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Mission

To provide leadership and support to all schools and the six regions
in implementing the policies and procedures of the Chicago Public
Schools; provide a conduit through which the services of central of-
fice units are delivered; act as a clearly defined line of authority
through which mandated directives from the Chicago Board of Edu-
cation Members and the Chief Executive Officer are communicated
to schools; and serve as the. office that assists the public in resolifing

issues related to the daily operations of the Chicago Public Schools.

Cozette Buckney, Ed.D.
Chief Education Officer

PHOTOCOPY
PRESERVATION
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Goals

Provide the framework and resources necessary to accomplish the goals of the

Children First Education Plan:

* Increase the academic performance of all

schools, including decreasing the number
of schools on the state’s academic watch
list.

Increase the average daily attendance of
students.

Decrease the dropout rate.

Increase the percentage of students scoring
at or above the national and state norms on
standardized tests.

Increase the high school graduation rate.

* Increase the number of students pursuing
higher education and the number employed
following graduation.

» Decrease the incidence of crimes affecting
students and staff.

» Increase training opportunities for principals
and teachers.

¢ Increase the amount of time spent on
instruction.

» Improve the physical condition of schools
and reduce overcrowding.

PHOTOCOPY
PRESERVATION
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« Leadership

o C urriculum

~|'e Parents = - =
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-|-e- Communify

- —«-~--~-»-~—-——-~~——Schools -now. as never. before have an urgent need to succeed in their_

efforts to raise student achievement and prepare students for the future.

~“Many people have.visions of what successful schools look like and can
accomplish. Essential to that vision are effective strategies and instruc- -

tional practices. Small Schools appear to be one of those effective strate-
gies. Both'local and national attention is being dxrected tothe creat1on and

. support of small schools.

The material in this handbook is a compilation of information about the
Chicago Public Schools’ Small Schools initiative. Administrators, teachers,
parents, and community residents often ask: Whatisa small school? What
is the difference in the design of small schools? Do small schools work?
How do I start a small school? Where can I learn more about small schools?
These and other frequently asked questions are answered within this hand-

book.

Under the leadership of Dr. Olivia L. Watkins, Special Projects Officer,

teachers, parents, administrators, consultants, university-based educators,
and others have worked to develop this handbook. It has two major objec-
tives: (1) to help interested people establish a small school and (2) to pro-
vide an easy-to-understand source of mformatmn for those who want to

know more about small schools.

SRS SN



_‘_ curriculum, and increased autonomy in operat-

_ WHAT IS A SMALL SCHOOL? _
* A small school is characterized by a small num- -

_ber of students, a shared pedagogy or thematic _ ;
o Enrollmeni

. ing procedures _Teachers with_shared visions_ -200-350 —

~——choose to-work collaboratively-to design the—|+ ngh “Schools- 500 _

« Elementary Schools |-~ ... - . .

schoo‘ls educational program. Parents, teach- .| .. _ N

—ers; and “students get to know one another and —_ Cumculum _____

- work closely together

lEnro]lmem : —

« Pedagogical Focus = e

Operating Procedures

~|'+ Substantial Autonomy —-—-

A-small school is often defined by a spec1ﬁc en- -

rollment figure with no more than 350 students "
e "‘“‘at -the- elementary school ~and-500 Students at—

Staff

|oSélf-selected Faculty | =~ 7.7

enrollment to recommend it, a small school promotes a school-wide educa-

" tional approach. Often the small school team chooses a specific thematic

focus such as fine arts, science, or mathematics to achieve its mission. -

Example: Telpochcalli Elementary School-Enrollment 248

The school has an integrated Mexican art and cultural curriculum.
The small school Nauhatl, “House of Youth,” has three resident artists
who work in the school.

' Many small schools choose to make learning both active and relevant to the

~ ‘world beyond the classroom. In addition, all instructional programs are

- designed to meet and enhance the Illinois State Learning Goals and Chi-
cago Academic Standards. '

_ I Ogerating Procedures
small school also enjoys increased degrees of autonomy in terms of cur-

riculum, budget, organization, personnel, and other matters. This flexibility
allows a small school to chart its own course in following its mission.

) ) ~~~the high school.- Such schools must include at ~Leadership -
.- least three grades at the same time, or.follow a..|* P”nClpCﬂ I T
e e e .. group of students over a three-year period. _____ -Teachers | _
Admisslons
— o Inclusive Admission .
With unique characteristics otherthan - | Policy


http:P-=o:..:.li

(s
" Teachers who work in a small school share a common mterest or philoso- - R
‘- phy. They often operate together as ateam. A small school gives them the |
- opportunity to know each other and to work collaboratlvely to a greater T
o  degree than would be possible in a much 1arger s
- ! ‘
me s e e u—eadershlp S h;.,:.,_.»_.: J - [ “,.M..w.‘._.'. \.M‘Tmi.- . r..ww‘w
‘‘‘‘‘‘‘ o Small schools also advocate an inclusive leadershrp concept of leadershrp a8 o
: They recruit and employ pnncrpals for their strong leadership ability and at ‘
— e - the same time they seek to develop and emphasize teacherleadership.-Lead ——— ———momrem o o ooc

I LU Teachers are important members of the 1éadership team: “Their:work ranges B

T T T T from working closely with a group of téachers, to managing the day-to-day

s o e - e operations-of-a-small school-One of the organizing principles of -a staall |

e - VMSQI}QQI}S the burldmg ofa 1earmng cornmumty where tradmonal roles are
. replaced or reformed. U S
— : lAdmxssmns | | - : e = i - -

'Operating under an inclusive adnnssmn policy, a small school does not use
income or academic ability as the criteria to select students. Parents select
a small school for the personalized learning environment and the specific -
curriculum focus or thematic approach. Frequently the demand for admis-

sion exceeds available space. The school then uses a lottery or other
first-come, first served strategies.

“Forget your old, tired ideas about leadership.
- The most successful [organization] of the
1990s will be something called a
learning organization.”
¢ Fortune Magazine




SMALL SCHOOLS"

i There -are several-choices for- the design of a —!

““tion is d stand-alone school. ”

- small schoo:.a stand-alone school, school-withir
e a-school;-multiplex;-or -scatterplex-—A-small —
S e —-school that: natm'allyhasasmall student popula-

“—stand-Alone |
Small School RS S

~-An autonomous school -| ~———1{ - -
with a naturally small -~ |-~ -
s’gdenf POPUIGﬁOn S R

- Telpcchcalh Elementary :
- 2832 West 24" Place

. School-within-
a-School

- Enrollment: approximately 248 -

A small schoolwithin

T L ey el eurriculim S T

Integrated Mexican. art and______

“other programs.

large school building - |~

~“sharing ¢ principal v wnh T o

Sy

Drummond Elementary,,_:,,._,___" o

" 1845 West Courtland Avenue
Entollment: approximately 285
" Single track year-round school

| ~Several autonomous
smiall schools within a
single facility shonng

o Muttiplex " ° " | 0

Structured as a school-within-a school, a small

school or group of small schools may operatein -

~a’'school ‘building alone or along with a more -

- traditional program. The school(s) and programs - -

* have one principal, one unit number and one Local
School Council,

Gage Park High School
5630 South Rockwell
Associated Equipment and
Technology Institute

Robeson High School -
6835 South Normal Boulevard

| "a principal.

o - Sccﬂerplex o
Several oufonomous,
_small schools in” -
different faciiities.
One principal super-
vises two or three

schools.

There are six small schools ranging from the School of Math,
. Science, World Language to the Allied Health Academy.

