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Preface to the Revised 1 ersion

Between 2001 and 2004, there has been an explosion in concern about America’s high schools.
Foundations, policy research and advocacy organizations, universities, and others have created an
upsurge in activity in this important domain. In particulat, the small schools/smaller learning
communities approach to high school reform has gained currency, and the field is learning from
those efforts. Furthermore, researchers and policymakers are paying attention to the importance of
making high school curricula both rigorous and relevant to the real world and are also attending to
the need to smooth pathways between K-12 and higher education systems.

This revision represents an effort to synthesize much of the new material related to high school
reform. In particular, readers will find:

® A brief section addressing the policy contexts of high school reform

® A new section on K-16 and Dual Enrollment strategies, with an associated bibliography and
appendix

® An expanded annotated bibliography

New research and reform activity relevant to each strategy has also been incorporated throughout
the paper. We’ve tried to be comprehensive, searching many, many websites and combing through
recent publications. Of course, omissions are inevitable and viewpoints represent those of the
authors. We would like to thank the Aspen Institute Program on Education for supporting this
work; Nancy Pelz-Paget and Rob Reich, in particular, for their ongoing commitment to participating
in the high school reform dialogue.
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EXECUTIVE SUMMARY

High Schools: The More Things Change. ..

High schools are a paradox of educational reform. While they are often criticized for never
changing, the history of the institution shows that they have indeed changed significantly over the
past century. What were once add-ons to one-room schoolhouses are now the large, imposing
fortresses or sprawling campuses familiar to us today. Even with such changes, the institution has
not kept pace with America’s changing economy and demography, particularly in the post-World
War 1I years.

The publication of Nation at Risk in 1983 was followed by an upsurge of interest in high school
reform. A number of studies, most notably A Study of High Schools (which spawned three
groundbreaking books on the high school: Horace’s Compromise, The Shopping Mall High School, and The
Last Little Citadel) diagnosed the problems of the institution in vivid detail, and launched some
important initiatives to change it.

Now, two decades later, there is a resurgence of interest in high school reform. Economic and
demographic shifts have accelerated in recent years. American society is increasingly information-
driven and globally-oriented, yet by and large we are not preparing high school graduates to succeed
in such a world.

Describing the Reform Landscape: The Purpose of this Paper

A vast array of individuals and organizations has responded to the pressing need for high school
change. Schools and universities, foundations, federal, state, and city governments, business and
industry, teachet’s unions, policy think tanks, and community-based organizations have all joined in
the conversation on high school reform.

The purpose of this paper is to provide an overview of some of the most prominent approaches to
high school reform. Although there are a multitude of strategies currently in use, we identified six
broad approaches on which to focus:

= Small Schools

= Applied Learning

= K-16 and Dual Enrollment

* Professional Development/Curticulum & Instruction

*  Youth Development

*  Comprehensive/Whole School Reform
These approaches capture the wide range of high school reform strategies being implemented
nationwide, and all have some desctiptive and/or empitical data from which we could draw. In
addition, we have added a section on “policy environments” to the revised version since studies of

high school reform initiatives continue to emphasize the importance of state and district policy to
educational change processes.
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In this paper, then, we will review the six strategies listed above. For each, we provide: a
description and “theory of action” of the reform approach; some examples of the reform in practice;
and a brief review of recent research. We have also included an annotated bibliography and a
separate appendix for each section. The appendices list some of the key organizations associated
with each reform strategy and relevant tools and resources.

In addition, we have included the table on the following pages to provide an overview of the reform
strategies described in this report:
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Table 1: Overview of Selected High School Reform Strategies

provides students with “hands-on,”
relevant learning experiences, which
lead to increased student engagement
and achievement. Furthermore, by
exposing all students to this integrated
curriculum, applied learning provides
students with more equitable
opportunities to succeed in today’s
global economy.

engagement/motivation by connecting
learning to the wotld of work
Increased awareness of careers and
necessary occupational skills

Bridging career and academic tracks
allows students access to either
meaningful work or college

STRATEGY THEORY OF ACTION INTENDED OUTCOMES EVIDENCE
Small Schools Decreasing school size and scope leads | ®  Improved academic petformance, =  General empirical consensus that
to more personalized teacher-student particulatly for lower-income and smaller school size is correlated with
relationships and reduced feelings of minority students improved student achievement and
anonymity. When teachers know their | w  [pcreased personalization/more school climate
§tudents, they are better gble to engage supportive school environment = Tack of agreement as to ideal high
in student-centered teaChmg practices. ®  Better working conditions for teachers school size
When students feel known in their
= Research base on costs vs. benefits
schools, they are more connected and L T
: . . . growing; initial studies indicate that
engaged in their learning, and their . . d 1
hievement is likely to improve given Improved outcomes, sma
ac Y P ' schools are worth the investment
Applied Through an integrated academic and *  Improved academic performance *  Mostly implementation data, but
Learning vocational curriculum, applied learning | [ncrease student some evidence of improved

attendance, grades, graduation rates,
school climates, career planning and
preparation

Link between applied learning and
performance on standardized test
scores unclear

Conflicting evidence as to which
student populations benefit most
from applied learning

K-16 and Dual
Enrollment

By developing pathways to connect high
school and college and creating more
consistent messages between K-12 and
higher education systems, mote
students will successfully complete
postsecondary degrees and be able to
participate fully in the workforce and
economy.

The development of more coherent
and consistent policy messages from
K-12 and post-secondary institutions
Increased college-going and degree
completion rates

With dual entollment, fewer students
leave the educational pipeline because
the number of transitions are reduced

Compelling evidence of the
disconnect between K-12 and higher
education systems as well as the
centrality of college completion to
access higher-earning jobs

Research base on Early
College/Dual Enrollment programs
small but growing; some programs
suggest positive outcomes, especially
with students not successful in
traditional high schools
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Table 1: Overview of Selected High School Reform Strategies (continued)

STRATEGY THEORY OF ACTION INTENDED OUTCOMES EVIDENCE
PD/C&I Focusing reform efforts on the core of | = Targeted professional = Evidence mounting that teacher quality
educational practice — pedagogy and development will build teacher may be the strongest predictor of
curriculum — is the most effective capacity and improve instruction student performance
means for improving student learning. | Preparing/requiting teachers to *  New York City’s District #2 provides
offer more challenging curriculum an “existence proof” for professional
will improve student outcomes development-based reform
* By upgrading curriculum and ®=  Limited knowledge of how this reform
eliminating non-college prep/low strategy will work in high schools
track offerings, more students will
have access to college
Youth Youth development concentrates on *  Building youth capacity (e.g., self- | ®  Until recently, the research base has
Development strengthening the institutions that esteem, health, career awareness, been relatively weak due to the eatly
serve youth as well as the connections civic participation) stage of the field and lack of definitional
between these institutions in order to *  Bringing increased coherence to consensus
provide mote d;velopmentaﬂy— the many sectors/otganizations = Outcomes and indicators ate now better
appropriate environments ff)c.used on that serve youth specified and defined, providing the
the “WhO.IC child” By providing young | Fostering youth’s strengths to framework for more rigorous study
people with numerous, supported reduce engagement in high-risk (e.g., Eccles & Gootman, eds, 2002)
opportunities to develop the assets and . . L
. behaviors (teenage pregnancy, = One meta-analysis of existing data
competencies they need, they are more iy .
. : . drug and alcohol use, etc.) suggests positive personal, social, and
likely to experience success in the .
academic outcomes (Scales & Leffert,
present and the future. 1999)
Comprehensive/ | Whole school reform rests on the *  Improved coherence of reform *  Research base is fairly weak and consists
Whole School belief that changing school cultures efforts mainly of implementation studies
Reform and aligning the effort of all involved . .

in each school’s educational enterprise
can bring about high levels of
achievement for all students. To avoid
reinvention of the wheel or continued
pursuit of incremental approaches,
schools choose from a variety of pre-
developed models and receive support
from developers for initial adoption
and ongoing implementation.

Increased student achievement
Reform that is research-based,
well-specified, and sustainable as
compared to other strategies

Knowledge about and experience with
high school-level implementation
particularly limited

Difficult to generalize since
Comprehensive/Whole School Reform
includes a number of very different
reform strategies
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Summary and Tentative Implications

What we have found in writing this paper is that there is a diverse range of reform strategies being
implemented in the nation’s high schools, many of them meeting with some success. Further, these
reforms overlap in important ways: one approach, career academies for example, may blend several
of the strategies described here: applied learning, small schools, and curricular reform. Our review
of the literature confirms that there is no “silver bullet” and that to bring about meaningful school
change, many interrelated aspects of schooling must be addressed. In addition, our research
corroborates the finding that the policy environment, the local district in particular, figures
significantly into any attempt at school change. Finally, as reported in nearly all research comparing
high school reform to elementary level reform, the structural features common to America’s high
schools appear to present particular impediments to any attempts at change.

A Note on our Methods. . .

Clearly, many strategies for high school reform exist and much has been written about nearly all of
them. In preparing this report, we conducted extensive searches of ERIC and the holdings of
Stanford’s Cubbetley Education Library, visited countless websites, consulted with several colleagues
(special thanks to Joan Talbert, Milbrey McLaughlin, Nina Bascia, Dana Mitra, Stacey Pelika, Sarah
Gilbert, Amy Hightower, Matt Kelemen, and Kathryn Hopkins), and drew upon our own research
and writing about high schools. We did our best to be both concise and comprehensive; given the
constraints of time and space, omissions are inevitable.
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POLICY CONTEXTS FOR HIGH SCHOOL REFORM

States and High School Reform. As recent analyses have suggested (Martinez & Bray, 2002; McNeil,
2003), states have an important role to play in high school reform. States establish graduation
requirements, standards, and assessments; target funding to districts and schools; and govern school
operations ranging from teacher certification policies to guidelines for school construction. In her
study of four states’ efforts to improve their high schools, McNeil (2003) describes the common
strategies the states pursued, such as appointing a state commission or task force to focus on high
schools, holding public dialogues on the status of high schools in the state, and developing an
agenda for high school reform including a vision, goals, practices, and policies. Martinez and Bray
(2002) offer a survey of state policies related to high schools to show some of the convergence and
divergence of state approaches to governing and improving high schools. Both conclude, however,
that despite an increasing focus among states on high school reform, much work remains. In
particular, both argue that states must continue to identify and provide resources to promote high
school reform, examine policies across the K-12 and higher education continuum to increase
consistency and connections between and among systems, and that they must take an active role in
collecting and disseminating data and monitoring results of reform initiatives.

High School Reform and the Problems of “Policy by Exception'.” Of particular concern to small schools
(Darling-Hammond, Ancess, & Ort, 2002; Raywid & Schmerler, 2003), but relevant to high school
reform efforts more broadly, is the issue of “policy by exception,” or the situation created when
innovations are treated as policy exceptions which do not require otherwise inhospitable systems to
change. Darling-Hammond, Ancess, & Ort (2002) describe this predicament in the case of the new,
small Coalition Campus Schools in New York City and Raywid & Schmerler (2003) chronicle the
political challenges encountered by small school and smaller learning community reformers in New
York, Chicago, Philadelphia, Boston, Portland, OR, and Hawaii. Both studies reach similar

conclusions:

A key question for districts launching school reforms is whether they will pursue an array of
ad hoc initiatives managed by exception from established policies or whether (and how) they
might change district operations and policy so that successful innovations become the norm
(Darling-Hammond, Ancess, & Ort, 2002, p. 667).

We can no longer continue to say that we want improvement—and the change and new
institutions that must entail—while continuing to insist on the practices and procedures we
now require of all schools (Raywid & Schmerler, 2003, p. 87).

This issue extends beyond small schools, of course, and beyond high schools for that matter. One
of the most robust findings in a synthesis of ten years of research on the whole-school reform
designs supported by New American Schools was that “the scale-up hypothesis that a district needs
to provide a supportive environment was dramatically proven,” demonstrated by one case in
particular (Berends, Bodilly, & Kirby, 2002, p. 147). The researchers conclude that “externally
developed education reform interventions cannot be ‘break the mold” and still be marketable and
implementable in current district and school contexts” (p. 147). Other research on the scale-up of

'T borrow this term from Darling-Hammond, Ancess, & Ort (2002), p. 666.
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school reforms highlight the critical role of school districts in implementation (Datnow, 2000;
Datnow, Hubbard, & Mehan, 2002), and a recent volume on school districts (Hightower, Knapp,
Marsh, & McLaughlin, eds., 2002) brings together numerous perspectives on the important role of
school districts in supporting leadership and new teacher development, creating learning
opportunities across the system, and engaging intermediary organizations in the service of school
improvement.

Although the current clarion call for improvement targets high schools, it is clear that state and
district policy contexts exert important influences on high school reform. Designers and
implementers of reform as well as policymakers, analysts, and researchers must attend to the
exigencies of these complex and overlapping environments if reforms are truly to take root.
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SMALL SCHOOLS

DESCRIPTION

As a reform movement, the idea of small schools has captured the attention of school reformers,
researchers, federal and city policymakers, foundations, and other organizations across the country,
particularly as an approach for downsizing large high schools (Fine & Somerville, 1998; Raywid,
1996). Yet the concept of a “small school” is by no means monolithic.

What is a small high schoof? There is no apparent consensus on an ideal size for a small high school.
For example:

* Based on large-scale quantitative research on the topic, Lee and Smith (1997) propose that
“the ideal high school, defined in terms of effectiveness (i.e., learning), enrolls between 600
and 900 students (p. 205).” They further assert that in schools much smaller than this target
range, students learn less, and in schools much larger than the target range (e.g., over 2,000)
students learn “considerably less,” as judged by National Educational Longitudinal Study
(NELS) performance data.

*  In Swall Schools, Big Imaginations, Michelle Fine cites the Chicago Small Schools Coalition
recommendation of “preferably no more than 500 students in high schools (1998, p. 3).”

®  Co-director of the Chicago Small Schools Workshop Michael Klonsky (1996) asserts that
small schools for all ages should have a maximum population of 250-300 students.

* Deborah Meier suggests that small schools ought not be “too small,” nor should they be
“larger than a few hundred (1995, p. 117).”

* Finally, in Breaking Ranks, the National Association of Secondary School Principals
advocated for high schools to limit their enrollments to “self operating units of no more
than 600 students (1996, p. 46).”

So while a universal figure for small high school size does not exist, estimates range from about 300

to about 900, tending toward the smaller end of the continuum. R.M. Gladden, a researcher for the
Consortium for Chicago School Research, urges educational reformers to worry less about the ideal

school size and instead to “explore how smaller school size can be used to improve the educational

opportunities offered to the diverse range of students attending our nation’s public schools (2000, p.
26).”

How are small schools configured? There are a number of different approaches to creating small schools
and each locale and organization seems to have its own terminology for its different types of small
schools. Yet there appear to be three dominant types of small schools as described in the following
table: freestanding, schools-within-a-building, and schools-within-a-school.”

2 For more descriptions of different variations of small schools, see Raywid, 1996, pp. 21-25; Gladden, 2000, pp. 9-14,
and Wasley et al., 2000, pp. 10-12.
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Table 2: Three Common Types of Small Schools

TYPE

CHARACTERISTICS

AUTONOMY

Freestanding Small
Schools

Have their own space, budget, and principal.
Typically in a stand-alone building but may exist on a
multi-school campus. These schools ate recognized
as independent units by the central office. May have
charter status.

Fully autonomous

Schools-Within-a
Building (SWB), such
as New York’s
academies

These schools typically have their own themes and/or
curricular focus. May be led by a teacher-director
who reports to a building principal or by principals
whose work is coordinated by a complex-wide leader.
Shares common spaces (such as cafeterias,
auditoriums, athletic fields) with the “host” school
which may or may not be fully configured into SWBs.
Have their own staff and space but their budget is
usually a part of the entire school’s. Host school, not
SWB, typically is recognized as the independent unit
by the central office.

Semi-autonomous

School-Within-a-School
(SWS), also known as
houses and, in
Philadelphia, Small
Learning Communities
(SLCs)

Schools-Within-Schools are typically subprograms of
a larger school. They may be teacher-led, but are
typically limited in their autonomy. They may have a
designated theme and space but tend to be permeable
(teachers may teach and students may take courses
outside of the SWS). They are also more likely to be
beholden to the host school’s schedule and policies.
The host school is typically not fully subdivided into
smaller schools.

Limited autonomy

(Synthesized from multiple sources including Gladden, 2000; Wasley et al., 2000; Raywid, 1996; Fine, 1994)

These distinctions are not absolute, and nor do they capture all of the variations on the theme of
small schools. Rather, they are intended to condense the range of types of small schools.

What are the essential components of a small school? As with school size, there are a variety of
recommendations for what are the necessary features or components of a small school. A
publication from the University of Illinois at Chicago’s Small Schools Workshop outlines the
following common features:

= A group of students and teachers that stay together for more than one year

= A cohesive group of teachers, small enough to sit around a table, that collaborate and
discuss the needs of their students

= A coherent focus and philosophy of education, and a curriculum that is integrated and
organized around that focus

= Tull involvement of families in the school community

= Teachers and students self-select to be a part of that school

Review of Selected High School Reform Strategies

Page 4



Other descriptions include optimal school sizes, recommendations for governance and degree of
autonomy, the need for shared planning time for teachers, and comments on inclusive admissions
policies and heterogeneous student populations (see Fine, 1994; Klonsky, 1996; Wasley, et al., 2000).
Despite these differences, a common theme unites all definitions of small schools: reducing school
size may be a necessary, but not sufficient means for school improvement (Lee, 2000; Wasley, 2000).
As stated by Michelle Fine:

Small may be a necessary condition for a nonselective high school to excel. Small is
necessary if teachers are to have rich conversations with one another about practice,
policy, inquiry, and student work. Small is necessary if students are to feel attached
to each other and to faculty. Small is necessary if parents are to connect to faculty
along lines other than, “Your son/daughter is in trouble again (1998, p. 4).’

Thus, the expectation is not that “downsizing” schools alone will bring about improvement; rather,
that smaller school size will create the conditions under which school improvement might occur.

THEORY OF ACTION

Why small schools? Three of the key rationales for creating small schools are as follows:

Personalization and shared accountability. Currently, the median high school size is
about 1,200 (Lee & Smith, 1997), with approximately 40% of public secondary schools
serving more than 900 students (Bryk et al., 1993). In schools of this size, anonymity is the
rule. Teachers do not know other teachers, teachers do not know their students, and
students do not know each other. With structural features such as subject-based
departmentalization and tracks for students assumed to be destined for different pathways,
such large schools do not foster the collegiality and collaboration that supports learning
(Darling-Hammond, Ancess, & Ort, 2002). Small schools, however, have been shown to
offer more communal environments in which alienation of teachers and students is reduced
and engagement in school is enhanced (for reviews, see Raywid, 1996; Gladden, 1998; Lee,
2000). Further, studies of small schools have found that where teachers, students,
administrators, and parents are known to each other, there is a heightened sense of shared
accountability (Wasley et al., 2000; Meier, 1995; Fine, 1994).

Improved academic performance, particularly for lower income and minority
populations. In their study of school size, Lee and Smith (1997) found that while high
school size matters for all students, it matters most for students in schools with high
minotity enrollments and/or characterized by high proportions of low SES students. As
their findings suggest, “large numbers of socially disadvantaged students attend high schools
of a size where, in fact, students like them appear to learn the least (p. 215).” In their
reviews of small schools literature, Gladden (1998) and Raywid (1996) also cite evidence to
support this finding.

Better conditions for teachers. In an era where demand for teachers exceeds supply in
many locations, particularly in urban areas, small school reform strategies have the potential
to improve working conditions for teachers (Wasley et al., 2000; Gladden, 1998). Large
schools are characterized by norms of privacy, high rates of teacher turnover, and
substandard physical working conditions. Smaller schools have been shown to create the
conditions necessary for improvements in school professional climates and teacher
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satisfaction which matter for teaching at all grade levels (see McLaughlin & Talbert, 2001,
for high school-specific research on professional communities).

Therefore, a concise “theory of action” of small schools might read as follows: Decreasing school size
and scope leads to more personalized teacher-student relationships and reduced feelings of anonymity. When teachers
know their students, they are better able to engage in student-centered teaching practices. When students feel known in
their schools, they are more connected and engaged in their learning, and their achievement is likely to improve.

EXAMPLES. The following are just a few examples of the different types of small schools. See
the Appendix for more examples.

* Freestanding Small Schools: Perhaps the most well-known small high school is the
Central Park East Secondary School, founded by Deborah Meier in 1985. As one of the
five original Coalition schools, CPESS innovated with its small size (450 students in
grades 7-12), graduation-by-exhibition, and commitment to developing relationships to
support learning between and among students and staff (Meier, 1995).

