more, sales decline. So
businesses in competitive environments learn very
quickly to pay enormous attention to their custom-
ers. But city agencies get most of their funding from
taxpayers, via city councils. And most
of their “customers” are captive: Short
of moving, they have few alternatives
to city services. So managers in the
public sector learn very quickly to ig-
nore them. Instead, the managers re-
spond to the mayor and city council—
because that’s where they get their
funding.

The most entrepreneurial govern-
ments understand that the best way to
force a bureaucracy to get close to its
customers is to make it dependent oa
them for its very livelihood. This takes
competition a step further; Rather than
government managers choosing ser-
vice providers in 3 competitive bidding

"7 procsss, it lets each citizew choose his
or her service provider.

How does it work? Consider Com-
munity School District 4, in East Har-
lem. New York City has 32 school dis-
tricts. Twenty years ago District 4 was
at the bottom of the barrel: 32nd out of
32 in test scores.

“It was totally out of control,” says
Michael Friedman, a teacher who now
directs a junior high. “The schools
were chaotic, they were overcrowded. There was a
lot of violence, gangs reaming the streets. It was
sink or swim as a classroom teacher. They closed
the door: ‘That’s your class, do what you can.” And
it seemed like nobody could or would try to do any-
thing about it. You had a lot of people who had been
there a long time, and they were just punching that
clock.”

In 1974, out of sheer desperation, district leaders
decided they had to get the worst kids out of the
schools so other kids could learn. So they created an
alternative jumior high for troubled students. The
task was so daunting, they told the teachers to do

whatever it took to get results. Not surprisingly, the
result was a very nontraditional school. It worked,
so they created another one. Soon teachers began
proposing alternative schools for other children: a
performing arts school, a traditional schoo! in which’
children wore uniforms, a marine sciences school, a
school that specialized in creative expression, 2 ca-
reer preparation school. Each provided a basic core
of instruction in math, English and -social sciences,
but each also had a distinct focus.

Today District 4 boasts 23 junior high schools, all
of them schools of choice. (Six grade schools are
also schools of choice.) Rather than beirg assigned
to a school and offered the same kind of education as
every other child, students are allowed to choose
the style of education they prefer. (In other words,
they are treated as customers.) They can choose
traditional schools or open classrooms; reading in-
stitutes for those behind grade level or advanced
schools for gifted students; a computer-oniented
school; or a school run in conjunction with the Big

Apple Circus. Schools are small—from 50 to 300
students.

“Kids need to be dealt with personally, not imper-
sonally,” says John Falco. who administers the
choice program. “They need to be recognized for
what they are, what they could do and what they
could accomplish—and then you need to figure out
how to help them accomplish that.”

Obviously, Falco is not describing the normal at-
titude of an inner city teacher or admumstrator. Why
do people 1n East Harlem think that way? Because
they have to "l you're not operating a program that

continurd on page 38




' &8
I

The Legacy Continues.

Stunaing additions to the Parker
Duofold collection. A rollerball, &
 mechanical pencil and a new ball pen
have been designed to complete today’s
| finest writing instrument collection.

. An exquisite combination of rare

I beauty and superior craltsmanship. Test-
write the new Parker Duofold today for
the ultimate writing experience.

< PARKER . &,

The entire new Duofold collection is
now avsilable at Fahrney's at special
intreductory prices. To order, call

1800-624-PENS,
weekdays, 930 am-6:00pm, Eastern
Tirme. Major credit cards accepted.

Tahriieijs

The Writing Instrument Specialists

Visit our retail store at 1430 G Street, NW.
Washungtoa, DC C02 6289525

Ask for Fahrney's {ull<olor catalog of
fine writing instruments from around the
world. To order by mail, send §2.00 10:
Fahrney's Dept W 90. 8329 Old Marlboro
Piie. B13, Upper Mariboro, MD 20772,

Name

funding outcomes—which gives it far
more genuine control.) Second, it lets
managers keep part or all of any money
they can save, to use on new priorities.
This gets them acting like they're spend-
ing their own money, rather than some-
one else’s.

Say the police department is spending
$500,000 a year on new squad cars but

save $200,000 a year on cars for three
years running, then use the $600,000 to

ically ilhustrates the contrast between the
two budget systems. Its city budget is set
up the new way, but it still hustles a fair
number of federal grants, which are set up
the old way. “It's amazing,” says Chuck
Huchel, chief of public safety. “The same
people behave differently with the two
streams of money. With the federal grants,
we prepare a budget in advance, and we
put on all the bells and whistles, all the
frills—we try to anticipate everything we
might need. When we get an authorization,
we spend everything that's on the list,
whether we need to or not. People don't
say, ‘Oh, I can save some money here, or |
can use it another way now.’ Because it's
in the plan. You don't have incentives to
make the cost savings, because ff you don't
spend it, you give it back.