Another choice enables several teacher-led autonomous small schools to
operate within a building, Each small school may have a different curricu-
lum focus, serves its own group of students and may have its own unit
number and Local School Council. This is called a multiplex.

4




~ A mu1t1p1ex isa small school where several autonomous schools sharethe .
-~ same fac111ty w1th one another andone pr1nc1pa1 coordlnates a11 act1v1t1es
) - L Crelger Multiplex - ST
_Best Practices High School - Enrollment 256"‘"""'_" "—“L ‘ T
— 2040 West Adams Street S
e e _ Integrated, student—centereZI'c'iif?iéi;'lii}_nfe&'t‘ifr_:ir'ig"'_f:‘"“""""”““""_"_'_ o s e
L S —— - mternsths in- urban agenczes o e e s
Foundatlons Non-graded mu1t1-age 5 13 years - Enrollment 110
— —2040-West.Adams Street - S
Holistic,-progressive-model -of -collaborative teaching - - - e -
S ~Nia Grades 4o 8- Errollment 124 .-~ o
I ,2040 West Adams Street ™ N
T ) o Thematlc focus on the culture, tradztzons and Contr lbu”()ns “:_‘~ -
o oj_”_ Afrtcan-Amerzqgns B B ! Y
Still another choicer'nay be éeveral autonomous small schools operating n .
. different facilities. Each small school functions as a separate school with .
its own unit number and Local School Council number. This is called a

_scatterplex where one principal supervises two or three schools. .

 Burnham, Anthony, Goldsmith Annex Scatterplex

Burnham

1903 East 96™ Street

Anthony
9800 South Torrence Avenue

Goldsmith Ahnex
10211 South Crandon Avenue
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DO SMALL SCHOOLS WORK" -

e e e i s o s o o 5 s 0 S SR e e o e =

“Research has repeatedly found small schools supenor to larger ones on most
- measures and equal to them on the rest,” says author Kathleen Cotton in the report -

e . School Size, School Climate, and Student Performance. “This holds true for both_

”]

elementary and secondary students of all ability levels and in all kinds of settings.

The Consortium on Chicago School Research found that schools. with fewer than __

s -~ 350 students fare better in many areas, including school safety, classroom behavror, S B

__school leadership, parent involvement, teacher collegiality, positive school-com-_

munity relations and trust among faculty members.2 One of the most widely cited
studies, conducted by Noah Friedkin and Juan Necochea in California in 1988, and

“replicated in West Virginia in'1995 by Craig Howley,-looked at the achievement of -

children in 3%,.6% 9% and 11% grades as measured by standardized tests in both

" large and sinall schéols. - They concluded that poor children perform at a much:~

hrgher level m small schools than they do in large ones.? -

- Similar eonclusrons were found ina 1997 study by /Valerie E. Lee and Julia B. Sm:th, e

“ngh School Size: Which Works Best and for Whom?”” In a study that tracked the
test scores in 800 high schools, researchers found that gains in reading y and math

_are more f_or students who attend moderately small lugh schools wrth 600 to 500
students : L

. The report noted that students in small schools tend to have better attendance and
* higher test scores than their Counterparts in large schools. They are more likely to~
participate in after-school activities and less likely to be truants, gang members or
substance abusers. They are also likely to view teachers posmvely and feel more
connected to and positive about their schools. -

Teachers in small schools have closer relationships with their students. Jacqueline
Ancess, an associate director of the National Center for Restructuring Education,
Schools, and Teaching (NCREST) says, “Small schools work because they allow
close personal relationships between kids and teachers, kids and kids, and teachers
and teachers.” For many kids, the personal relationships, the sense of community,
the power or community becomes the conduit for learning.®

'K Ccmon. “Sehool Slze School Climate, and Student Performance.” Close-up Number 20 in the School hnpmvemm Research Series, produced
by the Northwest Regional Education Lab y, 1996,

* Consortium on Chicago School Research, Various studies on Chicago public elementary schools, 1992 to 1996.

3 N, Friedkin and J. Necochea. “School System Size and Performance: A Contingency Perspective.” Educational Evaiuation and Policy Analysis.
10: No. 3 (1988); 237-249. '

| Evaluation and Policy Analysis. 19:No.3 (Fall 1997);

4V, Lee and J. Smith. “High School Size: Which Size Works Best and for Whom?” Ed
205-227.

+ J. Ancess. “Urban Dreamcatchers: Planaing and Launching New Small Schools.” In Small Schools, Big Imaginations: A Creative Look at Urban
Public Schools. Chicago: Crass City Campaign for Urban School Reform 1997,

6




HOW DO I START A

RESTRUCTURING ¢

. ____principals. Restructuring a school is a challeng- - V[§Ions

ey N 4 w2 4 - "‘) - ......VM. e T—— " ‘ ) MR

- SMALL SCHOOL Yo - AscHoOL.
_ Starting a small school is a local decision among L

- teachers, Local School Councﬂs parents, and

ing-venture.—It-means-rethinking-the-the way—|* _How.a School. Can._

--the school is orgamzedandthe ways thepeople S D
s & PririCipals, teachers,”
zinthe school interact. - -+ | “aigencies & organizas |~

"Change

LT R - | “tions, interested people |-

o habits die hard. An admim'strator princi- | have the vision

pal teacher or -group of teachers must first have—|- Becislon- Muklng o —

B — —__“avision of how theif school can change: = Process

N i .. " How aré decusnons

Others such as pa:ents out31de agen01es .or- .| —-made?__ A N

- ganizations, and interested persons may also |° ~Who-makes-the ——

together with the school, they formthenucleus |  staffResources |
of planners with optimistic and creative ideas 1 Teacher skills, talents, !

for the work ahead. - -- interests |

inventory, focus

A small school is dependent upon the collabora- | groyp
. tion and commitment of staff. Staffis critical.- | _: _Communlcations. | __ | - _
_Take into account the talents, skills, and inter- — (s Input from staff

ests of the existing staff. That means you must |+ Feedback to"staff

" collect information about the people who work
in the school (survey, inventory, focus groups, etc.) and use these data to
analyze the existing staff resources. This may mean looking at people in

different ways.. Your school will be built from these resources.

Restructuring or creating a new school requires that the visionaries deter- i
mine how decisions are to be made and who makes them. While this is a |
dynamic and perhaps an evolving process, it is essential to the planning of a |
small school. Before you recruit a planning team, you must be clear about |
what it is empowered to do. The planning team must also be clear about its J
' I

|

responsibility and accounability.

How many and what kind of small schools?

How do teachers choose their small school ?

Can a teacher be included in more than one small school?

Does each small school have a Lead Teacher and, if so, how is (she/he)

|
|
)
|'
selected? |
7 |

I

|

T dream of how to restructure a school. Wotking _"d_easlon—s?__‘ N T

f'.“Cdpt_Ur.edbysurvey,“’ Ty


mailto:Qi~~lo-n~M.c.i_@i!g

e L ____Theseareonlya few of the dCCISlonS that must be made in the orgamzmg of |
E ' . * asmall school. - T S e
" The 's;'eeaﬁa‘ aiia"eqizaug: 'iﬁxjsa’rféﬁi'aeéigioﬁ‘ébhééfﬁs‘ how to keep the staff ~~ V
~"" informed. Nothing underminés thé initial succe’sgof small schools more -~~~ et e e e

- “fhﬁan f“ear -of. dxsplacement rumors and g0551p " &

A 3 ol -3 . - o e e e b s v v s e e e !