=  Schools-Within-a-Building: Led by former principal Betty Despenza-Green, The
Chicago Vocational Career Academy has been restructured from a highly-tracked
vocational school into eight mini-schools comprised of interdisciplinary teacher teams
where hands-on learning and college-preparatory academics are blended (BayCES Small
Schools Conference, 1/27/01).

= Schools-Within-a-School: Crossroads Charter (now Crossroads Small Learning
Community) in Philadelphia’s Simon Gratz High School provides an instructive example
of the creation of a school-within-a-school. Once they were provided with a more
personalized learning environment, the achievement of Gratz students in Crossroads
improved, but they were criticized for “stealing” resources from the rest of the students,
such as the school’s lone chemistry teacher (Fine, 2000, p. 173).

THE ROLE OF FOUNDATIONS AND INTERMEDIARIES IN SUPPORTING THE
SCALE-UP OF SMALL SCHOOLS

Philanthropic organizations, namely the Bill & Melinda Gates Foundation, have made an
unprecedented investment in the improvement of public high schools. The Carnegie Corporation
has invested in the high school reform efforts of seven cities’ through its $60 million Schools for a
New Society Initiative, and they have also partnered with the Gates Foundation and Open Society
Initiative to support the New Century High Schools Consortium in New York City. The Gates
Foundation has contributed over $1.9 billion through its education programs, with the bulk of those
funds going to school districts and intermediary organizations to support high school reform
through the creation of new small high schools and the redesign of large, comprehensive high
schools. Some Gates-funded intermediary organizations include New American Schools, the
KnowledgeWorks Foundation, the Coalition of Essential Schools, Jobs for the Future, New Schools
Venture Fund, YouthBuild and KIPP Academies in addition to school districts such as Los Angeles,
San Diego, Grand Rapids, MI and a number of districts in the Pacific Northwest. (For more
information, see: http://www.gatesfoundation.org/Education/Grants/defaulthtm).

3 The cities are Boston, Chattanooga, Houston, Providence, Sacramento, San Diego, and Worcester, MA.
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The Gates Foundation’s active grant making on behalf of high schools rests on the premise that all
students should graduate from high school ready for college, work, and citizenship, and that in order
to achieve that goal, secondary schools must offer both personalized relationships and a rigorous
educational program. Their theory of action supports the creation of small, focused high schools
featuring the following key attributes:

¢ Common focus

® High expectations

® Personalization

¢ C(Climate of respect and responsibility
® Time to collaborate

® Performance-based promotion

® Technology as a tool
(Bill & Melinda Gates Foundation, 2003, p. 5.)

An important aspect of the Gates Foundation approach is the funding of intermediary and support
organizations in addition to school districts. By investing in those who provide much-needed
knowledge and capacity-building resources to the enterprise of high school reform, the Foundation
aims to ensure a broad-based and sustainable national effort. They are also funding organizations
such as the Manpower Demonstration Research Corporation [MDRC] and National Association of
Secondary School Principals to ensure that research and dissemination activities occur alongside the
development of new small schools.

In addition, the Gates Foundation has contracted SRI International and the American Institutes of
Research (AIR) to conduct a multi-year, multi-state analysis of their National School District and
Network Grants Program.

REVIEW OF RECENT RESEARCH

Research on small schools encompasses a number of research traditions and methodologies:
qualitative and quantitative; economic and sociological; single-city and multi-state, etc. Topics of
research include optimal school size, costs, curriculum, achievement, and role of the district. This
review will focus on research from the mid-1990’s to the present.

School size: Costs and Social Climate. As mentioned above, no consensus exists as to optimal school
size, which may be due in part to assumptions underlying different research approaches. Lee and
Smith (1997) and Lee (2000) characterize the literature on school size as falling into two main
strands: economic and sociological. From an economic perspective, arguments for increasing
school size rely upon beliefs about economies of scale (the assumption that as a service is provided
to more people, the average cost of providing the service will decrease). The sociological
perspective on school size posits that as organizations increase in size, interpersonal connections
become more bureaucratic and formal. Thus, economic or efficiency goals (which tend to support
larger schools) and social goals (which support more personalized environments) may be at odds
(Lee, 2000).
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A 1992 report of the Public Education Association (PEA) challenged the “economies-of-scale”
assumptions underlying large school size. Based on a review of prior research, the PEA study
demonstrated penalties of scale associated with the largest high schools. Specifically, they found
consistent support for a “U-shaped curve” in relation to school size: that the smallest schools and
the largest schools experience dis-economies of scale, while high schools in the middle of the
distribution experienced reduced per-student costs. These findings led the authors to advocate for a
high school size of between 750 and 1200 students.

A more recent report on size and costs (Stiefel, Iatarola, Fruchter, & Berne, 1998) diverges from the
economies of scale approach for examining school costs. While the authors found that smaller
schools may be more expensive to operate per pupil per annum, two types of small schools
(academic and articulated alternative) evidenced the lowest costs per graduate’. They attribute this
finding to the lower dropout and higher on-time graduation rates demonstrated by these smaller
schools. In subsequent research (Stiefel, Berne, Iatarola, & Fruchter, 2000), these authors found
comparable costs between small academic and large high schools. Given the replicated finding that
small schools address performance gaps, the authors suggest that small high schools may well be
worth the investment.

From a sociological perspective, smaller schools are shown repeatedly to exhibit what Bryk and
Driscoll (1988) call a “communal school organization.” In a qualitative study of six large and small
high schools in one state, Lee, Smerdon, Alfeld-Liro, and Brown (2000) find that members of small
schools report “high levels of social support and caring (p. 164).” Yet they comment that there is
still a lack of empirical evidence linking the more personalized climate to improved academic
performance.

Wasley et al.’s study of small schools in Chicago (2000) confirms the findings of improved social
climate. Based on both qualitative and quantitative indicators, the researchers found improved
student engagement, increased teacher-student connections, teachers with higher expectations for
their students, and an increased sense of student safety in smaller schools.

Findings related to student achievement. Three reviews of small school literature (Gladden, 2000; Lee,
2000; and Raywid, 1996) address the student achievement outcomes of small schools. Gladden
examined research on three aspects of achievement: standardized test scores, equity of student
achievement, and outcomes related to future attainment (progress toward graduation, pursuit of
college or employment). Although not all the studies he reviewed point to improved achievement
outcomes for small schools, he ultimately concludes that the relationship between size and outcome
may be mediated by the changes in the social environment of schools that many studies did not
directly examine. In regards to equity, Gladden cites consistent findings that smaller school size
predicts higher academic achievement among minority and low-income students. Smaller school
size also appears to have the potential to reduce achievement gaps between students of different
racial or socioeconomic backgrounds. Lee and Smith (1997) find that students learn more in smaller

*These two types of small schools (academic and “articulated alternative”) are schools that enroll students at 9% grade
and expect them to graduate in four years. The other, and more expensive, category of small schools is the “transfer
alternative school” which “only enroll students who are transferring from other educational settings from which they
may have dropped out or have been suspended (p. 7).” These “last chance” schools have persistently high dropout
rates.
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schools (high schools ranging from 600-900 students), that learning is more equitably distributed in
smaller schools, and that the effects of reduced school size on learning are strongest in schools with
higher proportions of minority and low SES students.

Studies reviewed by Raywid also indicate improved school performance, although she mentions an
implementation effect. Echoing Oxley and McCabe’s work in New York (1990) and McMullan et
al.’s work in Philadelphia (1994), Raywid concludes that students who experience a more fully
implemented small school or school-within-a-school (e.g., they take more of their classes within
their small school) outperform those with a less “closed” experience.

Opverall, then, evidence continues to mount that small schools improve student achievement,
although we are still learning the mechanisms by which that improvement occurs.

Starting new versus redesigning: Emerging lessons and tensions.

One tension related to the small schools approach to high school reform is the difference between
starting a new small school versus reconfiguring an existing high school. In their eatly study of
Gates-supported school start-ups and conversions, AIR and SRI reported the following challenges
to large school conversion:

Among those that are most common across the schools are facilities that themselves
function as barriers to the creation of autonomous learning environments; staff who have
experienced too many promises made by previous reform efforts or who are experiencing
burnout; and teachers who have low expections for students — in some cases, because
students come to them unprepared to do high school work. (AIR, SRI, 2003, p. IV-17)

Although these issues are not necessarily absent from the creation of new small schools, it is worth
noting that they are more prevalent in conversion sites. Further, looking across the sample of new
school and conversion sites, the researchers found consistently more positive baseline levels of
school climate, professional community, and use of “authentic” instructional techniques within the
new small schools (AIR, SRI, V-17). These findings suggest that the work of redesign, prima facie,
may be more difficult than the creation of a new small school.

Cloning or replication strategies.
Another approach for the creation of small schools is the “replication” strategy, or the development
of a design or model upon which new small schools can be based. Among the organizations
sponsoring model schools are:
o Aspire Public Schools: Focusing on California, Aspire opens and operates public
charter schools with an emphasis on low income communities. As of 2003-2004,
Aspire served over 3,100 students at 10 locations in either K-5 elementary schools
or secondary schools serving grades 6-12 (www.aspirepublicschools.org). In an
evaluation conducted by Research Policy and Practice International and based on
the three Aspire campuses operating at that time, researchers found that Aspire
students “compared favorably to their peers in their surrounding district, county,
and state” on standardized measures of achievement. (RPP International, 2002).
®  The Big Picture Company: Best known for developing the Metropolitan Regional
Technical and Career Center (The Met) in Providence, RI, The Big Picture
Company is opening small high schools across the country with the combination of
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the individualized educational program and real-world internships that have proven
successful at the original Met campus. As of 2003, they had established 20 small
schools in six states (www.bigpicture.org).

®  High Tech High I earning Network: Operating from the campus of their flagship
school in San Diego, the High Tech High Learning Network is working with leaders
across the country to open schools based on the High Tech High design principles
of Common Intellectual Mission, Adult World Connections, and Personalization.

All three of these organizations, in addition to others, have been awarded grants from the Bill &
Melinda Gates Foundation to support their replication efforts.

Policy context matters. Studies of small schools repeatedly point to the school district as an important
contextual variable in the implementation and “scaling up” of small schools. In their study of
Chicago, Wasley et al. (2000) find that small schools both “need and benefit from” the support of
the central office, the school board, and actors outside of the formal system such as universities,
businesses, community groups, and other support providers (p. 52). In regards to the district,
Chicago’s small schools had a “point person” at the central office who helped them with issues
related to start-up and ongoing operation. This advocate helped the schools “negotiate the
differences between their structure and the policies and procedures of the larger system (p. 53).”
Small schools in Chicago also benefited from the public support of their CEO who openly
embraced the small school concept. Even with such support, however, small schools in Chicago
still found themselves in a policy system designed for larger schools. Some of the existing policies
(for example, rules that kept lead teachers from being recognized as administrators) and new policies
(such as the High School Redesign Initiative, with its mandated curriculum and mastery tests) were
counter to what the small schools felt was necessary for their success (Wasley et al., 2000).

Bickel & Howley (2000) offer a slightly different take on the importance of the district. Based upon
their study of schools with eighth grades (n=367) and schools with eleventh grades (n=298) in
Georgia, they found that school size, district size, and SES interact in important and heretofore
unexamined ways. They uncovered a consistent finding that larger schools in larger districts have
the least favorable achievement outcomes, followed by large schools in small districts, and then
small schools in large districts. Small schools in small districts predicted the best performance in all
of their analyses. Although their study was confined to one state, the authors suspect that their
findings may hold in other states given the consistency of findings on school size and performance.
As with other quantitative studies on small schools (e.g., Lee and Smith, 1997) these findings leave
open the question of what is happening differently in the smaller schools and districts to bring about
improved outcomes.

The Philadelphia initiative to create smaller learning communities provides another example of the
role of the “system.” The Philadelphia Schools Collaborative, funded by the Pew Charitable Trusts,
was what Richard Clatk calls “an inside/outside agency (1994, p. 33).” Located in the district
headquarters but funded by an external agency, the Collaborative may have had more freedom to act
outside of bureaucratic constraints, but it also faced concerns over legitimacy. As Clark observed,
“Central administrators continue to praise the work of the Collaborative while, by their actions, they
show they are neither sure how their role should change nor clear whether the high school reform is
an indication of a central change in district operations or just another in a long line of projects (p.
44).>
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The approach to small school reform in Oakland may represent an attempt to engage many actors
within and outside the “system” from the outset. In Oakland, a faith-based community organization
comprised of many public school parents convened a working group to foster the development of
new small schools in the city. Now, the core of the small schools initiative in Oakland consists of “a
grassroots, community-based organizing group, an equity-based school reform organization, and a
public school district (www.bayces.org).” In addition, the city’s voters passed a $300 million dollar
bond for the construction and remodeling of local schools and the superintendent appointed a
cabinet-level Assistant Superintendent for School Reform. In their analysis of New York’s Coalition
Campus Schools project, Darling-Hammond et al. (2000) emphasize the need for system-level reform
in order to support small school reform. Perhaps the Oakland example demonstrates an attempt to
learn from this finding.

Another important “player” in small school reform is the union. In New York City, the UFT
supported the revised teacher assighment procedures that the small schools requested (Datling-
Hammond et al., 2000; Sherman, 2000), whereas in Philadelphia, the union was more resistant to the
changes in hiring and placement some small learning communities wanted (Raywid, 1996; Zane,
1994). If, as mentioned above, a key feature of small schools is cohesive faculty sharing a similar
educational philosophy, it seems that obtaining union support for atypical statfing arrangements may
remain necessary.

The question with small schools is not whether they are correlated with increased achievement,
particulatly for lower-income and minority students. That finding has been replicated in many
studies over the past decade. And the recent surge in financial support and the proliferation of
intermediary organizations certainly has helped the small schools movement gain momentum. At
this stage, the main questions might be: One, can reformers change the policy environments within
which they work to make small schools sustainable, and two, will the energy currently focused on
changing school structures be converted to meaningful improvements in teaching and learning and
student outcomes?
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APPLIED LEARNING

DESCRIPTION

What is applied learning? For much of the American public, the term “applied learning” has a negative
connotation. As Allen, Hogan, & Steinberg explain, applied learning “has become synonymous with
watered-down academics, offered to reluctant or resistant students as a substitute for the college
preparatory curriculum (1998, p. 2).” Thus, vocational education, school-to-work, school-to-career,
and the dozens of other applied learning strategies have historically been characterized as distinct
and less challenging programs for non-college bound youth.

During the past decade, however, the federal government began to give applied learning strategies a
facelift. The most significant change occurred in 1990 when the federal government mandated that
vocational and academic programs be integrated. This was achieved primarily through amendments
to the Carl D. Perkins Vocational Education Act of 1984. While the amendments did not
specifically define program integration, in 1993, the National Center for Research in Vocational
Education (NCRVE) established a definition based on the following four themes:

1. Richer, better sequenced curricula that enhance academic and generic skills needed by all
workers.

2. Facilitative (rather than didactic) instruction that motivates students to learn and provides
them with a practical and applied understanding of the world.

3. Increased collaboration and coordination among academic and vocational teachers
to create a more unified schooling experience.

4. More attention to the skills and knowledge students need to transition effectively from
school to work and college (Bodilly, Ramsey, Stasz, & Eden, 1993).

THEORY OF ACTION

Why applied learning? The federal government’s decision to revamp applied learning so that it blends
rather than segregates academic and vocational tracks is based on three major ideas.

* Students need new and more advanced skills to succeed in today’s economy. The
numerous reportts that flooded the 1980’s such as Nation at Risk and America’s Choice: High
Skills or Low Wages! focused national attention on the low skill level of America’s youth.
There was an increasing realization that for youth to succeed in a rapidly changing global
economy they needed new and different skills, including job-specific skills as well as more
transferable, generic skills (SCANS, 1991; Bodilly et al., 1993). Applied learning strategies
promised to provide these skills through involving a// students in integrated curriculum that
provided both academic and occupational skills and knowledge.

= Students learn best when “learning is in context.” Since the early 1900’s people such as
John Dewey have been warning educators to beware of a false dichotomy between “head”
and “hand” (Allen et al., 1998). Developments in the field of cognitive psychology during
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the 1980’s and 1990’s began to reiterate and focus attention on Dewey’s warning. Research
findings demonstrated that students are more engaged and learn best when learning is
relevant and “hands-on” (e.g., Resnick, 1991). Furthermore, research supported the idea
that students would be more likely to develop skills if they were learning these skills in the
context that they would use them (Hughes, Bailey, & Mechur, 2001). Applied learning
strategies provide an opportunity for students to learn “in context” through the integration
of academic and vocational curricula as well as through internships, part-time employment,
and the variety of other “hands-on” activities that typically characterize applied learning.

= Schools need to address equity gaps between vocational education and college
preparatory students. Applied learning strategies also attempt to address the issue of
equity. An increasing amount of attention in recent years has been placed on the
“achievement gap” that exists between students. High schools, in particular, have received
increased criticism for tracking students into academic or vocational tracks and therefore
limiting students’ future career and education options (Bryk, 1988; Guiton, 1995; Oakes,
1985). Because applied learning strategies integrate both academic and vocational education,
they draw students from diverse backgrounds. As a result, applied learning strategies have
the potential to bring students together that might not normally cross paths in a traditional,
comprehensive high school. Also, by gaining exposure to new academic and occupational
knowledge and skills, applied learning strategies strive to provide students with more
pathways to follow after high school graduation.

Thus, a concise theory of action for applied learning might read as follows: Through an integrated
academic and vocational curriculum, applied learning provides students with “hands-on,” relevant learning experiences,
which lead to increased student engagement and achievement. Furthermore, by exposing all students to this integrated
curriculum, applied learning provides students with more equitable opportunities to succeed in today’s global economy.

EXAMPLES

Applied learning encompasses a wide variety of strategies. Some of the most frequently employed
strategies include job shadowing, work-site visits, part-time employment, and internships. These
strategies, however, are often isolated and unconnected to the school’s larger reform efforts. Thus,
for the purposes of this review, we have focused our attention on several comprehensive applied
learning strategies that strive to restructure or significantly redefine the work of participating high
schools.

* Technology-Focused Schools: With recent advances in the Internet and computer
technology, it is of little surprise that many schools have begun to focus their attention on
providing students with increased technological skills and knowledge. Although
redesigning a school to focus on technology is a relatively new phenomenon, several
prominent examples exist. One example is High Tech High in San Diego, California. This
tuition-free public charter school has redesigned the high school experience to engage
students in high levels of math, engineering, and science. Another California high school —
Oakland Technical High School — also has adopted a school-wide technology focus. One
of the central goals of this public high school is to provide equitable, school-wide access to
technology.
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= Blended Curricula: This strategy attempts to raise the bar of existing vocational programs
by integrating more rigorous academic skills and knowledge into the curriculum. High
Schools That Work (HSTW) is a national model that utilizes this strategy. Created by the
Southern Regional Education Board in 1987, High Schools That Work targets students
who are not expected to attend college. The program seeks to raise the math, science, and
reading skills of students through a blending of the traditional college-preparatory subjects
with high-quality vocational and technical courses. At one participating school — Hoke
County High School in North Carolina — teachers identified shared objectives across
academic and vocational studies. They then created integrated learning projects that
covered these objectives (Bottoms & Mikos, 1995).

= Career Academies: Career academies are one of the longest-standing and most prevalent
high school reform strategies. This strategy organizes students into clusters around a career
theme. The theme might be a specific occupation or encompass an entire profession such
as healthcare or public service. The number of academies within a school may vary from as
few as one to as many as seven or eight. Students usually apply to attend an academy in
lieu of the traditional, comprehensive high school program but will still receive a college
preparatory education. Curriculum is integrated to include both academic and occupational
knowledge and skills, and students typically engage in internships or part-time employment
to enhance their classroom experiences. Two national models that employ this strategy are
the Talent Development High School, developed by the Center on Research on the
Education of Students Placed at Risk (CRESPAR) at Johns Hopkins University, and the
National Academy Foundation (NAF). Both of these models support organizing students
into career clusters in order to provide them with the necessary academic and vocational
skills. NAF supports the development of career academies in the fields of Finance, Travel
& Tourism, and Information Technology.

REVIEW OF RECENT RESEARCH

What is the state of research related to applied learning? Not only are applied learning strategies some of the
most established high school reform strategies, but they also represent some of the most well-
researched strategies. In particular, a great deal of research has been conducted around career
academies. Much of the eatly research, however, focused more on implementation and compliance
with legislation rather than the effect of applied learning on student outcomes (Bragg, 1998; Bragg &
et al., 1994; Hershey, Silberberg, Haimson, Hudis, & Jackson, 1999). Early studies that did begin to
assess the impact of academies and other applied learning strategies were hampered by another
problem — poor research designs. Many of these studies were unable to isolate the effects of applied
learning strategies from other reform efforts in the school (Visher, Teitelbaum, & Emanuel, 1999).
Furthermore, without random sampling—a condition which can be difficult to meet in educational
settings—researchers could not control for selection biases into the academies.