“With the city money, they know that
any savings they make can be applied to

- other programs or other equipment. So
-you say, ‘Hey, I don't actually need this to

make the program work, so I'm not going
to spend it.’ Plus they get creative about
saving money. We needed a weather cov-
ering over a gas pump, to protect people
from the rain when they were gassing up
their vehicles. The architectural design to
make it like a gas station came to around
$30,000. We thought that was outra-
geous. So somebody said, ‘What about
these bus stop covers—the glass-en-
closed ones? We checked, and they cost
$2,500. We put one of those up, and it
works fine.”

The Distnict’s budget deficit gives a
new mayor the perfect opening to change
the budget system. Normally the D.C.
Council would hesitate to let go of its
power to control line items. But if you
take responsibiity for cutting spending
(and thereby inflicting pain) off its hands,
it might go along. Bruce Babbitt cut a deal
like this when he governed Anzona, and
his managers loved it. Once they're nd of
their Lne-tem straitjackets, most man-
agers will have no trouble finding ways to
cut their spending by 5 or 10 percent.

Decentralize authoriyy,

You campaigned for “decentra).

i,zed school-based management

initiaives,” and you were righ;_

Now apply that thinking 10 the

rest of government. Once you

have tied spending to out-

comes, you can give your mid-level em-
ployees a lot more authority to innovate.

The Ford Foundation and the Kennedy

School of Government, at Harvard, co-

sponsor a series of annual “Innovation

Awards” for state and local governments.

The biggest surprise, to participants :*

_the Kennedy school, has been the discov-

ery that innovation rarely happens be-
cause someone at the top has a good blue-
print. It happens because good ideas bub-
ble up from employees who actually do
the work and deal with the customers.

One of the first Innovation Award win-
ners was a Minnesota program that finds
innovators deep within the bureaucracy
and gives them the authority they need.
It's called STEP (*Strive Toward Exce:-
leace in Performance™). Every year em-
ployees who have innovative ideas com-
pete to have them designated as STEP
projects. The STEP board is co-chaired by
the govemor and a leading business ex-
ecutive. Its seal of approval does three
things: It gives people permission to in-
novate; it offers them technical assist-
ance; and it forces their bosses to sit up
and listen.

One STEP team persuaded the Depart-
ment of Natural Resources to change its
entire attitude toward its customers. Dur-

ing the mid-1980s, use of the state’s 64

parks was declining and budget problems
were nibbling away at the parks. A group
of people within the department decided
that they needed 2 -marketing program.
They applied for STEP status and won.
First they asked park managers to brain-
storm about what they could do to make
their customers happier; soon the man-
agers were putting in children’s play
equipment in parks and electric hookups
at campsites. Then they created a “Pass-
port Club"—a kind of frequent flier pro-
gram for park users, to lure them to out-
lying parks that were not heavily used.
Next they began accepting credit cards.
running advertising and promoting P>t
permits as Chnistmas gifts. Sales jumpe
300 percent. Then they brought 1n a pn-
vate company to improve their gift shops.
and gift sales increased by 50 percent.
Finally they conducted a customer survey
of 1,300 park users.

During the first year after the market
ng strategy took effect, the aumber of
park wisitors jumped by 10 percent N
bers hike these got the department -2
agers” attention; i 1987 they vreales
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AT.T PHONE CENTERS

WASHINGTON, D.C.
CHEVY CHASE PLAZA
5301 WISCONSIN AVE. NW
(202) 537-1119

1317 F ST NW
(202) 783-1610

MARYLAND
BALTIMORE

SECURITY SQUARE MALL
(301) 2984855

WHITE MARSH MALL
8200 PERRY HALL BLVD.
(301) 256-9960

COLUMBIA

COLUMBIA MALL

10300 LITTLE PATUXENT PKWY.
(301) 997-7109

FORESTVILLE

FOREST VILLAGE PARK MALL
3229 DONNELL OR.