I S e e s i e e e

- -How does the team get penodlc mput frdm the ex1stmg staff*?-” R ‘, D
“How does the team provide ongoing feedback to the staff? —-— - o

How do they use that input so that most teachers feel they have a stake in i

S the restmctured school‘? — !

* - 7~~~ An outside facilitator can help-a'school in the process of restructuring to -
e e " clarify.the critical issues and Goordinate the work.”Above all, do'not be- B
come discouraged. Jtis rare that you can plaii liow to réstructurea’school N
T e g weekeiid, ”Both restiiichiring and creating new small schools takes — o o
_ time, hard work , patience, and coopeération. The students reap the benefits ST

A small school starts with your vision and the work of a team ofpeople WhO o
I o share that vision to des1gn and 1mplement a written plan. i

Your written plan w111 be useful in reﬁmng and presentmg your idéas to »i e
other interested stakeholders. The plan should contain e1ght basm parts.- [ :

i

i

I

|

i

The plan canbe dmded into an Executive Sum-
mary followed by a Concept Paper. An Execu-
tive Summary provides an overview of the de- K. X 3
sign that captures the entire process, mission, Execufive Summary

and brief description of the small school’s vi- |* -2 pages )
» Overview of design

* Requested Support |

" :SMALL SCHOOL
PLAN

sion. You should include, if appropriate, a clear
statement of the support you need such as space, !
technical assistance, planning grant, capitalsup- .|  Concept Paper f
port, etc. * 5-10 pages
: ‘ . « Vision Statement
e Curriculum and
Instruction

The Concept Paper describes several compo-

nents: , « Student Population ;
. « Staffing and Gover- : ;
Vision Statement nance Partnerships
. ; cozs . « Evaluation
Begin with the vision statement and explain « Budget
how the small school ties into your dreams « Signatures

about children, achievement, and the future of
the community. 8
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S i Curriculum and Instruction e .
‘ ' ‘ The paper should answer questions about: -

_.What educational pnnc1ples w111 gulde the N

' __ “M cumculum" = _ | -Small Schools-often
L , T find poﬁners 1hot con

. _Is the curriculum theme-based? ~heloin:
e —————-\Wjl] it be a school where a group of students-and elpi st Il

teachers remain together fora number of years" . chmc;al suppoﬁ 1‘
|

]

|

S - -_Fmally, describe how students w111 be educated | Legal and techmcol
cdwce

_ . intheschool. e

o - ; Monogemem and 7T

e i_‘..h.",.%mw ”'““Because student achlevement is the pnmary fO- —administrative - issUes”
- = - =7 cus of the Chicago Public Schools, this compo-| g

nent must explain how the ~proposed curriculum :-iigu;:;?phn;? eria S N D

_and instructional process lead to improved student * 0

i
e achievement. Includeadescnptlon of how school| « Budget devefopmem‘ i
s
|

.~days will be scheduled to. permit faculty to plan - e
together. For additional help, contact the Office of Curnculum Instructlon

o and Professmnal Development at 773 -553-6280. M . S

t_S_tudent Populatlon , - o |

= Be sure to add information regarding the age groups, grades or vocational P
areas to be served. If grades will be added over time, describe the growth |

~ planand rationale for phase-in. Otherwise, explain how you will add new grades.

l Staffing and Governance ) S&%‘&éﬁ HH? g" 5 x
Take some time to consider: Will the small school [l - S

(1) have its own principal and Local School Council | Financiol suppori
(LSC), (@) sharea buiding aprincipal,andaLSC | | oo e echnica
with other small schools, or (3) share a principal | advice , i
and LSC with an existing public school? Have S
you talked to a principal about the possibilitiesof * | » Monagement and !
sharing a building? Have you talked with the | @dministrative issues |
Office of Special Projects about your govemance |, securing materials
issues? Describe your decision-making process: | and supplies
How will significant curriculum and administrative
decisions be made? Who will comprise the fac-
ulty? If you share a building, how will the small . v
school st);fﬁng needs fit into the existing building » Involving parents
staffing ratios? How do you recruit the teachers |+ Building teams

9

|
1
« Budget development f
!
|
|



t
l
-k

you need? Wlﬂ teachers be requxred to be certlﬁed m thexr subj ect areas? Ifnot

descnbe your plan for staff deveIOpment toward recemﬁcanon in this regard

‘_Partnershlps
Partnerships can be extremely valuable in prowdmg ‘the resources to'support =~ | T
the work-and vision.-Small schools often need money, 1ega1 and technical ad-

- '-_- ‘help in developing the budget. Describe plans for promoting external partner- - .. ... ‘
- ships._Seek partnerships that can provide resources that you need and may not - '

... vice, management and administrative assistance, materials and supplies, and Ty T

- have the money to buy. Involve these partners in the planning and let them

- _:‘“"_'“'dlSCOVGI' ways they can-assist the-school.~How have you involved parents in |‘

thi prograin design? Describe plans for promoting parental involvement-How. === 71

T will you hélp parents understand thee value of this prograt for theirchildren? ~ __.-_E_._._,.,,. e

e e —Describe existing or proposed community relationships.-For-additionial help,
o ' - “contact the Department of School Partners at 773-553- T AR ——

e e ey e it e+ vens o o o e e e es Svae e e e

B [Bu aget U S e N

T " e “You must 1dent1fy the speclﬁc areas Of fundmg to be used to- Support your = f T

small school. The best waly to establish a small school is to incorporate it |

ifito the S¢hool Improvement Plan for Advancing ‘AcademicAchievement —
(SIPAAA). Funding comes from the school’s existing budget. Ifitisa
. school-within-a school, describe how you will reallocate, within the existing
bulldmg budget, the resources necessary to suppoxt the school ‘ '
R . S R \
February through Apnl of each year principals structure their budgets to
meet the goals outlined in the school improvement plans. This is the opti-
mum time to reallocate funds. If the small school is within a multiplex or
scatterplex, describe where you will derive your resources.

_ Additional funds can come from foundations, corporations, organizations o
and other sources of money such as grants, gifts, and partnerships. Your
design will be a handy tool in securing additional funds. The design should
specify the purposes for which any grant and/or capital funds will be used. 3

'See the School-Based Budgeting computer training booklet, and (LSUP)
and for additional help, contact the Officé of Management and Budget at
773-553-2560. _ ‘ D

( Evaluation

Describe how you will evaluate the school. How will student progress be l

evaluated? How will teacher effectiveness be assessed? How do you plan

to analyze the performance data of the school and communicate the find-
10




mgs to the teachers, pa:ents and commumty'? How do you "tell the story”

ofyour small school? How do you propose to get feedback from the’ teach— T
L ers, parents, students and commumty?

e Start-up . e

D@@EF

i
I
|
|
5

|

N e gy

o
e LR

P — 5..._..._... [

i

Recrultment and team building are the important steps in planmng a smah
" school. . A successful small school needs clear, energetic leadership and an
effectlve .group  of mterested motwated “and dedicated individuals. - The -

team should consist of a core group of individuals—principals, teachers, and—
parents or outside personnel--who are committed to the vision of the small

BT S ————

{

|
|

- school._This_group will be. responsible for the planning and subsequent -

_.i :

implementation of the components necessary t6 initiatea small school:" This

‘méans that all membersof the planning team as well as the subsequent. -

) . ted to 1ts 'SUCCESS. .

faculty members Shf)fl}d have a vested mterest m the school and be comr’mt-

SR 'A‘ small school is more than a physical place; it is an attitude-committed to -

sharing and learning. That is why a small school team must be a group that

( Team Building

-is willing to share expertise, experience, and enthusiasm with others in myria
ways. The team sees itself as engaged in a process of c0ntu1uous learning,
_open to shanng w1th and leammg from others.