Review of Selected High School Reform Strategies Page 14



Recently, however, a more reliable body of research focused on student outcomes has been
emerging. The large amount of federal, state, and local dollars being spent on school-to-work
strategies has created pressure to demonstrate whether the benefits of the strategy justify the costs.
As a result, several important studies of student outcomes resulting from participation in school-to-
work strategies have been conducted during the past decade. Although the findings should be
considered preliminary, much of the evidence suggests that school-to-work strategies have a positive
effect on students. What follows is a concise overview of the major findings and the key studies that
support these findings.

School-to-work improves students’ attendance, grades, and gradnation rates. Beginning as early as the 1980’s,
studies showed that career academies were having a positive influence on high school students’
grades and enrollment patterns. Some of the most significant eatly findings were those reported by
Dayton, Stern, et al. (1990; 1992; 1997) in their evaluations of the California Partnership Academies.
These studies compared the performance of career academy students with that of students at
traditional high schools with similar demographics. The findings suggested that academy students
had higher attendance rates, grade point averages (GPA’s) and graduation rates than their peers in
traditional schools. The studies also showed that academy students earned more credits than the
comparison group (Dayton, 1997; Dayton & et al., 1992; Dayton & Stern, 1990).

Numerous other studies supported these findings. For example, in her evaluation of New York
City’s career magnet programs, Heebner (1995) found that career academies had lower dropout rates
than the city’s traditional, comprehensive high schools. Evaluations of Philadelphia’s career
academy program have yielded similar findings, demonstrating career academy participants had
higher attendance and graduation rates than their peers at traditional, comprehensive schools
(McMullen, 1987). Furthermore, according to state and national surveys, students who participated
in school-to-work initiatives had grades similar to non-participants, even though the school-to-work
students tended to take more challenging courses (Hughes et al., 2001).

The most recent research on the effect of career academies on student outcomes was conducted by
Manpower Demonstration Research Corporation (MDRC). MDRC began an evaluation of the
career academy approach in 1993. Their study of nine high schools and their career academies is
noteworthy because it implements a large-scale, multi-site, random assignment research design.
Through an analysis of school transcript records, student surveys, standardized tests, and interviews
with participating teachers and students, the study corroborates earlier research that suggested a
positive effect of career academies on student outcomes. The study found that the largest effect was
among the students who were at high risk of school failure. For these students, participation in a
career academy significantly reduced dropout rates and increased attendance rates, credits earned
toward graduation, and preparation for post-secondary education (Kemple & Snipes, 2000).

School-to-work strategies enhance school climate and improve motivation. Studies have shown that applied
learning strategies not only have a positive effect on traditional measures of student engagement
such as attendance and GPA, but also on a school’s more affective qualities. A study conducted by
the National Center for Research in Vocational Education (NCRVE) found that career academy
graduates had stronger positive feelings toward their school than their peers at traditional
comprehensive high schools (Flaxman, Guerrero, & Gretchen, 1997). Academy students were also
twice as likely as their comprehensive high school peers to indicate that they would choose the same
high school again because of its career focus and reputation.

Review of Selected High School Reform Strategies Page 15



In addition to having a more positive attitude toward their schools, career academy students often
have more positive images of themselves. For example, the NCRVE study also found that career
academy students cut class less frequently than their peers and are less likely to have been in a fight,
to use drugs or drink alcohol, to experience teen pregnancu, or to be arrested by the police on
serious charges. Studies by Crain et al. (1997) supported these findings.

Heebner et al. (1992) suggested that more personalized attention as well as new peer groups
influenced students’ images of themselves as well the school climate. Career academies typically
place students in new, more diverse peer groups. Students find themselves surrounded by others
who have similar career aspirations. This new peer group often serves as a positive influence on
students’ values and work ethics (Heebner & et al., 1992).

School-to-work positively affects student’s career planning and preparation. Kemple, et al. (1999) found that
students participating in career academies were involved in career awareness and work-based
learning activities at equal or higher rates than non-academy seniors across the nation (Kemple,
Poglinco, & Snipes, 1999). Other evaluations found that as a result of this participation, career
academy students are more likely than their non-academy attending peers to have thought about and
taken clear action toward executing career and post-secondary education plans (Crain et al., 1999;
Kemple & Snipes, 2000).

One surprising finding in this area has been around “parallel career planning” (Heebner & et al,,
1992). Much of the eatly evidence about school-to-work suggested that a “cooling down” takes
place in school-to-work programs where students are eager to use their practical skills and thus
forsake college education for immediate employment. However, Bragg (1998) says that what is
really happening is not a “‘cooling down” but rather a “warming up” where students are beginning to
consider several — or parallel — career/education options. In fact, Bragg and others have found that
low-income and minority students who might not have even considered college before for financial
reasons are now doing so and see their practical skills as a way to support them through college

(Bragg, 1998).

Finally, several studies have assessed the impact of career academy participation on students’ future
education and employment. For example, Maxwell found that students participating in a career
academy were more likely to attend a two or four-year post-secondary institution (Maxwell & Rubin,
1997). North Carolina and Colorado’s statewide surveys of graduates found that school-to-work
participants were 10 percent more likely to enroll in college than other students. (Hughes et al.,
2001) Kemple, et al. (2000) also found that academy participation increased the number of students
who researched college options and took the SAT or ACT (Kemple & Snipes, 2000). In addition,
Linnehan (1996) revealed that career academy participation translated into better work performance
and attendance among graduates. More recent research (Bozick & MacCallum, 2002; Castellano,
Stringfield, Stone, & Wayman, 2003; Stone & Aliaga, 2003) has replicated many of these positive
findings.
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The link between school-to-work participation and students’ standardized test scores remains unknown. Few
studies have demonstrated a link between school-to-work participation and students’ standardized
test scores. For example, the MDRC study found that academy participation had no effect on
standardized test scores (Kemple & Snipes, 2000). In addition, the Center on Education and Work
revealed that involvement in apprenticeships for students in Wisconsin did not affect ACT scores
(Center for Education and Work, 1999).

The effect of school-to-work participation on different populations remains unclear. Kemple et al. (2000) recently
outlined another concern with career academies around the differing impact that the academies have
on different populations. For example, while the career academies improved attendance, dropout,
and graduation rates for students at high risk of school failure, the academies had little, if any,
positive effect on lower-risk students (Kemple & Snipes, 2000).

However, earlier research by Heebner, et al. (1992) actually showed an opposite phenomenon — that
students entering career academies with lower reading scores did not benefit as often as other
students (Heebner & et al., 1992). Maxwell’s research and analysis suggests another possibility that
career academies might yield greater levels of success for females, African-Americans, and native
English speakers (Maxwell & Rubin, 1997). Due to the preliminary and inconclusive nature of this
evidence, there is a need for future studies that further investigate the effects of career academies on
different populations.

Thus, research shows that applied learning may be an effective strategy for improving students’
grades, attendance and graduation rates. In addition, applied learning holds promise for increasing
student engagement as well as access to postsecondary opportunities. It remains to be seen which
students benefit most from applied learning programs and whether participation results in higher
standardized test scores.
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K-16 AND DUAL ENROLLMENT
DESCRIPTION

Why focus on K-16 and dual enrollment? We have reached an era where college is not a luxury for high
school graduates wishing to fully participate in America’s economy. Citing statistics from the U.S.
Department of Labor, Haycock and Huang (2001) report that 70% of the 30 fastest-growing jobs
require an education beyond high school, and that 40% of all new jobs require at least an Associates
degree (p. 9). Further, the earnings differential between a high school graduate and an earner of a
Bachelor’s degree continues to grow. And although college-going rates are on the rise, they are far
from equally distributed among racial and socioeconomic groups. While 34% of white students
complete a four-year college degree by age 29, only 18% of African Americans and 10% of Latinos
will do so (Digest of Educational Statistics, 2001, cited in Hoffman, 2003). K-12 systems --
particularly high schools -- and institutions of higher education have important roles in increasing
equitable access to postsecondary degrees, and K-16 and dual enrollment strategies are efforts in
that direction.

The term K-16, sometimes called “P-16” to stress the importance of pre-school and early childhood
programs, is intended to describe the educational continuum from kindergarten (or before) through
the attainment of a bachelor’s degree. Yet as a number of analyses have found, K-12 and higher
education systems offer far less than a seamless pathway for the nation’s students. An extensive
study of K-16 systems and policies in six states conducted by Stanford University’s Bridge Project
confirmed suspicions that curricula, standards, and assessments between high schools and colleges
are, by and large, disconnected and incompatible, and that this situation is particularly detrimental
for low-income and first-generation college-goers (Venezia, Kirst, & Antonio, 2003).

Dual enrollment programs, or strategies to help high school students earn college credit more
generally, are intended to address two problems simultaneously: to increase access to college
content and credit among the nation’s youth and to smooth the pathway between high school and
college. These strategies include:

> Adpanced Placement (AP) and International Baccalanreate (IB):  Although not new, these
programs allow students to take college-level courses from high school teachers, and
based on scores on curriculum-based assessments, students can earn college credit
and/or “place out” of some entry-level college courses. Although the number of
students taking AP tests is on the rise, the proportion of African American and Latino
students taking the tests has not kept pace, as schools with high concentrations of
minority students are less likely to offer AP programs. Interest in IB programs,
particularly in urban school districts, is on the rise.

»  Dual enrollment: Students opting to participate in dual enrollment programs typically
remain enrolled in their high school but take college-level courses at their high school or
a nearby community college. Courses may be taught by either high school or college
faculty but bear college credit.

»  Middle College and Early College: Blurring lines between high school and college, these
programs are typically small schools, often located on community college campuses,
where the goal is for students to earn both a high school diploma and an Associates’
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degree (or two years of college credit) concurrently. These programs accelerate time-to-
completion of a postsecondary degree and can make higher education more affordable
and accessible for participants.

(excerpted from Hoffman, 2003 and Jobs for the Future, n.d.)

THEORY OF ACTION

A theory of action for K-16 and dual enrollment strategies might be: By developing pathways to connect
high school and college and creating more consistent messages between K-12 and higher education systems, more
students will successfully complete postsecondary degrees and be able to participate fully in the workforce and economy.

REVIEW OF RECENT RESEARCH

As mentioned above, the implications of the disconnect between K-12 and higher education systems
are well-documented (Adelman, 1999; Education Trust, 1999; McDonough, 1997; Schneider &
Stevenson, 1999; Venezia, Kirst, & Antonio, 2003). Adelman (1999) found that the quality and
intensity of the high school curriculum is the single largest predictor of Bachelor’s degree
completion, a finding which was more pronounced for African American and Latino students.
Based on their analysis of national indicators, Venezia, Kirst, & Antonio (2003) report that
“approximately half of the students entering college take remedial courses (p. 8),” and that students
who take remedial coursework are disproportionately less likely to graduate, with 34% of students
who had to take even one remedial course completing a two- or four-year degree as compared with
the average 56% completion rate. Therefore, it seems that rigorous high school preparation is an
indisputably important factor in college-going and degree completion rates.

Regarding AP courses, Mathews (2003) suggests the positive effect of increasing access to AP
courses and tests at schools with high proportions of low-income and minority students. Answering
the call, some states and universities have developed initiatives to increase AP offerings and access,
such as the AP Challenge Grants sponsored by the California Department of Education and the
Dana Center at the University of Texas’ “AP Equity Initiative.”

A more recent phenomenon, the knowledge base on Dual Enrollment and Early College programs
is still growing. Some individual programs report increased student attendance and college-going
and completion rates, particularly among youth who were not successful in traditional educational
settings. In 2003, the Bill & Melinda Gates Foundation, along with the Carnegie Corporation of
New York, the Ford Foundation, and the W.K. Kellogg Foundation, sponsored an initiative to
establish 100 Early College high schools over a five-year period. The effort will be coordinated by
Jobs for the Future.

College access and completion are critical to the economic well-being of America’s youth, and play a
particularly important role in leveling inequities between racial and socioeconomic groups. A
continued press at the federal and state levels to link pre-and post-secondary systems and a
concomitant push for promising options such as FEarly College programs appear to be steps in the
right direction.

Review of Selected High School Reform Strategies Page 19



PROFESSIONAL DEVELOPMENT/CURRICULUM & INSTRUCTION

DESCRIPTION

Teaching and learning is the core technology of education. Some educators (e.g., Sizer, 1984) depict
this core as a triangle, with teacher, learner, and subject matter each representing one of the three
points. In a discussion of high school reform, where subject matter specialization is relevant,
questions of how to improve the core technology become even more complicated than at the
elementary level. While examples of systemic instructional improvement may be more common at
the K-8 level, these experiences offer lessons for high school reform as well. Further, at any level,
instructional improvement requires building the capacity of teachers to teach and students to learn.
In this section, we will address some approaches to improving curriculum and instruction through
intensive professional development of teachers (and principals) as well as other attempts to improve
high school teaching and curricula.

THEORY OF ACTION

Underlying this approach to reform is a belief that focusing reform efforts on the core of educational practice — pedagogy
and curricnlum — is the most effective means for improving student learning.

The key mechanisms for implementing this strategy are as follows:
= Targeted professional development to build teacher capacity and improve instruction

" Preparing/requiring teachers to offer more challenging curriculum to improve student
outcomes

*  Upgrading curriculum and eliminating non-college prep/low-track offerings to enable
more students to have access to college

EXAMPLES

New York City’s District #2: A Critical Case. Although it serves a predominately K-8 population,
many view New York’s District #2 as the “existence proof” that system-wide instructional
improvement can work in a diverse urban setting. Elmore and Burney (1996, 1997, 1998, 2000)
have engaged in intensive study of the District #2 strategy to outline its organizing principles and to
look closely at the process of continuous improvement, the district’s management of school-by-
school variation, and the role of leadership in improving instruction.

Elmore and Burney (1997) identified seven organizing principles of the District #2 instructional
Improvement strategy:

1. It’s about instruction and only about instruction.

2. Instructional improvement is a long, multi-stage process involving awareness, planning,
implementation, and reflection.

Shared expertise is the driver of educational change.

The focus is on system-wide improvement.

Good ideas come from talented people working together.

Set clear expectations, then decentralize.

Collegiality, caring, and respect. (1997, p. 5-6)

Ntk W
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Together, these guiding principles define and shape the professional activity of teachers, principals,
and central administrators in District #2. Under the leadership of Superintendent Anthony
Alvarado for over a decade, the district moved from the middle of the pack (about 16" overall out
of 32 community districts) to the second-ranked spot (Elmore & Burney, 1997).

How did they get there? The role of professional development. District #2 did not improve the performance
of its students overnight. Indeed, district administrators placed professional development geared
towards improved instruction at the center of all of their efforts. As Elmore and Burney describe,
“Professional development in District #2 is a general management strategy rather than a specialized
administrative function. It permeates the work of the organization as well as the organization of the
work (1997, p. 6).” With the support of a Deputy Superintendent and Professional Development
Director, Alvarado created formal structures to institutionalize professional development within the
district. These included:

»  The Professional Development Laboratory: A structure which supports teachers in the
development of their practice by allowing periods of intensive observation of and
supervision by an experienced master teacher

»  Instructional Consulting Services: Internal and external consultants working in schools and in
classrooms on specific issues of practice

®  [ntervisitations and Peer Networks: Short-term cross-site visitations for teachers and
principals and mentoring partnerships for principals at different stages of their careers

»  Off-Site Training: Held during the summer and also the school year, the district supports
ongoing content-focused training, much of which is planned by schools based on their
specific needs

*  Ouversight and Principal Site Visits: District #2 institutionalized the “walk-through,” a
formal, structured district staff visit to a school which consists of a pre-conference with
the principal, a series of classroom observations, and a de-briefing, followed by a written
feedback for the principal.

(Adapted from Elmore and Burney, 1997, p 7-8).

Finally, Elmore and Burney (1997) have identified five themes which have guided the
implementation of District #2’s instructional improvement strategies:

1. The phased introduction of instructional changes organized mainly around content areas.

2. 'The intentional blurring of boundaries between management of the system and the
activities of staff development.

3. A complex and evolving balance between central authority and school site authority.

4. Unapologetic exercise of control in areas that are central to the success of the

decentralized strategy, most notably the recruitment, selection, training, and retention of
staff.

5. Consistency of focus over time. (p. 8-9)

Review of Selected High School Reform Strategies Page 21



We have included this level of detail on District #2 to demonstrate that the meaningful
improvement of instruction, which has been followed by significant improvements in student
achievement, is intense, complex, hard work. Indeed, some teachers and principals have not agreed
with the district’s laser beam-like focus on improving instruction and have retired, relocated, or been
“counseled out” (Elmore & Burney, 1997, p. 4). This approach may leave little room for other
educational philosophies, but the payoffs regarding improvements in teaching and student
performance are evident.

San Diego: Bringing the District #2 strategy to high schools. In the context of high school reform, the
District #2-type of instruction-focused strategy is still in its early stages. In 1998, Superintendent
Alan Bersin brought Alvarado to San Diego Unified as his Chancellor of Instruction to implement
his ideas on educational reform in this new setting. San Diego provided a challenge of a different
sort: not only is the district significantly larger than District #2 (roughly 140,000 students versus
22,000), San Diego City Schools also includes upwards of 18 comprehensive high schools, whereas
District #2 had no such schools in its jurisdiction.

To address the problem of high school underperformance in San Diego, the work of high school
reform in San Diego has focused on three key areas: instructional leadership, academic rigor, and
personalization. The efforts in San Diego’s high schools build upon the work of reform in the
district at the K-8 level, with the belief that improvements at the elementary level will eventually
reduce the need for remediation at the high school level (Blueprint, Year 1, available at
www.sandi.net).

In addition, a reform planning group has identified five structures which will support the work of
high school reform.

= Coberent curriculum frameworks that are used by every teacher to provide consistent high
quality instruction and standards-based content.

»  Assessments that include criterion-referenced and performance measures to appraise
student learning and provide support interventions as soon as their need is detected.

= Intensive additional courses for low performing students in literacy and mathematics with
extended study time, reduced class size, and an enhanced curriculum and pedagogical
model.

*  Ongoing job-embedded and site-based professional development for teachers complemented by
centralized institutes that address pedagogy and content in the context of changing
failure to success.

»  Leadership development and ongoing professional support for principals, with mentor principals,
instructional conferences, study groups, and an Educational Leadership Development
Academy.

(From San Diego Unified’s Schools for a New Society proposal application,
available on the web at www.sandi.net. Emphasis added.)

The overarching purpose of high school reform in San Diego is to transform “all high schools into
stimulating learning environments where all students engage successfully in a substantive core of
intellectual work (Schools for a New Society, p. 1).”

Review of Selected High School Reform Strategies Page 22



Thus far, the district has implemented literacy and math support programs for high school students
petforming well- below grade level, regular principal conferences, and on-site peer coach/staff
developers in high schools. They have resequenced their science program from biology, chemistry,
physics to physics, chemistry, biology, and now offer physics to all 9" grade students. The district
has also instituted Content Admininstrators in math, literacy, and science to oversee and support the
improvement of classroom instruction at the district’s high schools (Blueprint Year 2, available from
www.sandi.net.).

The work of reform in San Diego is intensive, far-reaching, and multifaceted. It stands as the largest
attempt at instruction-focused system-wide urban school reform (and, by extension, high school
reform), and there are some positive early signs. Many schools have met their state-mandated
performance targets, school improvement resources have been targeted to individual schools, and,
as Larry Cuban and Mike Usdan observed, “the outlines of a district professional culture have begun
to emerge (L.A. Times, April 22, 2001).” Whether or not the reform will succeed in reversing trends
of low student performance in the district’s high schools remains to be seen. But it is interesting to
note that in a district that emphasized instruction above all else, there is increasing interest in the
role of school structures in high school reform. In November 2003, San Diego City Schools was
awarded an $11 million grant from the Bill & Melinda Gates Foundation to transform three low
performing high schools into complexes of small schools. According to Superintendent Bersin,
“[b]y offering students and their families a variety of options, we know we can increase high school
graduation and college attendance rates” (San Diego Union-Tribune, November 25, 2003). Other
school districts, such as Cleveland and Chicago, are increasingly turning to high school redesign as a
strategy to accelerate improvement at the high school level. These efforts will be important to
follow in the coming years.

Other strategies. There are a number of other curriculum and instructional improvement strategies
targeted at high schools. Among them:

» A return to reading instruction at the secondary level. In San Diego’s Genre Studies
(renamed Readers’ and Writers” Workshop) courses and in the IRA-affiliated Project
CRISS (Creating Independence through Student-Owned Strategies), teachers incorporate
reading comprehension strategies into their lessons, often across subject areas. In
research submitted to the U.S. Department of Education, Project CRISS participants
demonstrated significant recall of read material compared to students in a control group
at grades 4, 6, 8, and 11 (www.projectcriss.org).