(301) 736-9926

GAITHERSBURG
LAKE FOREST MALL
(301) 926-6899

HYATTSVILLE

PRINCE GEORGE'S PLAZA
3500 EAST WEST HWY,
(301) 559-2396

ROCKVILLE

TOWNE PLAZA

12242 ROCKVILLE PIKE
(301) 984-0603

WHEATON
WHEATON PLAZA
(301) 946-1040

VIRGINIA
FAIRFAX

- FAIR OAKS MALL
(703) 273-5466
FALLS CHURCH
SEVEN CORNERS
SHOPPING CENTER
6201 ARLINGTON BLVD.
(703) 534-5202
MANASSAS
MANASSAS MALL
8300 SUDLEY RD.
(703) 369-9090
MCLEAN
TYSON'S CORNER CENTER
(703) 821-3256
SPRINGFIELD
SPRINGFIELD MALL
(703) 971.7976

quadruple if nothing is done. Uf the council
is deading whether to buy land for a park,
the budget shows what it will cost to staff
and maintain the park for 10 years.

This process makes the long-term
costs of decisions painfully clear to the
press and the public. It has changed the
behavior of the councl. “In the nght en-
vironment, all of the myths about how
elected officials behave have come falling
down for me,” says City Manager Tom
Lewcock. “Fhey don’t have to be short-
range thinkers, they can be long-range
thinkers. They don’t have to be people
who say, ‘] know this is more important
than that, but we’re going to spend our
time on that, because ['ve got constitu-
ents on my back.’ They doa't have to be

any of those things.”

Whenever pusiible. nic narker
mechanivis vather than

administrative mechanisns.

By changing private in-
vestment patterns, gov-
ernment can have a hun-
dred times the impact it

has when it uses normal administrative
programs. Markets are not perfect, and
they cannot solve every problem. But
they are extremely powerful—and when
governments reshape them to serve a
public purpose, they can have a tremen-
dous impact.

In 1985, the year before Sandy Free-
man became mayor of Tampa, almost a
third of the city’s housing units needed
some degree of rehabilitation. That year
the city’'s Community Redevelopment

"Agency, a traditional administrative bu-

reaucracy with 41 employees, rehabili-
tated 37 units.

Freeman and her redevelopment direc-
tor, Fernando Noriega, decided to use the
marketplace to attack the problem. By
guaranteeing loans for the first five years,
they persuaded several of the city's banks
to lend at low interest rates to owners
who wanted to renovate their buildings.
Last year the program rehabilitated 778
units.

Meanwhile, the Communty Redevel-
opment Agency is down to 22 employ-
ees—but according to Nonega, they are
“happier, more praductive and better paid
employees.” Obwviously, they have 3 far
greater impact than they did five years
ago.

What Tampa did was simple: [t used 2

market mechamsm to achieve 3 public
purpose. “We put the market gether”
Sonega says, “and presented at to the

prvate lenders.” You have talked about
cong something quite simlar with the
1100 mdlion “Caputal Growth Fund”

you want to create. Stick to your guns.
lf your opponents question your ap-
proach, tell them the story of the 30-year
mortgage. In 1930, Americans who
wanted to buy homes had to make a 50
percent down payment and repay the
mortgage in five years. That's how banks
did business. Using the new Federal Hous-
ing Administration, the Roasevelt admin-
istration pioncered mortgages requir-
ing only 20 percent down and repayment
over 30 years. Other government corpo-
rations created a secondary market, so
banks could resell these loans. And the
banking industry converted. Today we
take our 30-year, 20 percent down pay-
ment loans for granted, because the fed-
eral government changed the marketplace.
Ask your opponents: Would we be better
off  FDR had created half a dozen low-
and moderate-income housing programs?

A FINAL POINT: MANY OF THESE LES-
sons could be summed up as a shift from
administrative mechanisms to market
mechanisms. Competition, funding tied to
results, customer choice, investment—all
are charactenistics of functioning mar-
kets. In a complex and rapidly changing
world, in which our ability to access in-
formation is almost unlimited, markets
are often more effident and effective than
administrative processes.

But market mechanisms are only half
the equation. Markets are impersonal.
Markets are unforgiving. Even the most
carefully structured markets tend to cre-
ate inequitable outcomes. That is why we
need the other half of the equation: the
empowerment of communities. To com-
plement the efficiency and effectiveness
of market mechanisms, we need the
warmth and caring of families and neigh-

borhoods and other social groupings. As

we move away from adminustrative bu-
reaucracies, we should embrace both
markets and community.

Washington is an intensely political
town, and in Washington people would
call this moving right and left at the same
time. They would label you a conservative
for embracing markets and a liberal for
empowering communities. But these
ieas are not liberal or conservative.
They can be used to implement any agen-
da. They can help you expand social pro-
grams i you choose, or shmnk social
spending and lower taxes u you choosc.
They dictate how government should
work. not what government should do.