L Team Bulldmg

~ “When a man starts out to build a world,
he starts first with himself...
then the mind starts seeking a way... ,
then the hand seeks other hands to help... |
Thus, the dream becomes not one man's '
dream but a communitys dream...

" . not my world alone, but your world and
my world, belonging to all the hands.”
Langston Hughes

| SMALL SCHOOL :

Team Bunldlng

. Buﬂd trus’r asa
first step

« Team members must
be familiar with the
“art and science” of
teaming

complement each

Trust building is the first step in forminga team. ofher

The inability of team members to trust one an-
other and to respect diverse opinions is the most
common cause of team failure. Too often, people
think trust is automatic because they share a com-

size .communication
as the “soul” of their
existence

« Teams should empha-

» Team members shouid !

mitment to and a dedication for the vli?ion of the



’ small school Itis unportant to prov1de tnne for trust bulldrng and developmg o
" ateam that can work together and solve problems : :

minutes-of the-first-ten meetings to trust building. _Team members must_

1

. .
i . . :
. . M
e w.Lﬁl_ﬂlgl,_d._-.,___-_a___g
A . + )
v .

:Team-bulldmg research recommends beginning every meetmg wrth a trust- o
“building activity. When teams are first forming, théyneéd to devote fifteen™

SR SO
i

e e i s

" become familiar with the “art and science” of teaming. This enables them _ -
- to share the same vision and understand the meaning of teaming. It is even d;_h,;-_,.e__,,-.-m. e
" ““thoré important that team members respect diversity. They should comple-=- - S

B S

S S

'

‘ﬂ LTS

) I' ment not clone, one another’ s style, temperament skrlls, talents and inter-

: ot therr exrstence both Wwithiri anid out31de the team .

LS_taff Recrultment
~‘Once a team is in place, the plan has been written, and it is clear about the

~-Staff recruitment is the next step. This includes the establishment -of a full

rd

* facility and support, the plaiining for the start-up of the small school begins.™

faculty including a principal, teachers and ancillary staff, as well as estab- -

~lishing relations with parents; outside agencies and the commumty “The -
foundation of these relationships must be the support that all new members
* of the school and commumty agencres brmg to the small school s educa-

T tlonal program. o

Principal

Inits early stages, anew small school may have an mtenm prmcrpal assrgned by
the management team of the Chicago Public Schools. Once the school is
established and a Local School Council is in place, the standard procedures for
principal selection apply. It is important when selecting a principal that not only
should he/she support the small school concept in general but he/she should also
advocate the vision and mission particular to your small school in particular.

tngche[s and Staff

"Teachers are hired according to the CPS formula based on student enroll-
ment and are subject to the hiring process set forth by the CPS. Hiring of
ancillary staff is also subject to CPS hiring policies and procedures but
includes some flexibility. Teachers and staff should be recruited based
upon their personal qualities and certification as well as their ability and
desire to “buy into” the small school’s vision.

12 -

U S P


http:start.:.up

u’ﬂents

" essential. Parents must share the school’s

- BN AL scrooL RN
Parental support for your small schoolis =~ . p ARENTS

)
L ' |
C T “Vision and have a vested interest in its suc- Smoll SCh°°|S need . L
T —cess. Several strategies exist to ericourage __thirseunp:p ort Of"""'"“’ [ e
e —— greater support. ﬁBﬁr parents. P . e
i T TTheseincluder | T Sfrotegles o i"_“—'";—mw'" T
e Askmg parents about thelr concerns and — B — !}'-Q DR
s respon dlng to them.. = = 15 e O s Ask porents obout o
] —their-concerns -
. - Involving parents in program design and - : \
- on-gomg operatlons Parent-teacher.“l._‘__-'.. .Involve parents in - |
—organizationscan be'a good venture: for **** —program design - e —
. — recruitment and orientation, — - s A I s
— « — Inviting parents to visit the people and e .m\g.ts eg;::?oi:\ ;O.l/ ,IS'J S J[ ~
o S ,_,__._'_.I'_ institutions connected with the program. - | - institutions con- - -
- ~Encouraging parents to visit the school. .| “hected with’ the | .
_ e _________T his gives parents_the chance to d1scuss ;___ _Er_og_rq__r_n R P
their concerns and interests with the . . Have parents sign a | V
N ~_peoplewho work with theirchildren. - - | _mutual_expectation . ...___._____'t._ﬁ.._. e
*  Urging parents to sign a mutual - .| agreement : I

expectation agreement Being party toan

e .- agreement with teachers and the1r chlld can help parents remforce thelr _.___; -
. child’s learning. '

moles and Responsibilities

The goal of the small school is tobuild a learning community where tradi-
tional roles are replaced or revised. The new roles tap the latent potential in
all stakeholders to develop the students as eager learners and enthusiastic

achievers. While CPS encourages new roles for everyone involved insmall

schools, there are some basic responsibilities that remain constant.

' The Prmcrgal
The principal is responsrble for:
+  Development, implementation and monitoring of an effective
instructional program
«  Encouragement of student achievement
«  Recruitment of teachers and staff
+  Evaluation of teacher performance
+  Discipline of teachers and staff, and students
»  Establishment and management of school internal accounts and expenditures


http:giyesparents~the.~lilIDG~..t9

e — i___;._”;_o._._._Professmnal growth and development of staff

Student attendance
" Graduation rafes
Retention rates

" Maintenance of the physmal plant

~ School safety plan T T mmmmm

EOUUORIOR

_ Compliance and adherence to Board rules, p011c1es and procedures '

-~ existing laws and labor agreements . ... ... o
Development and 1mplementat10n of the school 1mprovement plan

The Teacher

The classToom teacher is Tésponsible for: —==2 72T

“iplémmentatiofi of the curriculum ofthe Chicago Pubhc Schools —

— ~~Development ofa posmve encouraging and success-oriénted learning

_ Participationina a collaborative effort .
- Participation in activities that promote professional growth )

. environment for students -

_ Preparation and use of : written lesson plans Cmmmmem e
___Maintenance of accurate student reco;ds B

‘The Ancillagz Staff

- Evaluation of student progress and achievement’

Adherence to Board rules, pohcles and procedures ex1stmg laws and-

labor agreements v L - SRAUEN

The ancillary staff is responsible for performing the duties detailed in their
job descriptions.

f

The Parents
Parents have the responsibility to: -
Help their child/ren make appropriate decisions regarding his/her/their -

schoolwork and behavior in class
Work with teachers and other staff to support the instructional

program ,
Help other parents understand the value of the program for students
Ensure that their child/ren attend(s) school regularly with the essen-

tial tools

14
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l Student Recrultment

A measure of the success s of a'small school’s pro gram is its ab111ty toappeal
_to and serve a diverse student population. While income and apt1tude are

~"not used in student selection, program planners should be proactive inat- - i
" fracting a broad spectrum of studeiits, inicluding minorities, “balance of gen-

vantaged STV S

ders,the phys1ca11y and mentally. challeriged and the economically. d1sad -

i -

-

_Itisthe respons1b111ty of program planners to develop student selectlon 'M )
criteria that are aligned with program goals. They should also establish an

equltable apphcatlon process using mutually-agreed upon criteria consisting

- ‘of -somé combination of -interviews,-written application-and references. =~

*"Paretit§ arid stiidents alike should feel that the selectlon process. is equltable e

—and fair— - - , y

Aﬁer the ﬁrst year, at least in'an adv1sory capac1ty, students may be in-"
_ volved in the selection process. They often have a keen sense of who

might do well and benefit from the program.
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BENEFITS R L

Research has stated the beneﬁts of small schools Chzcago Small
- School Study by Bank Street College: a recently pubhshed report

____highlighted the following beneﬁts of "smallschools: - o

e e _For-Parents: - - —.... . ‘
T Parents feel more conﬁdent that the1r ch11dren are gettlng what they

B EE o SR SUUHE N A S AU N
e ! —
S F - ! :

““need.”