» Implementation of NCTM standatrds in mathematics classtooms (www.nctm.org)

» The International Baccalaureate (IB) program, the Geneva-based college preparatory
program known for its detailed school application process, intensive teacher training,
and rigorous, inquiry-based curriculum (www.ibo.org)
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REVIEW OF RECENT RESEARCH

Just as the strategies of professional development and improving curriculum and instruction

encompass a wide array of approaches, so too does the research literature on these efforts. Three of

the more common topics are addressed below.

Investing in teacher learning and professional community. The evidence that teacher
preparation may be the strongest predictor of student performance is mounting (e.g.,
Ferguson & Ladd, 1996; Greenwald, Hedges, & Laine, 1996, cited in Darling-Hammond and
McLaughlin, 1999; Haycock, 1998). Although not focused on high schools per se, the
chapters in the recent Teaching as the Learning Profession (Datling-Hammond & Sykes, 1999)
demonstrate that “strategic investments aimed at dramatic improvements in education
should focus on the preparation and ongoing professional development of teachers and
other educators (p. 376).”

One aspect of teacher development with particular relevance to high schools is the fostering
of professional communities. As the work of McLaughlin and Talbert (2001, 1993) has
shown, these teacher communities are central to change processes in schools — for better
and for worse. In high schools, professional communities may be manifest within or across
departmental structures, and they may either support or inhibit an ethic of high expectations
for all students. Indeed, within one school, there may be a number of very different
professional communities. Any efforts to improve high school teaching, therefore, must
attend to the importance of these communities and the subject-based departments of which
these teachers are a part (Siskin & Little, 1995).

Science and math-based approaches. In response to concerns about declining science
and math performance, particularly in urban areas, the National Science Foundation (NSF)
has sponsored the Urban Systemic Program in Science, Mathematics, and Technology
Education. While the effort is K-12, its links to the workplace and to colleges and
universities imply strong connections with high school math and science programs. Urban
districts that demonstrate district-wide, standards-based reform in science and math are
eligible for the grants, which range from $1-3 million per year depending on district size, for
up to five years. Through this effort, the NSF “seeks to stimulate interest, increase
participation, improve achievement, and accelerate career advancement and success for all
students of the participating urban school districts” (USP Grant Application, available on the
web, www.nsf.gov). Districts were given latitude in designing their programs as long as their
link to improved student achievement could be demonstrated.

A preliminary evaluation of the initiative by Systemic Research, Inc. (2001) finds gains in
student achievement, particularly among districts with multi-year participation in the Urban
Systemic program. Teachers are participating in intensive professional development and
changing classroom practice as measured by a survey of enacted curriculum. The evaluators
also found progress toward the NSF goal of increasing the proportion of urban students
enrolling in college-preparatory math and science classes, with underrepresented minority
students making the greatest gains. In participating schools, rates of college-entrance exam
taking are also on the rise.
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In addition to changes within schools, the evaluation found changes at the district and
community level to support the goals of the Urban Systemic program. The evaluators found
increased support of professional development, provision of disaggregated data to schools,
and innovative approaches to resource allocation in participating districts. Schools and
districts are also partnering with local corporations, research centers, and universities to
provide students and teachers with applied learning opportunities (Systemic Research, 2001).

In a Brookings Paper on Educational Policy (1998), Porter analyzed two curricular reform
initiatives: one to increase the units of math and science required for high school
graduation, and the other, provision of a “transition” math course to enable lower-achieving
students to take college-preparatory math courses. Under increased graduation
requirements, he found that students did indeed take more science and math courses without
an increase in dropout rates, and transition courses did enable more students to take college-
prep math classes. He noted that the finding regarding the transition math classes is
particularly important since the curriculum for those courses was a complete replacement of
what teachers had previously taught. Overall, Porter’s findings indicate that “high school
upgrading policies in mathematics and science can be expected to have positive effects
(1998, p. 163).” Further, as his research uncovered no “watering down” of curriculum with
these reforms, he suggests that perhaps “general” or “terminal” math courses should be
eliminated.

Detracking as curricular reform. Tracking, or the practice of sorting students into
different types of curricular programs based on perceived aptitude and/or likely post-
secondary attainment is prevalent in America’s comprehensive high schools (Oakes, 1985).
As urged by James Bryant Conant in the late 1950’s, smaller high schools have been
consolidated into larger schools and differentiated along three lines: academics, vocational
education, and general education. Although the hold of this three-tiered structure on U.S.
high schools may be loosening, students from lower-income families continue to suffer
disproportionately from these leveled systems (Lucas, 1999).

Largely as a result of desegregation mandates, some schools have undertaken “detracking” as
an attempt to question and remove the barriers that allow some students to receive college-
preparatory courses while others do not (Wells & Serna, 1996). Detracking could involve
the removal of programs for the “gifted and talented,” reduction of prerequisites for
enrolling in AP courses, or elimination of remedial (“non-college bound” or “general ed”)
tracks altogether. As Oakes and Wells (1999) and Wells and Serna (1996) have found, the
process of detracking is fraught with combined challenges of curriculum and politics. In
particular, they found parents of more “advantaged” students fighting against changes that
might limit their child’s access to AP and other high-track courses. They also describe
teachers feeling caught between their desires to upgrade the quality of the curriculum for all
students and parental pressure to maintain hierarchical course offerings. The modal result
appears to be a reduction in the lowest-track course offerings, but without an equal increase
in students taking AP-type courses. So while the floor may be raised, access the ceiling
remains limited (Lucas, 1999; Oakes & Wells, 1999).
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Certainly, attacking the core of educational practice as a reform approach has intuitive appeal.
Evidence supporting this approach is mounting, although it is as yet unproven as a way of
improving high schools on a large scale. Growing interest in small schools among reforming school
districts suggests that, in addition to the teaching and learning core, high school structures may also
need attention, particularly in the case of chronically low performing schools.
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YOUTH DEVELOPMENT

DESCRIPTION

What s youth development? While it may not be a household phrase yet, the term “youth development”
is now part of the everyday vocabulary of many policymakers, social workers, educators, and other
individuals working in youth-related professions. The term “youth development” has existed for
several decades, but received increased attention in the late 1980’s when two important publications
were released: The Grant Commission’s The Forgotten Half and the Carnegie Foundation’s Turning
Points. Together, these reports focused attention on America’s youth and began to advocate for
helping to prepare youth instead of trying to prevent or remedy problems (Task Force on Education of
Young Adolescents, 1989; Pittman, Irby, & Ferber, 2000; William T. Grant Commission on Work,
1988). Youth development has gained even more momentum in the past decade as a result of a
number of high profile tragedies that have involved youth as well as a growing awareness that
today’s global economy places new and tougher demands on youth (Connell, Alberti, & Smith,
2000).

Despite the growing acceptance and use of the phrase youth development, there is little consensus
as to the definition of the term (Catalano, 1998; Connell et al., 2000; Gary, 2000; Pittman et al.,
2000). As Jaffe explains, “it is not a single program and doesn’t bring to mind any particular
substantive action or content (2000).” Thus, in many ways, youth development has become a broad
“catch-all” descriptor for a wide variety of youth-oriented programs and initiatives.

The past decade, however, has brought numerous attempts to clarify and define youth development.
In a piece that has greatly influenced the field of youth development, Pittman and Cahill explained
that youth development is an ongoing growth process in which @/ youth participate. During this
process, adolescents are trying to meet their personal and social needs as well as build skills and
competencies that will help them in the present day and in the future (Pittman & Cabhill, 1992).
Building on Pittman’s work, Catalano defined positive youth development as seeking “to promote
healthy development; foster positive youth outcomes; focus ‘non-categorically’ on the whole child;
focus on the achievement of developmental tasks; and focus on interactions with family, school,
neighborhood, societal, and cultural contexts (Catalano, p. 8-9).” To further operationalize the
definition, Catalano explained that positive youth development programs attempt to accomplish one
or more of the following objectives:

1. Promotes bonding 9. Fosters spirituality

2. Fosters resilience 10. Fosters self-efficacy

3. Promotes social competence 11. Fosters clear and positive identity

4. Promotes emotional competence 12. Fosters belief in the future

5. Promotes cognitive competence 13. Provides recognition for positive behavior

6. Promotes behavioral competence 14. Provides opportunities for prosocial involvement
7. Promotes moral competence 15. Fosters prosocial norms

8. Fosters self-determination (Catalano, 1998, p. 1-2)
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THEORY OF ACTION

Why youth development? The theory of action underlying the youth development approach is based on
the failure of earlier prevention programs. Research demonstrated that interventions centered on
providing knowledge or skills to correct a deficit failed to produce positive effects (Catalano, 1998;
Connell et al., 2000). Also, research suggested that focusing on one single problem behavior ignored
the complexity of the “whole child” (Catalano, 1998; Kirby, 1997; Tolan & Guerra, 1994).

As a result of these findings, a new approach began to emerge. Instead of reducing deficits, the focus
now shifted to building assets in youth. There was a growing recognition that preventing teenage
pregnancy or drug use was not enough; students also needed to be equipped with the skills and
knowledge that would enable them to succeed in the present and the future. As Pittman argued,
“problem free is not fully prepared” (Pittman & Wright, 1991).

This concept was supported by an increasing amount of research during the 1990’s. For example,
the National Longitudinal Study of Adolescent Health showed that connections to support networks
help protect youth across multiple domains including emotional health, violence, substance abuse,
and sexuality (Resnick, 1997). Academy for Educational Development, the Center for Youth
Development and Policy Research, Public/Private Ventures, and the Search Institute have also
served important roles in building the research to give the theory behind youth development greater
credibility.

What relevance does youth development have for adolescents? Recently, many resources and much attention
has been directed toward youth development programs that focus on the younger years, particularly
early childhood through programs like Healthy Start. However, youth development also has an
important role for adolescents. Contrary to the popular notion that the teenage years are too late to
make a difference, Costello et al. explain how the process of adolescence is critical for developing
the skills and knowledge necessary to succeed in adulthood (Costello, Toles, Spielberger, & Wynn,
2000). Pittman and Wright defined the six basic needs of adolescence as the following:

Safety/Structure
Belonging/Membership
Self-worth/Contributing
Independence/Control Over One’s Life
Closeness/Relationships

A ol e

Competence/Mastery
(Pittman & Wright, 1991)

Thus, a concise theory of action for youth development might read as follows: Youth development
concentrates on strengthening the institutions that affect youth, as well as the connections between these institutions, in
order to provide more developmentally-appropriate learning environments focused on the “whole child.” By providing
young people with numerous, supported opportunities to develop the assets and competencies they need, they are more
likely to excperience success in both the present and the future.
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EXAMPLES

Because the goals of youth development are far-reaching and still evolving, it is almost impossible to
create a discrete list of programs that fall under this umbrella. Catalano helped to organize the wide
array of programs by creating a useful distinction between programs that are organized and
implemented by the following social sectors: family, school, community, and workplace (1998).
Given the complexity of youth development programs, however, it is of little surprise that many
programs do not fall neatly into these categories. The following represents a snapshot of some of
the most prominent youth development strategies and programs that either directly involve or
support the work of high schools.

* Restructuring: One of the problems commonly associated with large, traditional,
comprehensive high schools is that their factory-like structure affords students limited
opportunities to be known and to feel supported. In addition, the typical shuffling from one
class to another every fifty minutes often prevents students from becoming deeply engaged
in the subject matter (Costello et al., 2000, Sizer, 1984). A youth development framework
supports the restructuring of high schools to make them more developmentally appropriate
for adolescents. This might include changes such as extending class time, creating an
advisory period where students meet with the same teacher and peer group every day, or
creating schools-within-schools (for more on this strategy, see the Swall Schools section of

this paper).

® School-to-Work: School-to-work strategies are an important aspect of youth development
approaches. Through part-time employment, job shadowing, career academies, and many
other school-to-work strategies, students are provided the opportunity to build meaningful
relationships with adults. In addition, students learn new skills and are able to begin to plan
and prepare for their future (Leffert, 1996). (For more detailed information on this strategy,
consult the section on _Applied 1 earning.)

= Student voice: One youth development approach that has gained increasing momentum
over the past several years is providing students with opportunities to participate in school
decision-making. Typically, students’ voices have been absent from important school
discussions and decisions. However, Mitra (2002; forthcoming) argues that incorporating
students’ voices has positive benefits for the school as well as for the youth involved. She
explains that this strategy can help students develop meaningful, positive relationships with
adults, feel a greater sense of engagement and ownership in schools, and provide students
with valuable opportunities to learn about decision-making and leadership.

Examples of sites that have implemented student voice include the Students as Researchers
Project in the UK. This project involved a group of students at a high school who identified
important issues and then, with the support of staff, learned how to research, gather
evidence, and present their recommendations (Fielding, 2001). Other examples of student
voice can be found among some of the schools participating in the Bay Area School Reform
Collaborative (BASRC).” Although increasing student patticipation in school reform and

SBASRC was formed in 1995 in response to Ambassador Walter Annenberg’s national challenge and 500 million dollar
gift to public education. The Hewlett Foundation responded to this challenge and helped to support the creation of a
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decision making was not an explicit goal of BASRC, many of the high schools involved in
the initiative have begun to involve students in their decision-making and reform work
(Center for Research on the Context of Teaching, 2000).

* Community youth development: Community youth development is a relatively new term
that refers to the joining of youth development and community development. The idea here
is that a symbiotic relationship exists between youth and their communities: communities
depend upon the energy and contributions of their youth while youth depend on the vitality,
protection, and attention of their communities (The Ford Foundation, n.d.). In Community
Counts (2000), McLaughlin expanded on the potential contributions of the community to
young people explaining, “the community — in the form of the organizations and activities it
supports — can help youth beat the odds associated with gaps in traditional institutional
resources (p. 3).” In many cases, these community organizations team up with schools or
schools play a prominent role in their efforts. The goals, structure, and content of the
programs that fall under this category vary greatly. Programs range from national,
multimillion-dollar efforts to more local, “home-grown” programs. One program that has
received a great deal of attention recently is the Beacons Initiative. Beacon Centers are a
national model of community partnerships offering a wide range of recreational, social
service, educational, and vocational activities at the host site. Program offerings at the high
school level include activities such as SAT prep classes, self-defense lessons, employment
training, and peer tutoring. Through activities such as these, Beacons strive to help youth
develop positive behaviors and competencies (Warren, 1999).

REVIEW OF RECENT RESEARCH

What s the state of youth development research? Although positive youth development programs have
received increased attention during the past two decades, the body of empirical evidence
surrounding youth development remains relatively underdeveloped (Catalano, 1998; Leffert, 1990).
Several factors explain why this is the case. First, without a clear definition of youth development
researchers and practitioners have struggled to establish outcomes. Gary explains how it is much
more common and easier to assess traditional problems such as student drop-out rates or teenage
pregnancy than it is to assess how many students are abstaining from sex or are involved in
supportive, caring relationships with peers and/or adults (2000). Second, the lack of institutional
supportt in academia for youth development (Benson & Saito, 2000; Pittman et al., 2000) limits the
breadth of the research agenda. This may in part be due to the fact that the field is interdisciplinary
in nature thus making it difficult for any one discipline to take charge of a research agenda.
Fortunately, however, this situation seems to be changing. Most notably, the National Research
Council published Community Programs to Promote Y outh Development (Eccles & Gootman, eds., 2002)
which helped to clarify indicators and intended outcomes of youth development programs.

regional reform initiative that provided Bay Area schools with 50 million dollars. This amount has been matched by
public and private donations of more than 60 million dollars.
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What does the existing youth development research tell us? Despite the weaknesses in youth development
research, some important studies that focus on student outcomes have been conducted. Perhaps the
most significant early study was one conducted by Conrad and Hedin in 1981. In an analysis of 30
experiential education programs, they found that participating students displayed improvements in
moral reasoning, self-esteem, and attitude toward community service. Conrad and Hedin also found
that students showed improvement in their personal and social development. Cognatta and
Sprinthall (1978) also found improvement in ego and moral development of students participating in
service-learning programs, while Newman and Rutter (1983) found that service-learning participants
showed an increased sense of social responsibility and competence.

More recently, there have been several major studies worthy of note. In her review of various types
of youth development programs, Leffert (1996) found that many of the programs resulted in
improved attendance, academic achievement, and self-esteem. In addition, participants in these
programs displayed a decrease in school failure and substance abuse as well as other high-risk
behaviors.

In another important analysis, Catalano (1998) identified 77 positive youth development programs
with evaluation data. However, only 25 of these programs were chosen for the analysis; the other 52
were excluded because they did not meet the study’s scientific criteria or they failed to show
evidence of making an impact. Of these 25, only a handful are relevant to high schools. For
example, one high school-oriented program was the Teen Outreach Program. Adolescents involved
in this program participated in volunteer activities and classroom discussions focusing on service
experiences and other age appropriate issues. Evidence showed a decrease in school failure as well
as school suspension. Another program, the Valued Youth Partnership program, also showed
positive outcomes. In this program, high school students served as mentors and tutors for younger
students. The positive effects for high school students included reduced dropout rates and
improved reading grades. Finally, the Quantum Opportunities Program provided a wide range of
services ranging from peer tutoring to community service projects to mentoring. The evaluation of
this program revealed that participants had significantly higher high school graduation and post-
secondary attendance rates. In addition, participants received more honors and awards than the
control group of students.

A more recent meta-analysis was conducted by Scales and Leffert in 1999. They found that
outcomes of positive youth development programs included the following:

* Improved self-esteem

* Improved life skills including skills such as leadership and public speaking
* Increased communication with family

* Decreased involvement in high risk behaviors

® Increased academic achievement

= Greater social engagement, evidenced by a reduction in reports of shyness and loneliness

Opverall, then, youth development initiatives appear to have positive outcomes for students. What is
less clear are how to effectively merge these efforts with the work of high school reform.
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COMPREHENSIVE/WHOLE SCHOOL REFORM
DESCRIPTION

What is whole school reform? “Whole school” or “comprehensive” school reform strategies strive to
overcome the failings of piecemeal, incremental approaches. By using research-based methods,
whole school reforms address the many interrelated aspects of school functioning simultaneously.
With no less than 30 reform “models” currently implemented in schools nationwide, there is no one
whole school reform strategy. Yet all of the strategies address multiple core areas of schooling such
as curriculum and instruction, school organization and governance, assessment, and professional
development.

Although the models have been developed by independent organizations, much of the momentum
behind whole school reform implementation resulted from federal Comprehensive School Reform
Design (CSRD) legislation providing grants to schools to introduce one of the models at their site.
So while not all whole school reform is federally-funded, nine guidelines established by the
Department of Education characterize the multi-faceted nature of whole school reform. The
strategies are intended to incorporate the following principles:

Research-based methods
Comprehensive approach

Staff development

Goals

Supportive staff members

Parental and community involvement
External assistance

Evaluation

Y e ok

Coordination of funds

An important aspect of comprehensive school reform is that schools typically partner with the
reform developers or a “design team” to receive ongoing assistance with implementation of their
chosen model.

THEORY OF ACTION

A theory of action for whole school reform could be: Whole school reform: rests on the belief that aligning
the effort of all involved in each school’s educational enterprise can bring about high levels of achievement for all
students. "To avoid reinventing the wheel or the continued pursuit of incremental approaches, schools can choose from a
variety of pre-developed models which are typically accompanied by on-site support for initial adoption and ongoing

implementation.

Many of the most frequently implemented programs (e.g., Accelerated Schools, Comer School
Development Program, Success for All) were designed with a K-6 or K-8 focus. Increasingly,
however, designs have been broadened to include grades 9-12 and a small number of high school-
specific approaches have been developed.
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EXAMPLES

Below are some of the whole school reform strategies most often implemented at the high school

level.

Coalition for Essential Schools (CES): As an outgrowth of the Study of High Schools
and his book Horace’s Compromise, Ted Sizer launched the Coalition of Essential Schools in
1984 as an attempt to overcome the failings of the comprehensive high school (such as
depersonalized environments and lack of academic press). In lieu of a specific “program” or
“model,” CES instead offers ten common principles’ to guide school improvement efforts.
These principles include the metaphor of “student-as-worker” rather than “teacher-as-
deliverer-of-instructional services;” teachers as generalists first, specialists second; and the
stipulation that teachers should see 80 or fewer students per day (Sizer, 1984). Since its
original inception, CES has identified four areas of focus around which they provide
implementation support: school design/organizational practices, classroom practice,
leadership, and community connections (www.essentialschools.org).

Although less prescriptive than most whole school reform strategies, CES aims to redesign
high schools into places where students “learn to use their minds well.” While CES includes
many schools in the K-8 grade span among its membership, the majority of its members are
high schools.