And regardless of what vou want 1t to
do. wouldn't 1t be mce o government
worted agan’ e

Dui:d ()chorne 1s the autkor ot a forthcom.

e book entatuely Gided Rensenting
Government: In Search of Eeellence
the Pebie Secror




before overhauling school system%

the success of any educational system. What impact
will a choice system have on educational achieve-
ment? So far, there is little reliable research on the
impact of choice on stndent achievement.

The Alum Rock experiment showed no difference
in the academic achievement of those who exercised
choice among a variety of alternatives within the dis-

trict and those who did not The absence of a state
testing program in Minnesota has thwarted assess-.

ment of its statewide interdistrict choice system.

Impressive gains have been evident in one urban
school district in ‘New York City where a public
schiool choice program was instituted after everything
else had failed But this heavily minority district in
depressed Harlem is atypical of the mmm of
schoo districts.

If private schools are included in a choice system,
bow will their status change? In return for receiving
public money, will they be required to recognize the
constitutional and federal statutory rights of their stu-
dents and teachers just as public schools are? Will
they be subject to the same legal requirements set
forth in the Texas Education Code for handling such
. matters as student discipline and teacher contract
pop-repewal and termination? If so, private schools
become quasi-public in character, thus blurring their
distinctiveness. If not, they will operate outside of the
large body of state and federal law built up over the
years to assure that schools operate in socially desir-
able ways.

In addition, sioce most private schools are reli-
giously affiliated, the issue of separation of church
and state under the establishments clause of the First
Amendment to the US. Constitution may represent a
bar to their participadon. :

Educational choice is pot a simple panacean re-
form. Choice is a concept whose operational dimen-
sions can be radically affected by legislation. Minne-

sota has avoided the complexities and controversies
involving private schools by limiting choice to the
public school arena and including a public post-sec-
ondary option for upper-level students who wish to
broaden their learning experiences through college
classes. Private schools are included in the Milwaukee
choice system, but only low-income parents can par-
ticipate.

Failure 10 address the complex issues before imple-
mentng a choice system will likely result in disap-

pointment and failure to improve the delivery of edu- !

cational services. Texas would be well advised to im-
plement a few pilot programs involving different
forms of school choice before embarking on this latest
reform. These programs should be thoroughly as-
sessed, while at the sa ue tir;e the host of reforms re-
cently epacted by the Texas Legislature shonld be
carefully monitored.

To assist policy-makers and educators in address-
ing the issues implicated in educational choice, the
Texas Center for the Study of Educational Choice in
the College of Education has been organized art the
University of North Texas. The purpases of the center
include serving as an information clearinghouse, con-
ducting research on choice systems, disseminating in-

formaton and research findings about choice, and as- |

sisting school districts in developing choice svstems

. Choice holds significant promise for improving ed-
ucation It also bas the potential to further weaken
and divide our troubled schooling system. My hope is
that Texas will approach the latest proposal for re-

forming educaﬂon by basing decisions on merit:and
not on what will best advance either the lxberal or
conservauve political agenda. i

Frank Xemerer is a regents professor at the cduca
tion college at the University of North Texas, which is }
celebrating its 100th anniversary this weekend. !
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Biendonview Office Park
5027 Pine Creek Drive
Westerville, Ohio 43081

(614) 890-1573

L

How Does Your Child’s

School Staci Up?

lf vou're unhappy with
vour child’s current school
and would like to know what
else around you might be
available or if you're moving
10 3 new locale or if you just
want to know how your
child’s school stacks up to
other schools in the area. call
School Match.

A data-based information
and counseling service,
School Match has data on all
of the U.S. public-school
svstemns. and 14,856 private,
parochial. and American-
accredited international
schools (in over 60
countries) Its purpose is to
help families find the schools

that w1ill best meet their neecls.

It works like this: you
either fill out a detailed
quesuonnaire or call School
Maich and give your answers
directly to trained personnel
w'ho help vou through the
process. You then receive a
printout of possible schools

If reSPONSE tO VOUr 2nswers.
Of course. this will not mean

vour work is Over: its up to

you to make personal contact
with the schools that seem
best for you and to judge
certain factors, such as after-
school programs. that cannot
be included in computerized
data. Bur the printout will
provide you with an
invaluable base of
information on which to act.

The cast of the service is
just $97.50. and it can cover 2
geographical area as wide as
you're willing to commute in.
(If vou just want to know
how your local school stacks
up. the cost is $49.)