MM — ——

e Teachers know- students wellm

- Teachers have hlgh expectationis for their studénts, which often leads to™

students hlgh expectations-in the students -themselves.—— ~—— ——--

- ——*Teachers.demonstrate a greater sense of responsibility for ongoing

- * Teachers use a broad range of strategres to engage their students.

 Teachers provide a more focused learning environment for students.
* Teachers foster more critical thinking in their students -

_student learmng e e

~» Teachers are far more satisfied.
‘* Teachers are more likely to collaborate with the1r colleagues

- * Teachers are more 11kely to engage in profss1onal development that they

" ‘find valuable. " 7T

. * Teachers are better able to build a coherent educational program for

“ students between disciplines and across grade levels.
* Teachers build a more varied instructional repertoire for woriing with

students.

For Students:
* Students report feeling safer in their schools.
* Students get to know their teachers. -

For the School: ,
* Attendance rates are higher than the systém average.

* The dropout rate is lower.

. External Factors:
» External partners get to know teachers, administrators, children and their

families.
* Accountability is strengthened between parents, students, and teachers.

16



' SMALL SCHOOLS ‘RE_SEAﬁCﬁ‘?’ o

_'Bracy,G(1998) AnOpttmal Slze for ngh Schools _M_”_ o
Phi Delta Kappan, “79(6), 406.- - o e IR e

exammed achievement growth for schools with 100t0 2,800

~—~---—-f~-~v-~~~~~~-Usmg 85, T0% and 120 gradedataforthe samestudents from -

- students R

et 'caﬁon"‘K (1996):School Size; School Climate, and. Studeritpeff&r'é'-i-»-r-

T ~mance.” Close-up Number 20 in the School Improvement Research

e s e <~~--~“Serzes -produced by the Northwest Regional Education Laboratory....-
' ..o - Areview oftheliterature found repeatedly that small schools
= - - -- Were superior to larger ones on most measures and equal to -
e e e : them ontherest.——————— —

o mance AContmgencyPerspectlve Educatzonal Evaluation and Policy
~ Analysis, 10(3) 237-249.

o Students fnomhlgh somoecononncbackgroundsbeneﬁt from large
o ‘ ' schools, while those from lower socioeconomic backgrounds do

not.

Howley, C. (1996). Compounding Disadvantage: The Effects of School
and District Size on Student Achievement in West Virginia. Joumal of

Research in Rural Education, 12(1) 25-32.
School or district size was found to interact with socioeconomic

 statusto influence student achievement in West Virginia.

Klonsky, Susan and Michael Klonsky (1999). Countering Anonymity
Through Small Schools. Educational Leadership.
(38-41)
- Recentresearch.

17



Lashway, L (1998) School Slze Is Small Better‘? Research Roundup,
- 15(D).
. Tlns bulletm contams synopses sof five works that cons1der the :

...1ssueofschoolsmeﬁomavanetyofwewpomts e

Lee V and J Srmth (1 997) ngh School Slze Wlnch Size Works Best -
-~ and For Whom? Educational Evaluatzon and Policy Analysis, 1 9(3)

205—227
For six years the researchers tracked the test scores of students

LTI T T T -reading and math are best for all students, regardless of wealth

e e mwho attendmodemtelysmall lngh schools — -

-2 i1 800 high Schools.- They found, among other things, that gains in - ot T

L
]
1
i

.- Ramirez, A. (1992) Size, Cost and Qualltyof Schools and School Dis-__
. -tricts: A Question of Context. [/linois Source Book on School and Dis- _
trict Size, Cost, and Quality, 23.

school district size relatmg educatlonal qualityand ﬁnance

Rayw1d M (1998) Small Schools A Reform That Works Educa-

tional Leadership, 55(4) 34-39.
" Recent research shows that students at all grade levels especially
at-risk youngsters, learn more in small schools. :

Stiefel, L. and Iatarola, P; Fruchter,N; Berne,R. (1998). The Effects of -
Size of Student Body on School Costs and Performance in New York
City High Schools. New York: New York Umversﬁy Institute for Educa-
tion and Social Policy. '
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B ADDITIONAL INFORMATION AND LITERATURE

:ﬂr—— —ing Middle Schools. ' .

bR

e Burke A (1987) Mak1ngaB1g School Smaller The School-W1th1n—a- L :

~ School Arrangement for Middle Level Schools Journal of Administrat-~ - |-

— )=y

E e e »~--The reportsuggests thatm middlesehool pohcymakers should give - _ S — —
o d1v1d1ng the s school into schools-mthm “a- school o; thehouse plan ERRAES EEREIENE

I
sl
iy

aCha_ncetowork AZ LT LT “.. ‘,.‘_« f".. --._.M - ‘ Z .,,'I_“.

e *—‘Reform — P

e "“Papers in this volume provxde 1n51ghts info &n approach advocated -

by the Cross Ctty Campaign, the small school movement

e Meler D. (1995) ThePowerof IhetrIdeas Boston MA Beacon Press
- -. By engaging teachers, small schools stand achance of engaging

Parrett, W. (1982) Instruct1orta1‘lr_movat1ons for Small Schools Small

~ School Forum, 3(3) 13-14.. L
" Smallschoolsareableto nnplementmanyofthenontradltlonalprao-‘

- -tices found in alternative schools.

Raywid, M. (1999). Current Literature on Small Schools. Charleston,

WV.: ERIC Clearinghouse on Rural Education and Small Schools.
Studies of the late 1980’s and early 1990’s firmly establish small
schools as more productive arid effective than large ones.

Scearce, C. (1992). 100 Ways to Build Teams. Arlmgton He1ghts IL.:

IRI Skylight Training and Publishing, Inc. . _
This book provides simple and fun things to do toinitiate and

strengthen team building, All of the stakeholders, principals,
teachers, parents, and students, can benefit from the materials in

this book.

19
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. y - Adopted Unanimouslyb the .. . Co ,
. e ileiiee oo . ..Chicago SchoolReformgoardofTrustees; BSOS S
el August29,1995 T

I
wwmi e . RESOLUTION.NO..95-0829-RS2_..... .. .. .. ..
|

. ____. WHEREAS, both educational literature and experience in other school systems,as__._.__ 1 __.._ _
B well as some early experiences in Chicago, establish that Stall Schoolsarea hope-— =~ ™" |
R e I e ful avenue for the improvement of urban public education at both elementary and _ A
- [ high 's'chool levels;' a_nd _' _,__,:_'_,:. _ - Lo L " " LT '_ '_ P ||
e m = - b rm e
R : : . -WHEREAS, Small Schools are-generally characterized by: (1) a small number of i

; " students, usually no more_than about 200350 in elementary schools and 500 i~ T
S T sacoidary schoolss (2) a cohesive; self-selected faculty supported by like-minded ——-—— = =
P . parents; (3) substantial autonomy as to curriculum, budget, organization, person- .~ e e
=~ e nel-and other matters; (4) a coherent curricular-or pedagogical focus that provides - - L e
e a continuous educational experience across a range of grades; and-(5) an'inclusive”
e mission policy thl givés eight o stident and parental commitments to the -

e e —

1

T Shiracteristics result in improved ‘academicperforma.nce,'higher attendance and -~ -
" graduation rates, decreased school violence and disruptive behavior, and increased
satisfaction among students, 't'ea'chers, parents, and the larger community.