America’s Choice: Developed by The National Center on Education and the Economy,
America’s Choice is a K-12, standards-based approach to whole school reform. The core of
this program is its aligned standards, curriculum, and assessments, supported by multi-grade
“looping,” ongoing professional development for teachers, and on-site technical support.
Their high-school specific program includes a “lower” and “upper” division, with the lower
division focused on student attainment of strong literacy and math skills, and the upper
division offering eatly college and/or career academy options.

(http:/ /www.ncee.org/acsd/program/high.jsp)

Talent Development High Schools (with Career Academies): Developed by the Center
for Research on Students Placed at Risk (CRESPAR) at Johns Hopkins University, Talent
Development High Schools consist of two main strategies: the creation of a Success
Academy for ninth-graders and theme-based career academies for students in upper grades.
All students receive a common academic core.

The Talent Development program was developed in response to research on high school
dropout patterns that demonstrated high attrition at 9" grade. Thus, the approach aims to
create a responsive ninth grade experience and to gear instruction in subsequent years to
students’ academic needs and career interests to enhance engagement and learning.

A unique feature of Talent Development high schools is that each academy (with a
maximum of 300 to 350 students) is self-contained, with its own faculty, management team,
and physical space, including a separate entrance intended to enhance their autonomy.
Talent Development schools also offer a “Twilight School,” an after-hours enrichment
program for students who have serious attendance and/or discipline problems.

(http:/ /www.csos.jhu.edu/tdhs/)

¢ The tenth principle, that schools should “demonstrate non-discriminatory and inclusive policies, practices, and
pedagogies” was added in 1997 (www.bayces.org/aboutbayces/principles/10principles.html).
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High Schools that Work (HSTW): As discussed in the Applied Learning section of this
paper, High Schools That Work is an attempt to blend a traditional college-preparatory
curriculum with high-quality vocational and technical experiences to prepare students for the
worlds of both college and work. While HSTW does not prescribe a set curriculum, they
recommend subject-specific graduation requirements (such as at least four credits in English
courses with the content and performance standards of college-preparatory English and at
least four credits in an academic or a vocational-technical major). These requirements
supersede those of “basic” or “general education” curricular tracks.

(http:/ /www.steb.otg/programs/hstw/hstwindex.asp)

ATLAS Communities: ATLAS, or Authentic Teaching Learning and Assessment for All
Students, was formed through the collaborative efforts of leaders from two model-based
schoolwide reform initiatives (the Coalition of Essential Schools and the School
Development Program) plus two educational improvement organizations (Harvard’s Project
Zero and the Educational Development Center). Intending to pool the knowledge and
expertise of several prominent reform organizations, ATLLAS was awarded seed funding by
New American Schools’. Unlike other school reform models, ATLAS works through
“pathways,” or feeder-pattern clusters of a high school and its constituent elementary and
middle schools to ensure a coherent K-12 learning experience for students.

ATLAS works with its pathways toward five goals:
1. To improve learning for all students by focusing on teaching for understanding;
2. To evaluate student work through a variety of standard and authentic assessments;

3. To engage teachers in serious, sustained professional development through whole-
faculty study groups;

4. To involve families and other community members in the education of their
children;

5. To reorganize the internal structures and decision-making processes of schools and

districts to support the above goals (http://www.atlascommunities.org/).

Expeditionary Learning Outward Bound (ELOB): As described by Bodilly (1998),
Expeditionary Learning “engages students and revitalizes teachers through a teacher-guided,
project-based approach that focuses every aspect of teaching and learning toward enabling
all students to meet rigorous academic standards and character goals (p. 126).” Students and
teachers participate in long-term “learning expeditions” which emphasize hands-on, project-
based learning, fieldwork, and direct service. The design incorporates teacher “looping” and
teaming, and professional development revolves around the teacher-led design of the
expeditions. (http://www.elob.org/)

7 New American Schools (formerly the New American Schools Development Corporation) is a privately-funded
nonprofit organization which supports the development and dissemination of whole-school reform designs
(http:/ /www.newamericanschools.org/).
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REVIEW OF RECENT RESEARCH

Research on whole school reform falls into two main categories: implementation research and
outcome research. As many of the programs are still relatively “young,” implementation research
dominates the available literature. Also, since the majority of whole-school reform models are
implemented in K-8 sites, particularly those funded by CSRD grants (Martinez & Bray, 2002), much
of the research on comprehensive/whole school reform excludes high schools (e.g., Datnow, 2000;
Hope for Urban Schools, 1999).

Aside from these constraints, one of the main criticisms of comprehensive school reform is that
although the models are all said to be “research-based,” the research base for many of the programs
is weak, inconsistent, or conducted by internal program staff (CPRE, 1998). In an AIR-developed
Eduncator’s Guide to Schoolwide Reform (www.aasa.otg/reform/ overview.htm), the researchers echo this
point:

In general, evidence of positive effects on student achievement — arguably the most
important feature of any reform approach — is extremely limited. Even though many of the
approaches have been in schools for years, only three provide strong evidence of positive
effects on student achievement. As a result, educators often are considering schoolwide
reform without vital information on which to make decisions. More rigorous evaluations are
needed, with broad dissemination of findings (Herman, 1999).

Nonetheless, there is some empirical evidence for these programs, which falls into the two
categories mentioned above:

Implementation research. One of the more comprehensive studies of whole school reform models is the
RAND analysis of the Demonstration and Scale-Up Phases of the New American Schools designs
(Bodilly, 1996; 1998). Using the reform model as the unit of analysis, these researchers studied the
implementation of seven NAS-supported designs (including ATLAS and Expeditionary Learning) in
a sample of school sites throughout the country. Although their focus was on the implementation
process, not the designs themselves, these studies are instructive about some particular issues
relevant to high school adoption of whole school reform strategies. Specifically, they found that:

» The designs tended to be more fully developed at the elementaty level, which appears to
have led to smoother implementation there than at the secondary level. Also, many of the
support providers lacked secondary-level implementation experience.

» As many of the models recommend or require changes in student grouping and scheduling,
implementors confronted structural patterns typical in high schools (i.e., large school size,
subject-based departmentalization, 50-minute periods). These structural features common
to secondary schools appear to have stymied implementation.

There are also federal studies of comprehensive school reform implementation, such as CSRD i the
Field, which provides lessons learned and resources for implementing sites (www.ed.gov/offices/
OESE/compreform/cstd00teport.html).
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Findings regarding student outcomes. The AIR study (Herman, 1999) compared 24 whole-school reform
strategies along the dimensions of a) evidence of positive effects on student achievement, b) support
provided by developers and c) first-year adoption costs. The study included two high school-
specific approaches: High Schools that Work, which received high marks for student achievement
and implementation support, and Talent Development, which at the time was considered “marginal”
in its evidence of positive effects on student achievement but strong on implementation support
(www.aasa.org/reform/overview.htm).

A more recent study of Talent Development schools in Philadelphia indicated positive eatly signs
for the program. In an analysis of the Ninth Grade Success Academies at two schools, researchers
found improvements in student behavior, attendance, academic performance, and promotion to 10"
grade (Philadelphia Education Fund, 2000).

In a meta-analysis of research on student achievement effects of comprehensive school reform
models (Borman, Hewes, Overman, & Brown, 2002), researchers found “promising” outcomes for
three programs in particular®, but also for others. They also note a time effect: schools
implementing models for five years or more showed “particularly strong effects” (p.3).

Update on New American Schools Research

In a volume synthesizing a decade of research on the New American Schools reform models,
Berends, Bodilly, & Kirby (2002) found, generally, “weak implementation and lack of strong
improvements in school performance” (p. 146). This is not necessarily the fault of the sponsoring
organization or the models themselves, however. Instead, the researchers found that school
readiness and capacity to take on whole school reform and school district support of the selected
model were critical factors in the extent of implementation and any associated improvement in
student achievement. The authors reiterate the conditions repeatedly found to be crucial to
implementation of broad school reforms: “teacher support and sense of teacher efficacy; strong and
specific principal leadership abilities; clear communication and ongoing assistance on the part of
design developers; and stable leadership, resources, and support from the district” (p. 151).

Whole school reform encompasses a wide variety of school improvement strategies. Perhaps with
time and continued investment, the research base will grow, particularly in relation to high school
implementation and outcomes. Yet because of their comprehensiveness, these approaches remain
promising.

8 The three programs were Direct Instruction, Success for All, and the School Development Program.
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APPENDIX A: SMALL SCHOOLS

ORGANIZATIONS

The Coalition for Essential Schools (CES) is “a growing national network committed to increasing
student achievement by re-inventing school design, classtoom practice, leadership, and community
connections (www.essentialschools.org).” Formed by Ted Sizer in 1984. Originally focused on high
schools but now includes schools across the K-12 range. Website has links to CES-affiliated schools,
centers, and local networks.

In 2003, CES received an $18.7 million grant from the Bill and Melinda Gates foundation to support the
development of a network of Mentor High Schools as well as ten new high schools based on CES
principals. They are also charged with invigorating five CES schools with the potential of growing
additional mentor schools. CES will also strengthen its network of regional centers to support new
school creation and high school redesign. (There are currently 19 regional centers in 16 states. See
http://www.essentialschools.org/cs/schools/querv/q/5562x-r=runnew for a listing.)

The first five mentor high schools, intended to help guide new CES schools and those secking to adopt
CES' principles and practices, are:
® The Boston Arts Academy (Boston, MA):
http://boston.k12.ma.us/schools/RC607DEC2003.pdf
® Federal Hocking High School (Stewart, OH): http://federalhocking.k12.0h.us/
® Humanities Preparatory Academy (New York, NY):
http:/ /www.newvisions.org/schoolsuccess/schools/high /index.shtml#Human%20Prep
®  Quest High School (Humble, TX): http://qhs.humble.k12.tx.us/
® Urban Academy (New York, NY): http://www.utbanacademy.org/

CES also named two "Emerging Mentor Schools:
® Leadership High (San Francisco, CA): http://www.leadershiphigh.org/

® New Mission High School (Boston, MA):
http://boston.k12.ma.us/schools/RC664DEC2003.pdf

Cross City Campaign: The Cross City Campaign for Urban School Reform (www.crosscity.org) is a
national network of school reform leaders from seven cities (Baltimore, Chicago, Denver, Los Angeles,
New York, Philadelphia and Seattle) working together with multiple stakeholders to improve public
schools and education for urban youth. Website provides links to publications as well as “Flash Facts,
research briefs including topics such as “Small Schools” and “High Schools in Focus.”
(www.crosscity.org/pubs/flashfacts.htm)

2

School Redesign Network (at Stanford University): This Gates Foundation-funded initiative fosters
learning networks of school reformers through study tours, professional development events, an
interactive website, and the dissemination of resources such as the Study Kit for High School Redesign and
publications such as Redeszgning Schools: What Matters and What Works.

(http:/ /www.schoolredesign.net/stn/)

Small Schools Project (at the Center on Reinventing Public Education, University of Washington):
Supported by the Gates Foundation, this organization provides technical assistance to small schools
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being created in Washington state and in other areas of the U.S. (www.smallschoolsproject.org). The
Project is directed by Rick Lear, creator of small schools and former senior researcher at the Coalition of
Essential Schools.

Small Schools Workshop (at the University of Illinois, Chicago): Founded by William Ayers and
Michael Klonsky, the Small Schools Workshop is “a group of educators, organizers, and researchers
collaborating with teachers, principals, and parents, in the creation and support of small, innovative
public schools (www.smallschoolsworkshop.org).” Website has links to recent research and
publications. They also maintain an active listserv.

The Theme High School Network [THiSNET]: Funded by the Bill & Melinda Gates Foundation
and housed at the Institute for Educational Leadership, THisNET is designed to “connect theme high
schools around the country by providing educators with support and ideas for successfully developing
and implementing theme schools.” This is primarily accomplished through their website,
www.thisnet.org, which serves as a clearinghouse for research on themed high schools and a “school
search” function which allows schools to locate and connect with other sites employing particular
themes.

REPLICATION MODELS/INITIATIVES

Aspire Public Schools (California) www.aspirepublicschools.org

The Big Picture Company: www.bigpicture.org

Green Dot Public Schools (Los Angeles Area): www.greendotpublicschools.org
High Tech High Learning Network www.hightechhigh.org

FUNDERS/CONSORTIA

Bill & Melinda Gates Foundation: Provides funding to school districts, networks of schools, and
intermediary organizations in the Pacific Northwest and nationwide. Grants are to support: 1)
improving achievement; 2) infusing technology into the learning environment; 3) increasing
opportunities for quality professional development; and 4) strengthening home and community
partnerships. Several grant recipients focus on small school work (e.g., BayCES, Aspire Public Schools,
New Visions, and the University of Washington’s Small Schools Project).
(www.gatesfoundation.org/learning/ ed/schools/defaulthtm). Website also provides links to research
and resources on a number of school reform topics including school size
(www.gatesfoundation.org/learning/ed/ schools/resources/default.htm).

Carnegie Corporation of New York’s “Schools for a New Society” Initiative: Ten urban districts
were awarded planning grants in 2000, and seven were selected to receive five-year implementation
grants in 2001, with an expectation of local matching of funds. The program is intended to support local
school-district-community partnerships to reverse the chronic underperformance of urban high schools.
(www.carnegie.org..)

New Century High Schools Consortium for New York City: Established by the Bill & Melinda
Gates Foundation, the Carnegie Corporation of New York, and the Open Society Institute (OSI), and
managed by New Visions for Public Schools (www.newvisions.org), this consortium is addressing the
issue of underperforming comprehensive high schools in New York through a five-year, $30 million
investment for school redesign and the development of new small schools in the city. In 2002, 17 New

Appendices/ Review of Selected High School Reform Strategies Page 2



Century high schools opened (13 of which were in the Bronx), with at least 41 schools projected by the
fall of 2003. http://www.newvisions.org/newcenturyhs/.

U.S. Department of Education’s Smaller Learning Communities Program: Awarded planning
grants ($25,000 — $50,000 per project) and three-year implementation grants of $250-500,000 per project.
Website (http://www.ed.gov/programs/slcp/index.html?exp=0) provides links to the legislation, the
grant application, and an overview of strategies for creating smaller learning communities with examples
of actual schools implementing these strategies. The approved strategies include “schools-within-a-
school, career academies, or houses; mentoring strategies such as personal adult advocates or teacher-
advisory systems; magnet schools; flexible scheduling or lengthening the school year or day; and other
innovations designed to create a more personalized high school experience.” (from website)

TOOLS/RESOURCES

Allen, L., Almeida, C., Cushman, K., DeSalvatore, L., Malarkey, T, & Steinberg, A. (2000). Reznventing high
school: Six: journeys of change. An in-depth look at six high schools that are transforming the way we think about
secondary schooling. A joint venture of Jobs for the Future, the Coalition of Essential Schools, and the U.S.
Department of Education’s New American High Schools Initiative, with support from the Northeast
and Islands Regional Educational Laboratory at Brown University. Available:

http:/ /www.essentialschools.org/pdfs/RHS.pdf

Almeida, C., & Steinberg, A. (eds.) (2001). Connected Learning Communities: A Toolkit for
Reinventing High Schools. Boston, MA: Jobs for the Future, the JFF National Faculty, and the U.S.
Department of Education’s New American High Schools Initiative. Available:

http:/ /www.jff.org/jff/PDFDocuments/CLCToolkit.pdf

This 160-page toolkit provides resources for benchmarking, action planning, creating small
learning communities, extending learning beyond the classroom, and using data to guide reform.

Darling-Hammond, L. (with Alexander, M. & Prince, D.). (2002). Redesigning Schools: What Matters and
What Works. Stanford, CA: School Redesign Network at Stanford University. Available:
http://www.nwrel.org/scpd/sirs/nslc.pdf

Based on a speech where Darling-Hammond described characteristics of small schools that are
succeeding with low income, high minority populations, this publication describes ten key
features (e.g., personalization, authentic curriculum, family and community connections), offers
snapshots of the features in action, and provides sample budgets and schedules based on the
small schools profiled.

Daniels, H., Bizar, M., & Zemelman, S. (2000). Rethinking high school: Best practice in teaching, learning, and
leadership. Portsmouth, NH: Heinemann, 2000.

Steinberg, A. & Allen, L. (2002). From Large to Small: Strategies for Personalizing the High School. A joint
publication of Jobs for the Future, Carnegie Corporation of New York, and the Northeast and Islands
Regional Educational Laboratory at Brown University. Available:
http://www.jff.org/iff/PDFDocuments/lLargetosmall.pdf

Offers profiles of schools and districts involved in converting large high schools into smaller
learning communities. The authors provide tools and suggestions to help guide teachers and
school leaders seeking to implement a small schools strategy.
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APPENDIX B: APPLIED LEARNING

ORGANIZATIONS

Center for Research on the Education of Students Placed at Risk (CRESPAR) Developed by staff
at Johns Hopkins and Howard Universities, CRESPAR was founded in October 1994. The organization
is funded primarily by the Office of Educational Research and Improvement (OERI). CRESPAR is
responsible for developing the Talent Development Model — an applied learning strategy that
incorporates career academies as a vehicle for whole school reform.

(http:/ /www.csos.jhu.edu/tdhs/model.htm)

Jobs for the Future. The central goal of this organization is to develop and promote strategies that
serve those who are now ill-prepared to get good jobs. Jobs for the Future explores the potential of
various strategies and also supports intermediary organizations that successfully integrate education and
employment opportunities. Their website, www.jff.org, provides more detailed information about the
organization and interesting links to research and evaluation concerning school-to-work initiatives.

High Schools That Work. Founded by the Southern Regional Education Board, High Schools That
Work (HSTW) strives to raise the bar for non-college bound students through the integration of
challenging academic and vocational curricula. The nation wide network began with 28 sites in 13 states
and has now expanded to over 800 sites in 22 states. (www.sreb.org/programs/hstw/ hstwindex.asp)

The National Academy Foundation (NAF): The National Academy Foundation sponsors a national
network of career academies in the fields of Travel & Tourism, Information Technology, and Finance.
As an intermediary organization, NAF provides standards-based curricula, staff development
opportunities, support for the development of local advisory boards, and technical assistance to schools
implementing their programs. www.naf.org.

The National Centers for Career and Technical Education [NCCTE]. Funded by the federal
Office of Vocational and Adult Education, NCCTE is a consortium of universities who train career and
technical studies educators and conduct research on the nation’s career and technical education
programs. A wide range of publications, policy briefs, announcements, and other resources can be
found on their website: http://www.nccte.org/.

TOOLS/RESOURCES

Goldberger, S., Keough, R., & Almeida, C. 2000. Benchmarks for Success in High School Education: Putting
Data to Work in School-to-Career Education Reform. Boston: LAB at Brown University in partnership with
Jobs for the Future.

Based on real experiences with reforming high schools incorporating school-to-career strategies,
this publication is intended to “help communities keep their reform efforts on track through a
process of goal setting and measurement that sets realistic and achievable reforms while still
building toward fundamental educational change.” The publication includes tools for
benchmarking improvement efforts at schools and for involving business, community, and
postsecondary partners, and provides guidance to school district and partner organizations in the
implementation of school-to-career initiatives.
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APPENDIX C: K-16 AND DUAL ENROLLMENT

ORGANIZATIONS/LINKS

The Bridge Project at Stanford University is a national research effort focusing on issues related to
the high school to college transition. The website includes links to a series of reports, articles, and
policy tools relevant to the K-16 continuum. http://www.stanford.edu/group/bridgeproject/.

The Charles A. Dana Center at the University of Texas, Austin’s Advanced Placement Equity
Initiative: This website offers a description of the Center’s efforts as well as research on the
initiative. See http://www.utdanacenter.org/ap/math/

The Early College High School Initiative, supported by the Gates Foundation in partnership
with the Carnegie Corporation, the Ford Foundation, and the W.K. Kellogg Foundation and
coordinated by Jobs for the Future, aims to create 70 small high schools between 2002 and 20006.
http://www.eatlycolleges.org/Index.html; see also
http://www.eatlycolleges.org/Downloads/CorePrinciples.pdf.

Gaining Early Awareness & Readiness for Undergraduate Programs (GEAR UP)

Sponsored by the U.S. Department of Education, GEAR UP aims to significantly increase the
number of low-income students who are prepared to enter and succeed in postsecondary education.
The program provides two kinds of grants: partnership grants and state grants. Partnership grants
support multi-year partnerships of colleges and low-income middle schools, plus at least two other
partners such as community organizations, businesses, state or local agencies, or others, and are
intended to increase college-going rates among low-income youth through comprehensive
mentoring, counseling, outreach, and supportive services. State grants provide eatly college
awareness activities, including awareness of financial assistance, and academic support through
mentoring, counseling, outreach, supportive services, and scholarships. www.ed.gov/gearup.