B . schoolmission;and |
R : A . ’ T

i WHEREAS, research and experience have established that schools with these |

|

\

NOW, THEREFORE, BE IT RESOLVED BY THE SCHOOLREFORM BOARD '!

OF TRUSTEES that:
. The Trustees are committed to the goal of assisting the formation and
strengthening of Small Schools in Chicago. :

|

!

g | |

2. The Trustees urge the administration, teachers, principals, LSC, parents, |

students, and others to consider the benefits that Small Schools offer. In l
particular, building size should not dictate school size in CPS. The optimal

size of schools is an educational question. Accordingly, decisions concern- \

ing the construction and reconfiguration of schools should consider, to the i

extent feasible, the value of Small Schools. ‘l

i

3. The Administration shall establish within the Office of Professional Devel-
opment a “user-friendly” means of encouraging and fostering Small Schools,
and of assuring the support of Small Schools throughout the CPS Adminis-
trative Structure. . -

4, The Administration shall prepare and issue a Report for Proposals to teach-
ers, principals, LSC members, parents, and others inviting the planning and
formation of new, and the expansion and strengthening of existing Small
Schools.

2]
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Computer Tech Education
Cooperative Education
Correctional Altemative Schools
ETC Program Improvement
JROTC
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Student Enterprises
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Academic Decathion
Alternative High School
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GED
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MSTA
Reconstitution/Re-engineering*
Service Learning
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H.5. Truancy Prevention

. Research Development
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. Office of Continuing Education

. Local Professional Development
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. National Board Teacher Certification
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Employee Health Services
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Elementary Worid Language Spedalty
School

Foreign Transcript Evaluation
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Professional Development
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Early Childhood Dual Language

Program

Early Childhood Programs

Child Parent Centers

Head Start Program

Extended Day.Kindergarten

State Prekindergarten Program

Ages Zero to Three

Cradle to the Classroom

.. e

Cu culum & Instruction

Fine Arts, Mathematics, Scence,

Health;/PE., Language Arts, Social

Studies

Training & Professional
Development

Administrators Academy

(a3

Libraries & Literacy Services

Teachers Academy
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Research, |Analysis, 8 Assessment
School Intervention
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i small echool bu:ldmgs 1o, sm&ll schools housed Wltl'llll

“: 42 E

small h;gh schools,q mclu ings someniéw’ charter
schools, and’ five large lngh’ schools ‘that house so'me i
* small schools. .- | & ° L
-The average; student in all categone “of new sm&ll«
. “high’schools misséd.three to 51 fewer days of class in"
*‘theif core: sub]ects than' students systemw1de. Averlage{
‘dropout rates were cut’ by ‘about half in. two of ’lthe‘
three. categones of new small hlgh schools——or in 11

“#A ot of people would say. ‘1t‘ you re keepmg more
l:(lClS, your achievement would drop. because those kids
would be the lower- ach1evmg knds,” said Bank Street

o+ The. small [hlgh} schools héve been able’ to keep
‘,datf* ijo_r'n nearly },50 “small _more kids ad been’ able to'teach them slightly more
r-C(lucago.-a-from freé standing “inreading than. other kids in. the:, ystem I think-
[that’s] a really important finding.?.
. Two of three categories of. small hlgh schools

~The_ study,
i schools that now pe

I

of small schools. Mayor ‘Daley and: Chxcag,
. Schools® Chiéf -Paul” Vallas have. been toutmg th
- beneﬁts of smiall schools smce they took control of th

representing. about? half; thosé* “studied—had” lower
. reading scores than. the system However, researchers,
oted that small schiools housed in bigger high schools’
: posted” better reading scores s than their-host: schools,
“The’ analysxs N focused .mostlyy on; 'small_ school many.of which were,on academic probation; l Do
started in Chlcago smce 1990’ in many cases as *" In math, all categorxes ‘of small high schools showed
smaller gains and lower scores than the system Most
new small elementary schools had lower scores and
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» said: Kimberlie:Day;”
rector and €O- founder of Perspecw

- cause: people in them know each;
: other and develop'a sense of re-

-ing to the study and to supporters
. of the concept. Otherreasons-iden::
tlﬁed by the study mclude' small

years-not ‘onlyn tion;: teaching - staffs that:share ar
hleve more academlcally but al-d, 'sumlarr teaching. phllosophy, and:-
the greater. parental® mvolvement‘
that small schools oﬁen emoy DG e
.. Schools: Grest Strides:" 3474 : .;“Small schools are’an appropriZ-
e Furthermore it said, teachers’s ate response to Columbine, said"
and» admmistratorSa. ati smallér - John Ayers, executive ‘diréctor: of

schools feel more effective andstay~ Leadérshjp for Quality Education,.
: i, A business backed school reform

y* cordlngx to‘* the 7 study;

“ walting for an valuatlon of how
for urbaneducation - m America,” . small schoolshave bee
said - Michelle® Firie, an" author, of.* ing..- e :
.the report “and:a professor, at The':.': -“Those boys (who tumed'guns
Graduate Centét at-The City. Uni*%. oni teachers and studeénts'in the Lit-
versny ‘of: New York ins an: inte tleton, Col: ,Eschool last. year) fell-
through the cracks and felt the cul-v
“ture was hostile to themi-You can-
> put in all the metal detectors and’
police you, want, but until’ you put
s in’structures. that make suré kids*
measurmg performance, sald P are known and adults feel respon-;
tricia Wasley, the study’ sprmmpal :" sible, it won’t help.s ri T W
- mvestlgator and dean of the gradu- . .. “Small schools are the exception ,
:.ate school at Bank Street College. .- and big schools are the norm,”,
Theq small—schoolm movement Wasley sald.,:‘W 'd like: to de elop ,
' came to Chicago'in the. 1990s: The , Y mall schools are“’
.clty now has more than 200 such- the norm.” _
:$chools; A small schiool.js;defifed:. < To "niak’
by the. Chicago Pubhc Schools sy y
‘tem as an elementary school with"and, to; change the bureaucrstxc
fewer than. 350. pupxls or a high 9 systems de51gned to suppo 1arge
’schoolg‘wn:h fewer than “5007 stu’
: dénts! Chicago schools fitting th:
deﬁnition**‘ includ e}, Perspective

\%

¥

0sof hy,s said Paill Vallas) ¢
\ Publie Sélfbols CEQ%Atthe
ils' down to;l_gayd’e};shlp
eachiers rs and the

3
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and 500

: believes;only g
‘small: grou pof- students partlcl-
'pate in’ programs offered at -

: ,Where theres [fewer] klds
th’?tﬁiﬂ,bszt,er.comm

small’ schiools. There mlght hot
be as many. programs but'more
kids wﬂl part1c1pate. :

-he has; always been an’ advocate
mall‘s hools,

Iles. sald the’ average classroom
size at, Hancock is 28.‘ .

5 posxtlve
changes in the- schooks stem
aren’t’ 501er the result of afmove g

she; saxd they ve result d‘
the way-‘educatxon has evol ed

: p’t;o,school
nd they would pa at; : ‘
of the school year,” she's ot
Holdmg klds accountabl for
L _then' progress is key for success
f
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Sma]l’ schools are
better: - study

Y Joe Rukhck

P P - Cppe

’_P._ . - . . . AN

Blg may be beautlful but in Chlcago small schools are bet-

That's the conclusmn of The Bank Street College of Educa-

ion, a New York teacher training “school that announced .
uesday s results of a study comparing Chlcago s, Jlarge pubhc'

chools with the city’s small schools.

“Smaller. schools help students excel in the classreom and

erform better on standardized tests," schools chief Paul Vallas

aid in‘ response to the study ! have been a champion of.

maller schools for-a long time.”

The study, funded by Chicago's Joyce Foundatxon, examlraed
43 small schools here. Chicago was selected, researchers said,
ecause it'is representative ‘of big-city educational problems,
ncludmg those associated with large numbers of underper-
ormmg mner—cxty students ' :

The' study found that students in small schools especially
mall high schogls, get better grades, drop at a lower rate and
xperience less violence, éven among the most disadvantaged

irban youngsters: Résearchers classify small schools as ele-!
aentary schools that enroll fewer than 350 students and hlgh ~

chools.that enroll fewer than 400 students. .

Schools studied here were founded between 1990 and 1997

period during which 150 of them were treated. Resulfs of the
tudy "(offer) hope for those seeking to improve the quality and
onditions in urban pubhc schools," Bank Street College said.

Students feel safer in small schools, researchers found
ecause smaller schools reduce isolation and alienation associ-
ted with teen violence‘common to large schools."

"Students in small schools are known by teachers and peers
his increased ‘sense of 1dent1ty and commumty has led to’
swer - incidences of violence," the study said."

"Small schools teach 'a dlsmpllned life," said Kim Day, co-l
yunder of Perspective Charter School; 1532 S. Michigan Ave., l
‘here 59 percent of 1ts s1xth through 12th grade students arex
lack.-w = S ” i

"Kids learn how to commumcate effectlvely Kids feel theyl
re family members, and they're not as likely to throw punches, |
acause tHey know and understand one another. Physmal con- l
icts are less hkely with' people you, know she sald

H

: CHICAGO DEFENDER - Wednesda'y‘.lJUﬁé 21, 20¢

|
|
|
I
|
|

*The study found that students’ in small schools “show.
1mprovements m standardlzed test results especlally in rea
ing. - -

t "One factor is parental mvolvement and another is the pre
‘ence ' of - like-minded, dedicated teachers sa:d Day,
‘explaining reading improvement. ‘

' ~ "Attendance rates are higher, because students know th

“belong ~somewhere, and parents see the 1mpact in terms
:their involvement with kids' achievement,” she said.

" ' Researchers said small school students feel more attached
‘their schools, and as a resnlt their everall performance
stronger. "

i~ Parents, busmess leaders and cemmumty members get mo;
5closely involved with small schools and enjoy "a more produ

'txve working relatzonsth with school staff." '

~ Conditions in"smaller schools are slmply more conducive :

tlearning," the report said.

; "We have ﬂex1b1hty in small schools,” tDay said. "It allow
! teachers to have unique schedules, which enable them to teac

{in a way. conducive to learning, as opposed to what the cloc
.tells them to do. If a small school teacherlfeels a lesson or pr
Ject is important, he or she has the ability to change schedule
'in a'moment."? @ { [

. Bank Street College Pre51dent Augusta Kappner sald "Thec
-ﬁndmgs are obviously good news for Chicago. But just as impo
tant, they. have implications for national eduéatlon policy.

We all know the problems urban’ schools confront every da:
When educators are willing to take a fresh look at what'the
are doing, there is no good reason why students cannot excel.

In small schools Day said, teachers excel because of thei
hlgh morale. :

. "They are much happ:er because they're workmg with’ pec
. ple with the same teaching philosophy. as theirs,”

‘she saic
"Fewer téachers enable them to feel their 1mportance and tha

‘their contributions are valuable They feell reépected ne
b CPSs Vallas appears to agree about thP. des:rablhty of sma

Tuesday~he said: "No new Chlcago pubh'"’ c
more than 600 students P rad

BRI T 30
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ﬁer the: Rural School and Com:

" difinishéd ~ 2xzss

“shows smaller pubhc schools are X% § 7 reallyk want t narrow
“more likely to “narrow’the dam- : the:. achievement® gap- which
agmg - ‘effects - of: poverty, " exists between wealthy and poor

- students, we-should look at.the:

size-of the $chools,” Strange said .-

- “Smaller schools w111 get yOu fur— ;

- ‘Munity Trust,: ‘told _a  news. ‘ther L e
) conference in” San Antomo the. .. .The 1mpact of poverty is even i1

study ‘conducted in ‘four ' states greater, Strange said, iri grades 8

found minorities are often at d through 10, when a students nsk
i i argen school . of dmppmg out.is ‘greatest. B "

. .5 - The ] less’ aﬁluent the commu-

pubhc \school should be to maxi="
ze student performance,,‘ he

blg to achieve top pex;formance
given the level of ingonie in the’’

communlty they servi power that poverty has - over

Strange = pr ]eammg, and: breaks it substan~ y
" ‘reseéarch has proven that poverty” tlally & T
“negatively affects , ‘student’’ The research was conducted in.’

‘achievement. He’ sald Lit’s c]ear Texa \. Georgm, Montana and.”

| ‘Qnat those negatwe eﬁ'ects are Ohxo by Dr. Craig H0wley of Ohig .

reduced when “school¥

T

“University and Dr’ Robert Bxckel :
of Marshall University..-== 507 ¢

3 “F’ully 57 percent of. hxgh ., The Rural School .and Com- -
,schc-e]s in Texas are teo\blg to munity Trust is a’ nenproﬁt

* offer top, perfermance’f. he- told ~ educatxonal _organization. dedi- -
‘reporters. “T think it’s’cléar that’- “cated - to° enlargmg student .
. school consohdatlon i bad for
- student achlevement
Strange’. said*: thér
| sterotype that smaller schoo]s :

nity: " life - strengthenmg

schools and commumtles

leamlng and 1mprov1ng commu- -

relatlonshlps between rural‘

—
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This report is dedicated to Tom Daniels,

a teacher-director in one o

fCl

e

-~

GreatSeride o o ' _
: - N -
' j
H
- o mmimen s s o 4 it s e . - T P

icago’s

fine small schools. He helped many to see what marvelous things underprivile

can do when adults.create the right learning conditions for_them.

g% -
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“7This research project depended on 4 finé ¢rosiccity collaboration between people involved
—in small:schools work nationwide: - We couldn’t have undertaken the study without the

~ 77 houséd us, shared their databases with us, and helped to shape and analyze th-;: quantitative
work. Further, they shared their own findings that were pertinent to our study. Ttmy Bryk and -
”‘ohn -Easton were generous. and thoughtful colleagues. The Chicago Public Schools And staff made

“inspiration and the support of Warren Chapman; Peter Mich, and the Joyee Foundation. -
——This work was done in collaboration with the Consortium on Chicaga School Ré:‘:!‘e"zirch; they ™7

. !
it possible for us to spend f,ugmf'cant tnne msnde thelr sdmols, and made their pohcxcs and lpersonnel

- mmm:ttcd "They | helped us to understand what is gomg on ms:de C hicago's- small schools.