Based at the Laguardia Community College where the movement began, the Middle College
National Consortium provides ongoing technical assistance and support to both new and
established middle college high schools as they implement educational reforms and engage in
professional activities designed to help under-performing students meet high academic standards.
http:/ /www.laguardia.edu/mcnc/

LINKS TO A SAMPLING OF EARLY/MIDDLE COLLEGE PROGRAMS:

Bard High School Early College: http://www.bard.edu/bhsec/

The International High School at LaGuardia Community College: http://laguardia.edu/ihs/
Portland Community College’s College Bound Program:

http:/ /www.pps.k12.ot.us/depts/edoption/community/pcc.php

San Mateo Middle College High School: http://www.smccd.net/accounts/smmchs/

Seattle Middle College High Schools:

http:/ /www.seattleschools.otg/schools/middlecollege/index.html

Simon’s Rock College of Bard: http://www.simons-rock.edu/
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APPENDIX D: PROFFESIONAL DEVELOPMENT/
CURRICULUM AND INSTRUCTION

ORGANIZATIONS

The International Baccalaureate Organization (IBO): Provides a “demanding pre-university course
of study that leads to examinations. It is designed for highly motivated secondary school students aged
16 to 19. The diploma programme has earned a reputation for rigorous assessment, giving IB diploma
holders access to the world’s leading universities. ” www.ibo.org

NCTM (National Council of Teachers of Mathematics): Developed rigorous mathematics
standards, available on the web at www.nctm.org,

NSPF’s Urban Systemic Initiative Program: The goal of this program is to improve achievement of
urban students in the areas of mathematics and science with an emphasis on technology. (www.nsf.gov;
see www.systemic.com for evaluation data).
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APPENDIX E: YOUTH DEVELOPMENT

ORGANIZATIONS

The American Youth Policy Forum [AYPF]: The AYPF is “a non-profit, nonpartisan
professional development organization providing learning opportunities for policymakers on youth
policy issues at the federal, state, and local levels. Their website provides links to links to agencies
and organizations working in the field of education, workforce preparation, and youth development
as well as briefs from their sponsored forums and other publications, many of which are available
for download. www.aypf.org

Carnegie Council on Adolescent Development: The following link,
http://www.carnegie.org/sub/research/#adol, provides access to the reports, books, and working
papers that grew out of the work of the Carnegie Council on Adolescent Development.

The Forum for Youth Investment: The motto of this organization is “helping organizations that
invest in youth, invest in change,” and to do so, they are “dedicated to increasing the quality and
quantity of youth investment and youth involvement by promoting a ‘big picture’ approach to
planning, research, advocacy and policy development among the broad range of organizations that
help constituents and communities invest in children, youth and families.” Their website offers links
to publications, working papers, and presentations. www. forumforyouthinvestment.org

The John W. Gardner Center for Youth and Their Communities (at Stanford University): The
John W. Gardner Center was created to facilitate partnerships between the university and local
communities “to build new practices, knowledge, and capacity for youth development and learning.
It acts on the conviction that whole communities are vital to better outcomes for youth, and that
new knowledge, connections, and resources will foster the change necessary to achieving these
goals.” The website offers descriptions of the center’s activities and contains links to relevant
publications and organizations.  http://gardnercenter.stanford.edu.

New Directions for Youth Development: This journal, published by Jossey-Bass, features guest-
edited volumes such as “When, Where, What, and How Youth 1earn: Blurring School and Community
Boundaries” (No. 97, Spring 2003; Pittman, K.J., Yohalem, N., & Tolman, J. eds.) and “Youth
Participation: Improving Institutions and Communities,” (No. 96, January 2003, Kirshner, B., O'Donoghue,
J.L., & McLaughlin, M\W., eds.). See

http://www.josseybass.com/WileyCDA /WileyTitle/productCd-MHS.html for more information.

What Kids Can Do [WKCD]: Founded in 2001, What Kids Can Do is a national nonprofit
working to “document the value of young people working with teachers and other adults on projects
that combine powerful learning with public purpose for an audience of educators and policy makers,
journalists, community members, and students.” Their website and publications serve to exemplify
institutions, programs, and community initiatives that support the healthy development and
achievement of adolescents and showcase youth voice. They endeavor to connect efforts in the
areas of school reform, youth development, community development, service learning, and school-
to-work and “aim to stand, as well, at the intersection of journalism, research, and advocacy.” See:
www.whatkidscando.org
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APPENDIX F: COMPREHENSIVE/WHOLE SCHOOL
REFORM

ORGANIZATIONS

Northwest Regional Educational Library (www.nwrel.org/scpd/catalog/index.shtml):
Maintains a catalog of school reform models which can be organized by grade level, focus area, etc.,
to help schools identify and select an appropriate model.

National Clearinghouse for Comprehensive School Reform (www.goodschools.gwu.edu):
Based on the premise that “good schools need good information,” this web-based clearinghouse
collects and disseminates information to help schools and districts implement comprehensive school
reform models. Established by the U.S. Department of Education in 1999, the Clearinghouse is a
partnership of the George Washington University, the Council for Basic Education, and the
Institute for Educational Leadership.

New American Schools: Founded in 1991, New American Schools is “is a leading provider of
professional services and investment in K-12 education. As a business-led, nonpartisan, nonprofit
organization, NAS and its strategic partners provide support to state departments of education,
school districts, charter authorizers, and networks of schools, offering key stakeholders the tools and
external assistance needed to facilitate and sustain both student and adult learning”
(www.newamericanschools.org). By providing funding and technical assistance to school reform
designs, the organization was instrumental in helping a number of models to “go to scale.”

TECHNICAL ASSISTANCE:

U.S. Department of Education’s CSRD Resource page:
http:/ /www.ed.gov/programs/compreform/resources.html

U.S. Department of Education, 2000: CSRD in the Field: Final Update. Available online at
http://www.ed.gov/programs/compreform/csrd00report/index.htmlPexp=0

Herman, 1999: An Educator’s Guide to Schoolwide Reform. Available online at
www.aasa.otg/reform/index.htm.

CPRE Policy Brief RB-24, 1998: States and Districts and Comprebensive School Reform. Available online
at http:/ /www.cpre.org/Publications/tb24.pdf.

Appendices/ Review of Selected High School Reform Strategies Page 8



APPENDIX F: COMPREHENSIVE/WHOLE SCHOOL
REFORM (continued)

HIGH-SCHOOL SPECIFIC (9-12)/K-12 MODELS
(see http:/ /www.nwrel.org/scpd/catalog/LevelDirectory.asp for a listing of these models with links

to each program’s website).

America’s Choice

Interactive Mathematics Program*

ATLAS Communities

Iowa Chatauqua Program

Audrey Cohen College: Purpose-Centered
Education

Junior Great Books

Center for Effective Schools

League of Professional Schools

Coalition of Essential Schools

Math Connections: A Secondary Mathematics Core
Curriculum*

Community for Learning

Modern Red Schoolhouse

Community Learning Centers

National Writing Project

COMP: Creating Conditions for Learning

Onward to Excellence

Co-nect

Paideia

Core Plus Mathematics Project/Contemporary
Mathematics in Context*

Positive Action

Edison Schools

QuEST

Exemplary Center for Reading Instruction

School Development Program

Expeditionary Learning Outward Bound

Talent Development High School with Career
Academies*

Feuerstein’s Instrumental Enrichment

University of Chicago School Mathematics Project

High Schools That Work*

Urban Learning Centers

HOSTS

Ventures Initiative and Focus System

Integrated Thematic Instruction

*Designated as a model for grades 9-12 only
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REVIEW OF SELECTED HIGH SCHOOL
REFORM STRATEGIES

Annotated Bibliography




Annotated Bibliography
Policy Contexts for High School Reform

Berends, M., Bodilly, S.J., & Kirby, S.N. 2002. Facing the Challenges of Whole-School Reform:
New American Schools After a Decade. Santa Monica, CA: RAND. [See description in
Comprehensive/Whole School Reform section of bibliography.|

Cohen, M. 2001. Transforming the American High School: New Directions for State and 1ocal Policy.
Washington, DC: Aspen Institute Program on Education in a Changing Society with Jobs for the
Future. Available: .http://www.aspeninstitute.org/aspeninstitute/files/Img/pdf/highschools.pdf

Building on the foundation of standards-based reform, Cohen proposes that states and
districts pursue both incremental and radical change strategies, with the incremental reforms
focusing on the lowest-performing urban high schools and the radical reforms aiming to
stimulate the creation of many new and small schools and to restructure governance and
management arrangements.

Datnow, A. (2000). Power and Politics in the Adoption of School Reform Models. Educational
Evaluation and Policy Analysis, 22(4), 357-374. [See description in Comprehensive/Whole School
Reform section of bibliography.]

Datnow, A., Hubbard, L., & Mehan, H. 2002. Extending Edncational Reform: From One School to Many.
New York: RoutledgeFalmer.

Hightower, A.M., Knapp, M.S., Marsh, J.A., & McLaughlin, M. 2002. School Districts and
Instructional Renewal. New York, NY: Teachers College Press.

Although the chapters in this book do not address high schools specifically, they highlight
the important role of school districts in implementing standards-based reforms and other
educational improvement initiatives.

Martinez, M., & Bray, J. May, 2002. A/ Over the Map: State Policies to Improve the High School.
National Alliance for the American High School. Available:
http://www.hsalliance.org/resources/docs/Allfinal.pdf

This paper offers a helpful survey of high school-relevant state policies, focusing on three
clusters: course and graduation requirements, opportunities to learn (e.g., funding,
remediation, alternative options), and policies addressing standards, assessment, and
accountability. A conclusions section suggests state policy actions to advance a high school
reform agenda.

McLaughlin, M. W., & Talbert, J. (2001). Professional Communities and the Work of High School
Teaching. Chicago: University of Chicago Press.
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McNeil, P.W. January, 2003. Rethinking High School: The Next Frontier for State Policymakers.
Paper prepared for The Aspen Institute Program on Education. High School Solutions: Estes Park,
CO. Available: http://www.aspeninstitute.org/Aspenlnstitute/files/CCLIBRARYFITLES/filename

/0000000512 /ECSRethinkingHighSc.pdf

Commissioned by the Aspen Program on Education’s Workshop on High School
Transformation, this report surveys four states’ efforts to upgrade the quality of their high
schools. McNeil outlines six lessons which emerged from the experiences of these states,
including the importance of technical assistance, additional resources, and the alignment of
state policies to support high school reform. She closes with five action steps states can take
to promote high school reform and improved student outcomes.

Raywid, M.A. & Schmerler, G. (2003). Not So Easy Going: The Policy Environments of Small Urban
Schools and Schools-within-Schools. Chatleston, WV: ERIC Clearinghouse on Rural Education and
Small Schools. [See description in Small Schools section of bibliography.]

Voke, H. & Brand, B. 2003. Finance and Resonrce Issues in High School Reform. Washington, DC:
American Youth Policy Forum. Available:
http:/ /www.aypf.org/pdf/FinanceandResourcelssuesinHighSchoolReform.pdf

Based on discussions that informed their report High Schools for a New Millennium (2000), this
publication focuses on issues of resource adequacy and, specifically, how high schools can
attain the funding they need to sustain multi-year reform efforts. Among the themes that
emerged from the discussions that spawned the report are that “district and school reform
efforts must be aligned and supportive of each other and districts need to provide leadership
in the strategic use of resources” and that “funding and resource decisions need to be driven
by data, not by past practice.”
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Small Schools

Allen, L. with Almeida, C. & Steinberg, A. (2001, August). Wall to Wall: Implementing Small 1 earning
Communities in Five Boston High Schools. LAB Working Paper No. 3. Providence, RI: Northeast and
Islands Regional Educational Laboratory (a program of the Education Alliance at Brown
University). Available: http://www.alliance.brown.edu/pubs/LABWorkPaper/Wall2Wall.pdf

According to the authors, “this paper looks at the experience of five high schools in Boston,
Massachusetts, a district that has a successful history of career pathways and academies and
that, in the last three years, has encouraged schools to restructure entirely into smaller
learning communities” (p. 1).

American Institutes for Research & SRI International. (2003, April). High Time for High Schoo!
Reform: Early Findings from the Evaluation of the National School District and Network Grants Program.
Prepared for the Bill & Melinda Gates Foundation, Seattle, WA. Available:

http:/ /www.gatesfoundation.org/nr/downloads/ed/smallschools/Small_schools_eval_2003.pdf

Ayers, W., Klonsky, M., & Lyon, G. (2000). A Simple Justice : The Challenge of Small Schools. New
York: Teachers College Press.

A part of the Teaching for Social Justice Series, this book is divided into three sections: Grounded
Insights, which provides some of the history and philosophy of small schools as a
"movement;" Portraits in Practice, which offers snapshots of three very different small schools,
and Landscapes and 1Lessons, where some small school pioneers (including Nancy Mohr,
Dennis Littky, and Michelle Fine) reflect on their experiences founding and supporting small
schools.

Barker, R.G., & Gump, P.V. (1964). Big School, Small School: High School Size and Student
Behavior. Stanford, CA: Stanford University Press.

Bickel, R., & Howley, C. (2000). The Influence of Scale on School Performance: A Multi-Level
Extension of the Matthew Principle. Educational Policy Analysis Archives, 8(22), 2-33. Available
online at http://olam.ed.asu.edu/epaa/v8n22.

Using data from schools in Georgia with eighth grades (n=367) and eleventh grades
(n=298), the authors studied the interactive effects of SES, school size, and district size on
student achievement. They conclude that reducing district size and school size may lead to
higher and more equitably distributed student outcomes.

The Bill & Melinda Gates Foundation. (April 8, 2003). Closing the Graduation Gap: Toward High
Schools That Prepare All Students for College, Work, and Citizenship. Gates Education Policy
Paper. Available: http://www.gatesfoundation.org/nr/downloads/ed/policy.pdf

Bryk, A. S., & Driscoll, M. E. (1988). The High School as Community: Contextual Influences and

Consequences for Students and Teachers. National Center on Effective Secondary Schools,
Madison, WI1.
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Using data from High School and Beyond and the Administrator and Teacher Survey, the
authors developed an index of communal school organization which can be used in analyses
of high schools as social organizations.

Bryk, A. S., Lee, V. E., & Holland, P. (1993). Catholic Schools and the Common Good.
Cambridge, MA: Harvard University Press.

Clark, R. W. (1994). The Development of Schools that Practice 'Reflaction’. In M. Fine (Ed.),
Chartering Urban School Reform: Reflections on Public High Schools in the Midst of Change (pp.
31-46). New York: Teachers College Press.

This chapter in the Fine book describes schools and the district learning to engage in a
process of "reflaction" or "a combining of reflective thought and action (p. 42).

Clinchy, E. (2000). Creating New Schools : How Small Schools Are Changing American Education.
New York: Teachers College Press.

This collection focuses on the challenges faced by schools that are both new and small. Case
studies from Boston and New York are included as well as chapters on the role of the state,
local school district, and teachet's unions in school innovation and the issue of "scaling up"
small schools.

Cook, A. (2000). The Transformation of One Large Urban High School: The Julia Richman

Education Complex. In E. Clinchy (Ed.), Creating New Schools : How Small Schools Are Changing
American Education (pp. 101-120). New York: Teachers College Press.

This chapter in the Clinchy book recounts the experience of "downsizing" one large
Manhattan high school into a campus of multiple, autonomous small schools.

Cotton, K. (2001, December). New small learning communities: Findings from recent literature. Portland, OR:
Northwest Regional Educational Laboratory. Available: http://www.nwrel.org/scpd/sirs/nsle.pdf

This literature review is a helpful contribution to the growing knowledge base on small
schools and small learning communities. Based on her observations of the small schools
"movement," Cotton outlines barriers and pitfalls related to this reform approach from
which researchers, policymakers, and small schools reformers might learn.

Darling-Hammond, L., Ancess, J., McGregor, K., & Zuckerman, D. (2000). Inching Toward Reform
in New York City: The Coalition Campus Schools Project. In E. Clinchy (Ed.) Creating New

Schools : How Small Schools Are Changing American Education (pp. 163-180). New York:
Teachers College Press.

Darling-Hammond, L., Ancess, J. & Ort, S. (2001). Reinventing High School: Outcomes of the
Coalition Campus Schools Project. American Educational Research Journal, 39 (3), 639-673. Available:
http:/ /www.schoolredesign.net/srn/binary/Reinventing’e20HighSchool%20-
%20LDH%20et%20al.pdf

These two pieces grew out of research on the initial cohort of new schools formed through
the Coalition Campus Schools Project, a collaborative effort of the Coalition of Essential
Schools, the Center for Collaborative Education (CCE, the Coalition's New York City
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Affiliate) and the New York City Board of Education. The authors describe eatly school
outcomes and emphasize the importance of change at the system or district level to support
school-level reform efforts.

Fine, M. (Ed.). (1994). Chartering Urban School Reform: Reflections on Public High Schools in the
Midst of Change. New York: Teachers College Press.

This volume chronicles the attempt to restructure Philadelphia's large comprehensive high
schools into smaller, more intimate learning communities, then called "charters."
Contributors address a wide range of issues such as fostering school self-inquiry, an analysis
of a Professional Development School in the making, and teacher- and student-eye
perspectives on urban high school reform.

Fine, M, with W. Ayers. (1998) "What's so good about small schools?" In Fine, M., & J.

Somerville, (Eds.) Small Schools, Big Imaginations: A Creative Look at Urban Public Schools.
Chicago: Cross City Campaign for Urban School Reform:

Fine, M., & Somerville, J. I., Eds. (1998). Small Schools, Big Imaginations: A Creative Look at Urban
Public Schools. Chicago: Cross City Campaign for Urban School Reform.

Published by the Cross City Campaign, this report "looks at small schools through the eyes
of teachers, students, parents, administrators, union leaders, and researchers (p. 13)." It also
includes a literature review, a list of "essential elements" of small schools, a portrait of a
Philadelphia high school being restructured into smaller schools, and an early version of the
report on school size and costs in New York (Stiefel, et al., 1998).

Gladden, R.M. (2000). Small Schools: What's Small? (Occasional paper 3.1). New York: Bank
Street College of Education.

A helpful overview of research on small schools and their many configurations.

Gladden, R.M. (1998). The Small School Movement: A Review of the Literature. In M. Fine & J. L.

Somerville (Eds.), Small Schools, Big Imaginations: A Creative L.ook at Urban Public Schools (pp.
113-137). Chicago: Cross City Campaign for Urban School Reform.

Gladden reviews over sixty journal articles, evaluations, and other papers on small schools,
summarizing findings in the areas of school size, social environment, and student
achievement. Also contains ten tables comparing particular findings (e.g., equity in student
achievement) across several studies.

Klonsky, M. (1996). Small Schools: The Numbers Tell a Story. University of Illinios at Chicago
Small Schools Workshop: Chicago.

A concise review of early research on small schools.

Lee, V. E. (2000) School Size and the Organization of Secondary Schools. In Hallinan, M. T. (Ed),
Handbook of the Sociology of Education (pp. 327-344). New York: Kluwer Academic/Plenum.
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In this chapter, Lee reviews research on school size (including her own studies) and suggests
new directions for this research. Contains a section on methodological considerations
relevant to research on school size.

Lee, V. E., Bryk, A. S., & Smith, J. B. (1993). The Organization of Effective Secondary Schools. In
L. Darling-Hammond (Ed.), Review of Research in FEducation (Vol. 19). Washington, DC: American
Educational Research Association.

An extensive review of literature, this chapter explores the influence of school organization
on teacher outcomes (satisfaction, efficacy, and commitment) and student outcomes
(engagement and achievement).

Lee, V. E., Smerdon, B. A., Alfeld-Liro, C., & Brown, S. L. (2000). Inside Large and Small High
Schools: Curriculum and Social Relations. Educational Evaluation and Policy Analysis, 22(2), 147-
171.

Based on interviews with teachers, principals, guidance counselors, and students in nine very
different public high schools (e.g., large and small, public and Catholic, varying degrees of
urbanicity), the authors find that high school size can effect social relations and curricular
offerings in both positive and detrimental ways.

Lee, V. E., & Smith, J. B. (1997). High School Size: Which Works Best and For Whom?
Educational Evaluation and Policy Analysis, 19(3), 205-227.

Based on an analysis of data from the National Educational Longitudinal Study, the authors
suggest that the ideal high school enrolls between 600 and 900 students. They further
demonstrate that "enrollment size has a stronger effect on learning in schools with lower-
SES students and also in schools with high concentrations of minority students (p. 205)."

Levine, E. (2001). One Kid at a Time: Big Lessons from a Small School. New York: Teachers College
Press.

Part research, part journalism, part portraiture, this book tells the story of The Met, an
innovative small high school in Providence, RI. With their motto of "One Kid at a Time,"
the Met's advisors develop personalized learning plans with each student and engage them in
real-world learning opportunities through project-based learning and internships. Levine
concludes the book by detailing the Met's founders plans for scaling up their model which
has proven successful with students ill-served by traditional comprehensive high schools.

McMullan, B. J., Sipe, C. L., & Wolf, W. C. (1994). Charter and Student Achievement: Farly
Evidence from School Restructuring in Philadelphia (Evaluation). Philadelphia: Center for
Assessment and Policy Development.

Meier, D. (1995). The Power of Their Ideas: Lessons for America from a Small School in Harlem.
Boston: Beacon Press.

Nathan, J. & Febey, K. (2001). Swaller, safer, saner, successful schools. Washington D.C.: National
Clearinghouse for Educational Facilities and Minneapolis, MN: The Center For School Change,
Humphrey Institute of The University of Minnesota. Available:
http://www.edfacilities.org/pubs/saneschools.pdf
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National Association of Secondary School Principals (NASSP). (1996). Breaking Ranks: Changing
an American Institution. Reston, VA: NASSP, in partnership with the Carnegie Foundation for the
Advancement of Teaching.

Oxley, D. (1994). Organizing Schools into Small Units: Alternatives to Homogeneous Grouping. Phi
Delta Kappan, 75(7), 521-26.

In this short piece, Oxley describes two restructured schools: a school for grades 5-10 in
Germany organized into teams and a Philadelphia high school subdivided into houses. She
presents reorganizing large schools into smaller units as a strategy for eliminating tracking
and grouping practices that persistently produce inequitable student outcomes.

Oxley, D., & McCabe, J. G. (1990). Restructuring Neighborhood High Schools: The House Plan
Solution (Evaluation). New York, N.Y: Public Education Association and Bank Street College of
Education. (ED 326590)

Public Education Association. (1992). Small Schools' Operating Costs: Reversing Assumptions
about Economies of Scale. Public Education Association: New York. (ED 375 218)

Intended to address the "feasibility of operating small schools" as the norm in New York,
this report demonstrates that large schools evidence "dis-economies of scale" as well as
lower student outcomes when compared to smaller schools (roughly 750-1200 for high
schools). The report's authors also urge change at the local district and school board level to
support the development of more small schools.

Powell, A. G. (1996). Lessons from Privilege : the American Prep School Tradition. Cambridge,
MA.: Harvard University Press.

Demonstrates how elite schools have always relied on small school size and personalized
attention to increase student achievement.

Powell, L. C. (2000). Small Schools and the Issue of Race (Occasional paper 3.4). New York: Bank
Street College of Education.

Raywid, M. A. (1996). Taking Stock: The Movement To Create Mini-Schools, Schools-within-

Schools, and Separate Small Schools. Urban Diversity Series No. 108: Center on Organization and
Restructuring of Schools, Madison, WI. ERIC Clearinghouse on Urban Education, New York, N.Y.

Available on the web at http://etic-web.tc.columbia.edu/monographs/uds108.

A literature review which describes different features and variations of small schools, this
paper is informed by the author's study of small schools in New York, Philadelphia, and
Chicago. Raywid concludes that a higher degree of autonomy may be correlated with greater
student success in schools-within-schools and that "while downsizing is clearly no magic
bullet, it can increase student participation, reduce dropouts, improve achievement, and
enhance teacher efficacy (p. 51)."
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Raywid, M.A. & Schmerler, G. (2003). Not So Easy Going: The Policy Environments of Small Urban
Schools and Schools-within-Schools. Chatleston, WV: ERIC Clearinghouse on Rural Education and
Small Schools.

A timely contribution to the ongoing dialogue about small schools and smaller learning
communities, this book addresses the complex politics involved in small school reform.
Profiling efforts in cities including New York, Boston, and Philadelphia, the authors provide
compelling cases for why existing policy environments need to be changed for small schools
to be a sustainable reform strategy.

Sherman, D. (2000). The Role of a Union in School-System Reform. In E. Clinchy (Ed.), Creating

New Schools : How Small Schools Are Changing American Education (pp. 150-162). New York:
Teachers College Press.

This chapter in the Clinchy book is written from the perspective of a UFT leader.

Stiefel, L., Iatarola, P., Fruchter, N., & Berne, R. (1998). The Effects of Student Body on School

Costs and Performance in New York City High Schools . New York: Institute for Education and
Social Policy, New York University.

This study of New York high schools was one of the first to measure costs of schooling on a
per-graduate basis as compared to prior analyses which typically examine economies of scale
over the long run, excluding variables such as time-to-graduation.

Stiefel, L., Berne, R., Iatarola, P., & Fruchter, N. (2000). High School Size: Effects on Budgets and
Performance in New York City. Educational Evaluation and Policy Analysis, 22(1), 27-39.

With the school as the unit of analysis, the authors examine the effect of school size on
budget and student performance. Based on data from New York City, the researchers
conclude that small academic high schools evidence per-student costs comparable to large
comprehensives. Given replicated findings that small schools address equity gaps, the
authors suggest that small high schools may be worth the investment.

U.S. Department of Education, Office of Elementary and Secondary Education and Office of
Vocational and Adult Education. (2001, November). An overview of smaller learning communities in high
schools. Washington, D.C.: Author. Available:

http://www.ed.gov/offices/OVAE/HS /SI.CP/slchighschools research 09 01.doc

Wasley, P., & Fine, M. (2000). Small Schools and the Issue of Scale (Occasional paper 3.2). New
York: Bank Street College of Education.

A short paper that refutes many common assumptions that underlie arguments that small
schools cannot be brought "up to scale."

Wasley, P. A., Fine, M., Gladden, M., Holland, N. E., King, S. P., Mosak, E., & Powell, L. C. (2000).
Small Schools: Great Strides. New York: Bank Street College.

Based on an intensive two-year study of small schools in Chicago using qualitative and

quantitative methodologies, these authors find a number of positive outcomes for students
in small schools. These include improvements in student performance and school climate
and increases in satisfaction among teachers, parents, and community members. They also
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include a section on “Answers, Cautions, and Recommendations,” which offers real-world
advice for anyone interested in supporting or expanding the number of small schools.

Zane, N. (1994). When Discipline Problems Recede: Democracy and Intimacy in Urban Charters.

In M. Fine (Ed.), Chartering Urban School Reform: Reflections on Public High Schools in the
Midst of Change (pp. 122-135). New York: Teachers College Press.
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Applied Learning

Allen, L., Hogan, C. J., & Steinberg, A. (1998). Knowing and Doing: Connecting Learning & Work.
Providence, RI: The Education Alliance LAB at Brown University.

Bodilly, S., Ramsey, K., Stasz, C., & Eden, R. (1993). Integrating Academic and Vocational
Education: Lessons from Fight Farly Innovators. Berkeley, CA: National Center for Research in
Vocational Education.

Bottoms, G., & Mikos, P. (1995). Seven Most-Improved High Schools That Work Sites Raise
Achievement in Reading, Mathematics, and Science . Atlanta, GA: Southern Regional Education
Board-State Vocational Education Consortium.

In this report, Bottoms & Mikos examine the practice of seven High Schools That Work
that made the most improvement in raising reading, math, and science achievement. The
authors compare the practice of these seven schools to other HSTW sites finding that
successful schools integrate vocational and academic education and establish high standards
and a strong support system.

Bozick, R., & MacAllum, K. (2002, July). Does Participation in School-to-Career Limit Students'
Educational and Career Opportunities? Findings from the LAMP Longitudinal Study. Report
prepared for the UAW-GM Center for Human Resources and the Academy of Educational
Development National Institute for Work and Learning. Available:

http:/ /www.aed.org/publications/lamp/SchoolCareerParticipation.pdf

Based on a case study of the Lansing Area Manufacturing Partnership [LAMP], the authors
report that program graduates are "more likely to work in and have career goals that are
aligned with the STC program sponsor, yet they have higher post-secondary enrollment
rates, greater educational expectations, and are better prepared for the transition to young
adulthood" as compared to a matched comparison group. Further, the authors find
evidence to contradict concerns that participation in school-to-career programs forecloses
students' career goals.

Bragg, D. D. (1998). How Students Assess Their School-to-Work Opportunities. Paper presented at
the Annual Meeting of the Council for the Study of Community Colleges. Miami Beach, FL, April
24-25,1998.

To assess the impact of school-to-work models, this study utilizes surveys and interviews
with administrators, teachers, counselors, parents, and students at six sites in different states.
They found that most participants planned to attend a two-year or four-year college. They
also found that participating students made plans for their future, however, it was less certain
whether they fully understood those plans.

Bragg, D. D., & et al. (1994). Tech Prep Implementation in the United States: Promising Trends and
Lingering Challenges. National Center for Research in Vocational Education, Berkeley, CA.
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Brand, B. ed. (2003, September). Essentials of High School Reform: New Forms of Assessment and
Contextual Teaching and Learning. Washington, D.C.: American Youth Policy Forum. Available:
http:/ /www.aypf.org/pdf/EssentialsofHighSchoolReform.pdf

This publication includes papers commissioned for and proceedings from roundtable
discussions sponsored by the American Youth Policy Forum and the Institute for
Educational Leadership in 2002. The first section addresses connections between new
assessment systems and student attainment of industry-valued skills. The second section
explores Contextual Teaching and Learning, or the improvement of instructional practice in
high schools by linking teaching and learning to real world situations and applications. Both
sections consider implications for assessment.

Castellano, M., Stringtield, S., Stone, J.R., & Wayman, J.C. 2003. Early Measure of Student Progress in
Schools with CTE-Enbance Whole-School Reform: Math Conrse Taking Patterns and Student Progress to
Gradnation. Columbus, OH: National Dissemination Center for Career and Technical Education.
Available:

http:/ /www.nccte.org/publications/infosynthesis/t&dreport/Eatly_Meas_Stringfield_Res%020.pdf

A third-year interim report on a five-year longitudinal study, this report offers findings from
high poverty schools that have implemented whole school reforms with career and technical
education components. The authors report, preliminarily, that the CTE programs appear to
keep students on track for graduation and enroll them in more math courses (where they
find greater success) as compared to control schools.

Center on Education and Work (1999). Wisconsin Youth Apprenticeship: Another Road to

Success...A Synthesis of Findings and Outcomes from Evaluation and Research Studies . Madison,
WI.

Crain, R. L., Allen, A., Thaler, R., Sullivan, D., Zellman, G. L., Little, J. W., & Quigley, D. D. (1999).

The Effects of Academic Career Magnet Education on High Schools and Their Graduates. National
Center for Research in Vocational Education, Berkeley, CA.

Crain, et al. analyzed students records as well as data obtained from surveys and interviews in
order to assess the impact of career magnet high school programs. They found both
positive and negative effects. Graduates of career academies are better prepared for
postsecondary opportunities and are less likely to engage in high-risk behaviors than non-
participating students, however, career magnet programs also have a high dropout rate.

Dayton, C. (1997). California Partnership Academies: 1995-96 Evaluation Report. Nevada City, CA:
Foothill Associates.

This report summarizes data from 42 of the 45 high schools participating in the state-funded
California Partnership Academies. Data was collected concerning both program
implementation and student outcomes. The data demonstrate that academy participation
positively affects student attendance, credits earned, GPA, and postsecondary plans.

Dayton, C., & et al. (1992). The California Partnership Academies: Remembering the "Forgotten
Half." Phi Delta Kappan, 73(7), 539-45.
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Dayton, C., & Stern, D. (1990). Graduate Follow-Up Survey of the June 1988 Graduates of the
California Partnership Academies. Policy Paper No. PP90-1-1 Policy Analysis for California
Education, Berkeley, CA.

Flaxman, E., Guerrero, A., & Gretchen, D. (1997). Career Development Effects of Career Magnets
versus Comprehensive Schools. National Center for Research in Vocational Education, Berkeley,

CA.

Heebner, A., & et al. (1992). Career Magnets: Interviews with Students and Staff. National Center
for Research in Vocational Education, Berkeley, CA.

Heebner, A. L. (1995). The Impact of Career Magnet High Schools: Experimental and Qualitative
Evidence. Journal of Vocational Education Research, 20(2), 27-55.

Hershey, A. M., Silberberg, M. K., Haimson, J., Hudis, P., & Jackson, R. (1999). Expanding Options
for Students: Report to Congress on the National Evaluation of School-to-Work Implementation :
U.S. Department of Education.

Hughes, K. L., Bailey, T. R., & Mechur, M. J. (2001). School-to-Work: Making a Difference in
Education. A Research Report to America. . New York, New York: Institute on Education and the
Economy, Teachers College, Columbia University.

The authors of this report synthesize the findings from a wide array of applied learning
evaluations. They found that these programs often improve student outcomes such as
attendance, grades, and motivation. However, they note that evidence is lacking around the
effects of these programs on standardized test scores. They also suggest that limited
evidence exists concerning the effect of applied learning strategies on college enrollment and
completion as well as labor market success.

Kemple, J. J., Poglinco, S. M., & Snipes, J. C. (1999). Career Academies: Building Career Awareness

and Work-Based Learning Activities through Employer Partnerships. Manpower Demonstration
Research Corp., New York, NY.

Kemple, J. J., & Snipes, J. C. (2000). Career Academies. Impacts on Students' Engagement and
Performance in High School. Manpower Demonstration Research Corp., New York, NY.

This report is a part of MDRC's ongoing career academies evaluation. While earlier reports
focused on implementation, this report concentrates on assessing the impact of career
academy participation on student outcomes. Findings reveal that career academies have a
positive effect on many student outcomes such as attendance and graduation rates. The
report notes that career academy participation has no effect on standardized achievement
test scores.

Lee, V. & Bryk, A. (1988). Curriculum Tracking as Mediating the Social Distribution of High
School Achievement. Sociology of Education, 61(2), 78-94.

Linnehan, F. (1996). Measuring the Effectiveness of a Career Academy Program from an
Employet's Perspective. Educational Evaluation and Policy Analysis, 18(1), 73-89.
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Maxwell, N., & Rubin, V. (1997). The Relative Impact of a Career Academy Program on Post-
Secondary Work and Education Skills in Urban, Public High Schools . Hayward, CA: Human
Investment Research and Education Center.

Maxwell & Rubin examine the impact of career academies on postsecondary education and
work skills with an urban, public high school context. Through an analysis of NELS data,
Maxwell & Rubin conclude that career academy participation increases the probability that
students will attend college. Furthermore, they suggest that all students may not benefit
equally from career academy participation.

Oakes, J. (1985). Keeping Track: How Schools Structure Inequality. New Haven: Yale University
Press.

A groundbreaking study of tracking in secondary schools, which grew out of A Study of
Schooling. Provides vivid examples of how student and teacher experiences differ across
tracks and concludes with implications of these structures for society as a whole.

Oakes, J. & Guiton, G. (1995). Matchmaking: The Dynamics of High School Tracking Decisions.
American Educational Research Journal, 32(1), 3-33.

Orr, M.T., Hughes, K.L., & Karp, M.M. (2003, April). Shaping Postsecondary Transitions:
Influences of the National Academy Foundation Career Academy. Institute on Education and the
Economy Brief No. 29. Available:
http://www.naf.org/home/_news?object=main.download&file_name=IEE%20BRIEF.pdf

This policy brief, drawn from a longer paper, reports on a study of participants in National
Academy Foundation Career Academy programs. The study found positive outcomes for
NAF participants, all else equal except for the slightly higher GPAs of the Academy
participants. NAF participants rate their courses higher, feel more prepared for their futures,
and report the school-within-a-school structure as a supportive learning environment. The
study was limited to "well-implemented, long-standing" academy programs, but the use of
comparison groups from the same schools strengthened the study design.

Resnick, L.B. (1991). Shared Cognition: Thinking as Social Practice. In L.B. Resnick, Levine, J.M.
& Teasley, S.D. (Eds.), Perspectives on Socially Shared Cognition. Washington, DC: American
Psychological Association.

Secretary's Commission on Achieving Necessary Skills [SCANS] (1991). What Work Requires of
Schools: A SCANS Report for America 2000. Washington, DC: SCANS, U.S. Department of
Labor. Available: http://wdt.doleta.gov/SCANS/whatwork/default.cfm.

Snyder, P. & McMullan, B. (1987). Allies in Education: A Profile of Philadelphia High School
Academies. Philadelphia: Public/Private Ventures.

Stone, J.R., & Aliaga, O.A. (2003). Career and Technical Education, Career Pathways, and Work-Based
Learning: Changes in Participation 1997-1999. University of Minnesota. Available:

http:/ /www.nccte.org/publications/infosynthesis/t&dreport/ CTE_CareerPathways_Stone_Aliaga_
Res.pdf
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Based on an analysis of the National Longitudinal Survey of Youth 1997, this study examines
student participation in curriculum concentrations, career pathway, Tech Prep, and specific
work-based learning activities (i.e., cooperative education, job shadowing, mentoring, school-
based enterprise, and apprenticeship/internship) and finds that "CTE-related programs,
supported by school reforms, have helped in changing the coursetaking pattern of youth
participating in those programs," particulatly in terms of math and science and career-related
courses. The paper also provides an overview of federal school-to-work related policies
during the 1990's.

Visher, M. G., Teitelbaum, P., & Emanuel, D. (1999). Key High School Reform Strategies: An

Overview of Research Findings. New American High Schools: High Schools at the I.eading Edge of
Reform. MPR Associates, Berkeley, CA.

This report outlines ten strategies that affect student outcomes. Among these strategies are
structuring learning around careers and linking students' out-of-school experiences to
classroom learning. The authors present a summary of empirical evidence supporting the
strategies.
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P-16 and Dual Enrollment Initiatives

Adelman, C. 1999. Answers in the Tool Box: Academic Intensity, Attendance Patterns, and Bachelor’s Degree
Attainment. Washington, DC: Office of Educational Research and Improvement, U.S. Department
of Education. Available: http://www.ed.gov/pubs/Toolbox/index.html

American Association of State Colleges and Universities [AASCU]. 2002. The Open Door. .. Assessing
the Promise and Problems of Dual Enrollment. AASCU Policy Briefing, Vol. 1, No. 1 (May 2002).
Washington DC: Author. Available: http://www.aascu.org/pdf/dual_enrollment_02.pdf

Bailey, T.R., Hughes, K.L., and Karp, M.\M. What Role Can Dual Enrollment Programs Play in Easing the
Transition Between High School and Postsecondary Education? Paper prepared for the Office of Vocational
and Adult Education, U.S. Department of Education, April 2002. Available:

http:/ /www.ed.gov/about/offices/list/ ovae/pi/hs/bailey.doc

One of a series of papers commissioned by the federal Office of Vocational and Adult
Education for a High School Symposium, this paper reviews two links between high school
and college: coordinating entry and exit criteria and Tech Prep career pathways. It also
provides a detailed overview of dual enrollment programs, profiling New York’s “College
Now” and Wisconsin’s “Youth Options.”

Carnevale, A.P., Desrochers, D.M. (April 2002). The Missing Middle: Aligning Education and the
Knowledge Economy. Paper prepared for the Office of Vocational and Adult Education, U.S.
Department of Education, April 2002. Available:

http:/ /www.ed.gov/about/offices/list/ ovae/pi/hs/carnevale.doc

Also commissioned by the federal Office of Vocational and Adult Education, this paper uses
employment and education trend data to draw attention to the problem of the “missing
middle,” or the lack of policy and institutional attention to “the critical juncture between
education and careers,” a period which may begin early in high school and extend to college
or occupational or career training. The authors argue that without greater alignment
between high school curricula, the world of work, and postsecondary learning opportunities,
consequences for the nation’s economy may be dire.

Jobs for the Future. n.d. Early College High School Initiative: Core Principles. Available:
http:/ /www.eatlycolleges.org/Downloads/CorePrinciples.pdf

The Education Trust. Fall 1999. “Ticket to Nowhere: The Gap Between Leaving High School and
Entering College and High-Performance Jobs,” in Thinking K-16, vol. 3 no. 2. Washington: DC:
Author. Available: http://www2.edtrust.org/NR/rdonlyres/1196FBF0-FB01-4B75-B363-
B1D525869F29/0/k16_fall99.pdf

Haycock, K. & Huang, S. 2001. “Are Today’s High School Graduates Ready?” In “Youth at the
Crossroads,” in Thinking K-16, Washington, DC: The Education Trust. Available:
http://www2.edtrust.org/NR /rdonlyres/85897615-327E-4269-939 A~
4E14B96861BB/0/k16_winter01.pdf
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Hoffman, N. College Credit in High School: Increasing College Attainment Rates for
Underrepresented Students. Change, July/August 2003, pp. 43-48. Available:
http:/ /www.eatlycolleges.org/Downloads/ collegecredit.pdf

This short article presents a helpful overview of the different types of opportunities for high
school students to earn college credit and underscores the importance of increasing access to
postsecondary education, particularly among minority and low-income students.

Kirst, M.W. Overcoming the High School Senior Slump: New Education Policies. May 2001.
Institute for Educational Leadership and National Center for Public Policy and Higher Education.

Prepared for the National Commission on the Senior Year in High School, this paper
suggests that the senior year may be an important link between K-12 and higher education
systems. By linking high school curriculum to college requirements, coordinating
assessments, improving admissions procedures, and housing a K-16 system in a single state
entity, Kirst argues that the productivity of the senior year could be reclaimed.

Kirst, M. and Venezia, A. Bridging the Great Divide Between Secondary Schools and
Postsecondary Education. Phi Delta Kappan. 2001, September, pp. 92-97.

Mathews, J. 2003, December 2. “For Best Schools, Shop and Compare.” Washington Post.
Awvailable:

http:/ /www.washingtonpost.com/ac2/wp-dyn?pagename=article&node=&contentld=A28068-
2003Dec2&notFound=true

McDonough, P.M. 1997. Choosing Colleges: How Social Class and Schools Structure Opportunity. Albany,
New York: SUNY Press.

National Commission on the High School Senior Year. 2001, October. Raising Our Sights: No
High School Senior Left Behind. Author. Available:
http:/ /www.woodrow.otg/CommissionOnTheSeniorYear/Report/FINAL_PDF_REPORT.pdf

The final report of the commission convened to study the senior year and to recommend
policy strategies for its improvement, this document reviews relevant findings and proposes
a “Triple-A Program” of improved alignment between K-12 and higher education, raising
achievement and providing all students with high quality coursework, and providing more (and
mote tigorous) alfernatives to the late high school/eatly college years.

Pennington, H. Better and Faster: Accelerating Advancement in School and Work. Jobs for the
Future. Prepared for the Aspen Institute Congressional Seminar, February 15-18, 2002. Available:
http://www.eatlycolleges.org/Downloads/better.pdf

Pennington’s talk addresses the importance of connecting high school reform with
postsecondary institutions in order to prepare students to make the transition between
sectors and highlights the need for multiple pathways “to and through” the early years of
college.

Schneider, B. and Stevenson, D. 1999. The Ambitious Generation: America’s Teenagers, Motivated but
Directionless. New Haven, CT: Yale University Press.
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Steinberg, A., Almeida, C., Allen, L., and Goldberger, S. 2003. Four Building Blocks for a System
of Educational Opportunity: Developing Pathways to and through College for Urban Youth. Jobs
for the Future. Available: http://www.jff.org/iff/PDFDocuments/Buildingblocks.pdf (requires

free login).

This paper highlights four pathways for providing meaningful learning opportunities to
urban youth: reinventing high schools, blended secondary/postsecondary arrangements,
extended learning opportunities, and education/employment blends. It closes with six
policy recommendations which could help advance the pathways described in the paper.

U.S. Department of Education, National Center for Education Statistics. (2001) Paving the Way to
Postsecondary Education: K-12 Intervention Programs for Underrepresented Y outh, NCES 2001-205, prepared
by Patricia Gandara with the assistance of Deborah Bial for the National Postsecondary Cooperative
Access Working Group. Washington, DC: Author. Available:
http://nces.ed.gov/pubs2001/2001205.pdf

Venezia, A., Kirst, M\W., and Antonio, A. L. Betraying the College Dream: How Disconnected K-
12 and Postsecondary Education Systems Undermine Student Aspirations. Final Report from
Stanford University’s Bridge Project. March, 2003. Available:

http:/ /www.stanford.edu/group/bridgeproject/betrayingthecollegedream.pdf.

The final report of a multi-year, multi-state analysis of the compatibility (or lack thereof)
between K-12 and higher education systems. The authors found that although America’s
high school students possess high educational aspirations, states and the disconnected
educational systems within them are stymieing students’ access to and success within
postsecondary institutions. The report describes the landscape of state policy among the
sample and offers recommendations for how states, K-12 schools and districts,
postsecondary institutions and systems, and the federal government can help improve post-
high school transitions.
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Professional Development/Curriculum & Instruction

Conant, J. B. (1959). The American High School Today. (First ed.). New York: McGraw-Hill.

Conant's report from an NASSP study examining the American secondary schools where he
calls for high school consolidation and the creation of three tracks (academic, general
education, and vocational education) within comprehensive high schools.

Cuban, L., & Usdan, M. (2001, April 22). A Noneducator Pulls of the Impossible: Urban School
Reform. Los Angeles Times.

A brief article on San Diego City Schools under the leadership of Superintendent Alan
Bersin and Chancellor of Instruction Anthony Alvarado.

Darling-Hammond, L., & McLaughlin, M. W. (1999). Investing in Teaching as a Learning
Profession: Policy Problems and Prospects. In L. Darling-Hammond & G. Sykes (Eds.), Teaching

as the Learning Profession : Handbook of Policy and Practice (1st ed., pp. 376-411). San Francisco,
CA: Jossey-Bass.

Darling-Hammond, L., & Sykes, G. (1999). Teaching as the Learning Profession : Handbook of
Policy and Practice. (I1st ed.). San Francisco, CA.: Jossey-Bass.

Elmore, R. F., & Burney, D. (1996). Investing in Teacher Learning: Staff Development and
Instructional Improvement in Community School District #2, New York City: National

Commission on Teaching & America's Future, New York, NY. Consortium for Policy Research in
Education, Philadelphia, PA.

Elmore, R. F., & Burney, D. (1997). School Variation and Systemic Instructional Improvement in
Community School District #2, New York City . Pittsburgh: Learning Research and Development

Center, High Performance Learning Communities Project.

Elmore, R. F., & Burney, D. (1998). Continuous Improvement in Community School District #2,
New York City . Pittsburgh: Learning Research and Development Center, High Performance

Learning Communities Project.

Elmore, R. F., & Burney, D. (1999). Investing in Teacher Learning: Staff Development and
Instructional Improvement. In L. Darling-Hammond & G. Sykes (Eds.), Teaching as the Iearning
Profession (pp. 263-291). San Francisco: Jossey-Bass.

Elmore, R. F., & Burney, D. (2000). Leadership and L.earning: Principal Recruitment, Induction,
and Instructional Leadership in Community School District #2, New York City. . Pittsburgh:

Learning Research and Development Center, High Performance Learning Communities Project.

Ferguson, R. F., & Ladd, H. F. (1996). How and Why Money Matters: An Analysis of Alabama

Schools. In H. F. Ladd (Ed.), Holding Schools Accountable : Performance-Based Reform in
Education (pp. 265-298). Washington, D.C.: Brookings Institution.

Annotated Bibliography/ High School Reform Strategies Page 18



Greenwald, R., Hedges, L. V., & Laine, R. D. (1996). The Effect of School Resources on Student
Achievement. Review of Educational Research, 66(3), 361-396.

Grosso de Leon, A. (2002). The urban high school’s challenge: Ensuring literacy for every child. Carnegie
Corporation of New York. Available: http://www.carnegie.org/pdf/literacy.pdf

Haycock, K. (1998) Good Teaching Matters...A Lot. From “Good Teaching Matters: How Well
Qualified Teachers Can Help Close the Gap,” in Thinking K-16, Washington, DC: The Education
Trust. Available: http://www2.edtrust.org/NR/rdonlyres/0279CB4F-B729-4260-AB6E-
359FD3C374A7/0/k16_summer98.pdf

Lucas, S. R. (1999). Tracking Inequality : Stratification and Mobility in American High Schools. New
York: Teachers College Press.

This book provides an extensive quantitative analysis of in-school stratification and
concludes that while formal tracking systems have been dismantled, within-school inequities
in access and outcomes persist, disproportionately affecting lower-income students.

McLaughlin, M. W., & Talbert, J. (2001). Professional Communities and the Work of High School
Teaching. Chicago: University of Chicago Press.

McLaughlin, M. W., & Talbert, J. E. (1993). Contexts That Matter for Teaching and L.earning .
Stanford, CA: Center for Research on the Context of Secondary School Teaching, Stanford
University.

Oakes, J. (1985). Keeping Track: How Schools Structure Inequality. New Haven: Yale University
Press.

A groundbreaking study of tracking in secondary schools, which grew out of A Study of
Schooling. Provides vivid examples of how student and teacher experiences differ across
tracks and concludes with implications of these structures for society as a whole.

Oakes, J., & Wells, A. S. (1999). The Comprehensive High School, Detracking, and the Persistence
of Social Stratification. http://pages.nyu.edu/~fmh1/oakeswells.htm [2001, April 14].

A working paper that addresses the legacy of James Bryant Conant's recommendations for
high schools, comparing his notions with current national economic and social trends. Also
discusses the challenge of detracking.

Porter, A. C. (1998). The Effects of Upgrading Policies on High School Mathematics and Science.

In D. Ravitch (Ed.), Brookings Papers on Education Policy: 1998 (pp. 123-164). Washington, D.C.:
Brookings Institution Press.

Using data from two prior studies, Porter analyzed the effects of two distinct policies: one
to increase the high school graduation credit requirement for math and science, and the
other, the provision of a "transition" math class to enable more students to take college
preparatory math courses. Using qualitative and quantitative methodologies, Porter found
positive effects of both programs. He also views the policies using his framework of policy
strength (prescriptiveness, consistency, power, and authority).
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Siskin, L. S., & Little, J. W. (1995). The Subjects in Question : Departmental Organization and the
High School. New York: Teachers College Press.

Siskin, L.S. (2001). Transforming urban high schools. In, Chicago school reform: Lessons and opportunities.
John Simmons (ed). Chicago: Chicago Community Trust. Available:
http://www.gatesfoundation.org/nr/downloads/ed/resourcesresearch /ChicagoRevisIBM.pdf

Sizer, T. R. (1984). Horace's Compromise : The Dilemma of the American High School. Boston:
Houghton Mifflin Co.

Systemic Research, Inc. (April, 2001). Academic Excellence for All Urban Students: Their
Accomplishment in Science and Mathematics. http://systemic.xohost.com/usi/Booklet.pdf

An evaluation of the NSF's Urban Systemic Initiative at seven years. Finds significant
inprovement in mathematics and science achievement among K-12 students in major urban
school districts.

Ware, M., Richardson, L., & Kim, J. J. (2000). How Reform Works: An FEvaluative Study of
National Science Foundation's Urban Systemic Initiatives. Monograph No. 1 (ED 441 040).
Norwood, MA: Systemic Research, Inc.

The first deliverable of a three-year evaluation of the NSF's Urban Systemic Initiative, this
paper reviews literature on science and math curricula as well as urban school reform. The
researchers identify variables relevant to a study of student achievement and indicate that
there is little agreement on the relation between policy, practice, and student performance in
initiatives such as the NSFs.

Wells, A. S., & Serna, 1. (1996). The Politics of Culture: Understanding Local Political Resistance to
Detracking in Racially Mixed Schools. Harvard Educational Review, 66(1), 93-118.

Based on their three-year study of detracking in ten racially and socioeconomically mixed
schools, the authors describe several of the considerable hurdles to this reform strategy.
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Youth Development

American Youth Policy Forum. (2003). Shaping the Future of American Youth: Youth Policy in the 21st
Century. Washington, DC: Author. Available:

http:/ /www.aypf.org/publications/shaping future_youth.pdf

This report consists of essays from leaders in youth development, civic engagement, and
education reform, who were asked to “reconsider the development of their particular field of
youth affairs over the past decade, take a leap into the future, and sketch their personal
hopes and visions for a positive and creative future for American youth in the decade ahead”
(from http://www.aypf.org/pubs.htm). It includes sections on high school reform and civic
renewal.

Benson, P. L., & Saito, R. N. (2000). The Scientific Foundations of Youth Development, Youth
Development: Issues, Challenges, and Directions.

Catalano, et al. (1998). Positive Youth Development in the United States: Research Findings on
Evaluations of Positive Youth Development Programs : U.S. Department of Health and Human

Services. Office of the Assistant Secretary for Planning and Evaluation and National Institute for
Child Health and Human Development.

This US Department of Health and Human Services report analyzes the effects of 77 youth
development programs. Several of these programs involved adolescents and/or high
schools. The study found that many youth development programs positively affect student
outcomes.

Center for Research on the Context of Teaching (2000). Assessing Results: Bay Area School Reform
Collaborative - Year 4. Stanford, CA: Stanford University.

Connell, J. P., Alberti, G. M., & Smith, T. J. (2000). Youth Development in Community Settings:
Challenges to Our Field and Our Approach. In N. Jaffe (Ed.), Youth Development: Issues,
Challenges, and Directions.

Costello, J., Toles, M., Spielberger, J., & Wynn, J. (2000). History, Ideology and Structure Shape the

Organizations that Shape Youth, Youth Development: Issues, Challenges, and Directions (pp. 185-
231). Philadelphia: Public/Private Ventures.

Cushman, K. (with the students of What Kids Can Do). 2003. Fires in the Bathroom: Advice for
Teachers from High School Students. New York: The New Press.

Based on the school experiences of 40 students of color in San Francisco, New York,
Providence, RI, and Oakland, this book is intended to help teachers “break through the
barriers of adolescent culture to transform classroom skirmishes for control into
pattnerships for mutual understanding” (http://www.whatkidscando.org/firesatticle.pdf).

Eccles, J. & Gootman, J.A.. (eds.). (2002). Community Programs to Promote Youth Development.
Washington, DC: National Academies Press.
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Fielding, M. (2001). Students as Radical Agents of Change. Journal of Educational Change, 2(1).

The Ford Foundation and National Youth Foundations. Beacons: A Union of Youth and
Community Development. Case Study Review.

Gary, W. (2000). The Policy Climate for Early Adolescent Initiatives. In N. Jaffe (Ed.), Youth
Development: Issues, Challenges, and Directions . Philadelphia, PA: Public/Private Ventures.

Jaffe, N., Ed. (2000). Youth Development: Issues, Challenges, and Directions. Philadelphia:
Public/Private Ventures.

This book provides a comprehensive summary of the history and critical issues facing the
youth development field. Comprised of nine separate essays, the volume is organized
around three themes: contextual issues, evidence, and institutional challenges.

Kirby, D. (1997). No Fasy Answers: Research Findings on Programs to Reduce Teenage Pregnancy
Washington DC: The National Campaign to Prevent Teenage Pregnancy.

Leffert, N., et al. (1996). Making the Case: Measuring the Impact of Youth Development Programs

Minneapolis: Search Institute.

Leffert’s report provides an overview of relevant literature concerning youth development
and positive youth outcomes. She reviews various youth development program evaluations
and concludes that, although the evidence is still preliminary, many youth development
programs positively influence self-esteem and other youth outcomes.

McLaughlin, M. (2000). Community Counts: How Youth Organizations Matter for Youth
Development . Washington DC: Public Education Network.

McLaughlin’s report examines the role that Community Based Organizations (CBO’s) play
in the lives of youth. Based on over a decade of related research, McLaughlin demonstrates
that CBO’s can serve a critical role in helping youth build self-confidence, optimism, and a
sense of civic responsibility.

Mitra, D. (forthcoming). Student voice in school reform: Reframing student-teacher relationships.
McGill Journal of Education.

Mitra, D. (2002). Making Reform Real: Involving Youth in School Reform. Unpublished
Dissertation, Stanford University, Stanford, CA.

Pittman, K., Irby, M., & Ferber, T. (2000). Unfinished Business: Further Reflections on a Decade of
Promoting Youth Development . Battle Creek, Michigan: International Youth Foundation.

Pittman, K. J., & Cahill, M. (1992). Pushing the Boundaries of Education: The Implications of a
Youth Development Approach to Education Policies, Structures and Collaborations. Academy for

Educational Development, Washington, DC. Center for Youth Development and Policy Research.

Pittman, K. J., & Wright, M. (1991). Bridging the Gap: A Rationale for Enhancing the Role of

Community Organizations in Promoting Youth Development. Academy for Educational
Development, Washington DC. Center for Youth Development and Policy Research.
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In this article, Pittman & Wright provide a framework for thinking about youth development
and youth development supports. They discuss both the definition of and the theory
underlying youth development as well as the role the voluntary sector could play in this field.
Perhaps most notably, Pittman & Wright established the major competencies and basic
needs of youth in this article.

Resnick, et al. (1997). Protecting Adolescents from Harm: Findings from the National Longitudinal

Study on Adolescent Health. Journal of the American Medical Association, 278, 823-832.

Task Force on Education of Young Adolescents (1989). Turning Points: Preparing American Youth
for the 21st Century . New York: Carnegie Council on Youth Development.

Tolan, P. H., & Guerra, N. G. (1994). What Works in Reducing Adolescent Violence: An Empirical

Review of the Field. Center for the Study and Prevention of Violence, Institute for Behavioral
Sciences.

Warren, C. (1999). Evaluation of the New York City Beacons. Summary of Phase I Findings.

Academy for Educational Development.

This report presents findings from the Phase I evaluation of New York City's Beacons
program. The findings are based on site visits, parent focus groups, participant surveys, and
youth interviews. The report concludes that Beacons' sites in New York City have helped
develop positive assets in youth while reducing their tendency to engage in high risk
behaviors.

William T. Grant Commission on Work, Family, and Citizenship (1988). The Forgotten Half:

Pathways to Success for America's Youth and Young Families . Washington, DC: William T. Grant
Commission on Work, Family, and Citizenship.
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Comprehensive/Whole School Reform

Bain, Olga. (2003, February.) CSR Schools Improve Student Achievement: Evidence from the Meta-Analysis.
National Clearinghouse for Comprehensive School Reform Research Brief (February, 2003).
Available: http://www.goodschools.gwu.edu/pubs/research/rbfeb03.pdf

Berends, M., Bodilly, S.J., & Kirby, S.N. 2002. Facing the Challenges of Whole-School Reform:
New Ametrican Schools After a Decade. Santa Monica, CA: RAND.

This book offers a summary of RAND’s program of research on New American Schools
(NAS) from 1992-2002. The authors conclude that while NAS achieved many of its
organizational goals, low levels of implementation of the designs were generally observed.
The authors identify key barriers to implementation and suggest implications for future
“scaling up” of school reform designs.

Bodilly, S. J., New American Schools, & RAND Corporation. (1998). Lessons from New American

Schools' Scale-Up Phase : Prospects for Bringing Designs to Multiple Schools. Santa Monica, CA:
RAND.

Bodilly, S. J., New American Schools Development Corporation., & RAND Institute on Education
& Training. (1996). Lessons from New American Schools Development Corporation's
Demonstration Phase. Santa Monica, CA: RAND.

Two studies of the implementation of the New American Schools reform models in K-12
schools across the country.

Borman, G. D., Hewes, G. M., Overman, L. T., and Brown, S. (2002). Comprebensive School Reform and
Student Achievement: A Meta-Analysis. Baltimore, MD: CRESPAR/Johns Hopkins University.
Available: http://www.csos.jhu.edu/ CRESPAR/techReports/Report59.pdf.

A meta-analysis of 232 studies, evaluations, and raw data compilations on the student
achievement effects of widely-implemented Comprehensive School Reform models.

CPRE. (1998). States and Districts and Comprehensive School Reform. CPRE Policy Briefs, RB-24 .
Philadelphia, PA: Consortium for Policy Research in Education.
http:/ /www.cpre.org/Publications/rb24.pdf

A short but informative review of major issues facing would-be implementors of
comprehensive school reform models.

Datnow, A. (2000). Power and Politics in the Adoption of School Reform Models. Educational
Evaluation and Policy Analysis, 22(4), 357-374.

Using case studies of 22 schools, this article examines the adoption of school reform under
three conditions: districts allow schools to choose a model, districts push schools to choose
a specific model, and principals introduce the reform model at their school sites. Case
examples are elementary schools.
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Fashola, O. S., & Slavin, R. E. (1998). Schoolwide Reform Models: What Works? Phi Delta
Kappan, 79(5), 370-79.
Focused on the use of Title I funds for implementation of schoolwide reform, this article

reviews research on a number of popular models, focusing on implementation and outcomes
in elementary schools.

Hatch, T. (1998). The Differences in Theory that Matter in the Practice of School Improvement.
American Educational Research Journal, 35(1), 3-31.

An interesting analysis of an attempt to merge the school reform models and theories of five
organizations to create one comprehensive reform program.

Herman, R. (1999). An Educatot's Guide to Schoolwide Reform . Arlington, VA: American
Institutes for Research, under contract to American Association of School Administrators,
American Federation of Teachers, National Association of Elementary School Principals, National
Association of Secondary School Principals, National Education Association, and the Educational
Research Service.

Perhaps the most comprehensive review of research on school reform models, yet "young"
programs lacked data at the time of the study, particularly in high schools.

Keltner, B. R. (1998). Funding Comprehensive School Reform. RAND Issue Paper. Santa Monica,
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