__tions have shaped and supportcd Chmagm sma]l schools: ngg\s\s and Professional Pcoplc for thef_Pu ic Interest,
Leademhnp for Quality Education, the Small-Schools Workshop,-the- Small Schools Coali mon, and the Qucst Center .
-~ all responded to our plam and then our ﬁndmgs, helping us to negotiate the particular terrain that i 1\ umque to

Chlcago. "Other tirganizations like the Cross City Campaign and New Visions for Public Education lrc.spltmded o our

- == - -—findings and shared the work under way in ather cities. More specifically, weld like to extend speclial thanks t:

Elaine Allensworth, Jackie Ancess, Bill Ayers, John Ayers, Mia Barricini, Anne Buckley, Dick (‘Iark La'rz\ Cohen,
Alan Dichter, Bob Hampel, Fred Hess, Patricia Jones, Augusta Souza Kappner, Kay Kirpatrick, Mrkc klonsky o

© whao responded w and assxsted in our work Their mslghts and experiences helpcd o placc this work in a local and

* Susan Klonsky, Ruth Kolbe, Guedeila Lopez, Stuart Luppescu, Ruth McCutcheon, Deborah Meier, Shana Mille
" Jenny Nagaoka, Fred Newmann, Jeanne Nowaczewski, Will Palmer, Frank Pignatelli, Mary Ann Raymd Gil
Schmerler, Robin Steans, Cheryl Trobriani, Sarah Vanderwicken, and Olivia Watkins, who are among zhe people

national context. !

!
WithAppreciation S '
The Chicago Small Schoels Research Team , |
Patricia A. Wasley, Dean, Bank Street College of Education |
Michelle Fine, Professor, Graduate School and University Cente.r, City University of New York
Shérry P. King, Superintendent, Mamaroneck Schools |

Linda C. Poweli. Associate Professor, Teacher’s College, Columbia University

Nicole E. Holland, Senior Research Analyst, Consortium on Chicago School Research

Robert Matt Gladden, Quantitative Data Analyst, Consortium on Chicago School Research

Esther Mosak, Qualitative Researcher
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T get a piece of scrap paperand try to” 7T

“The school l)u1|d|ng|s0|d—ht—1t newly refreshed. Tt is . _
o cheerful wclc,omlng It am inan old section of thc cnty ~=-=—work the problem out-Daniel /IEI])S MG -~ e .
— samietimes in dassand at home?” T "4" P -
- - w1th Iong, laly grcen stretches of l‘lwn inthe mlddle. e - e e
) __Some of the ho _Acs are being’ regentnﬁcd Others are Ebony ch‘mges t0 “division; ‘ -
“boarded up, waiting. Not two blocks away is a street of IR - RS Y
‘—*—---———-shopﬁ, completely-burned out-during the-riots in the Iatew'—Jwamvﬂ 5 /mm' /mau.w of I/l.e bztf /mm/)er.r. Ewlry 1 : o
19609...:1 modern ghost town evoking despair, anger, and " wight 1 practice at home and my mom helps me. A lof,
T lnjusnce The whole sch(ml houses some 6()0 studcnts, "——of division and rea//mg goes-oh-in my /m/d S ‘ .
<
T T T that i§ WhEtE we, hch A Ve turn down one. hd" that -~ -~"Daniel re%pond~ - l — -
-
1

.____‘,-“_A_.whouscs the néw. small school, we . note_that the school,

—""“'““Rmdmg s c/mllmgmg I'm always domg r/:e ot/lt'f

T Iooks hopeful— thcre are brightly colored bulletin boards
~---introducing all of the children in the school by name and -

i “‘Thls school does in fact hold many of the hopes that—
tllme neighboring community organization, a partner to

« e - —-——the schaol, - has invested in.it. .T hey.believe.that fora ...

nelghl)orhood to be viable, it must have schools the loca I
clommumty trusts and is wiiling to work with. The
(:I(')mmunity organizer, who spénds much of her time in
the school, watches proudly as a group of children troop
in to talk with us. They are eight years old and atend

third grade. They are all African-American, gorgeous in

about their school. This school is about challenges, they

| ,
tell us. What does that mean? We ask.

“Challenging work is hard.”

“Yeah, it makes you scared because you might
get the wrong answer!” :

“And we need to pass to get to the wext grade!”

Everything is an exclamation with these kids. Give us
an example of hard work, we ask. Maria brings out her
multiplication homework.

“Some. of t/le pro/;lem: are hard and comp/uatu/ I don t
like to guess and get things wrong.”

Nicole adds'

“I just take a deep brearll and do it in my.head. I learned
all the steps I need to do it right.”

Christian shows us a problem in the book.

“I can't akeays do well because I don'’t buow all the big
old words that are in the problem. When I get stuck,

'by' picture. Itis importint here thit everyoné be known.

maroon-colored uniforms. As they warm up, they tell us

a.».ngﬂmmt.r before reading. I read every night for a /}alf
T an lour Tike my_reacher wells mé, 1 like actioi-packed T T T
books. I have trou/)le on some //oo,l'.r. Goldilocks (mr/ the
Three Bears is easy. Goosebumps is a hard one. I ral’e a
loﬂger tlme to mu/ /mr// bool.r 1 c/mos(' em my.relf (lf t/lr

magnm, becanse they move thllg.) around.” j

The kids are leaning in and on one another, gachcréd
around us, interested and interesting. They like their
‘teachers and feel proud of their small school. Why is
this school different? we ask.

“There are less kids tn the classroom.”

“[t takes up less space because it is smaller and you
can’t get lost.”

“In the mammg e have meetings to share stuff and .
talk stuff over.”

|
i
!
t
!
|
!
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' |
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Most of them have been to two or more school
¥ N 1
nymore,

to this one. They don’t want to move around a
because this school feels “Like home!”

“Sﬂfe.’“
“Good!”

|
i
1
|
i
|
|
1
“Grrrrreecaaat!” |

Over a two-year period, from 1997 through 1999, we
studied new small schools—schools housing felwer;than
350 students—which are sprouting up all over the fcity
of Chicago: some 150 at our last count. Chicago j(‘)i‘ns
cities like New York, Philadelphia, Boston, Atlanta", and
others that are in the midst of a ferocious debate aibout

whether public education is still viable. Urban educators

|
|
f
|
|
|
|
i



recent years, we've been bombarded by horrifying"' e
“instances of violence, most of them in la‘;ge.qmpcrsond!
“schools. Third, conditions in large schools are less than -

. in these cities are creating small’
~schuols because they believe that -
“publiceducation v énidcal toa”
— democracy but thatviability —-— -

_tequires an important shift 5o

- that adults can attend mnrc closely to
chlldrcn.— :
while school size is not sufficient in and

“face the greutest teacher shortage ever, ‘imd lwe must do

cvcrythmg in our power o provide hnght \w{e Hi-qualified
achers for all.our.nation’s_children. (ﬂéat/l[altm’ Most
1996). In the current economic climate, it |5]t00 easy for

uf itself, ivis-anessential first step-in-creating ———those- who ha e trad!tl(mally entcred teachmg—-wumcn

-)mductwe. equitableplaces where young peoplétcan

actua!ly flour h,, -

~Unfortunately; it is-clear that Llrge sch()(?ls do not foster
appropmte growth for teachers Isolatcd from uther

" in this country is 741 students, but it is not uncommon

" 1985; Sizer, 1995). Second, the most

" Columbine, seared into our

“them, the alienation that they

“levels of student engagément, and ineéquitablé stindards

e = Bine, 1991). “The children of poor,working-class --———- - strategies w foster students’ skill and k

families and recent immigrants are the children most

whom we most often fail to provide adequate education

" are predommantly children of color. Most of the schools

these kids attend are large. The average size of a schuol

for young urban children to attend schools of 500 to
1,000 elementary students. and high schools ranging
from 800 to 3,000 students. There are three essential
problems that these educataors believe small schools
address. First, despite decades of attempts to improve
‘learning conditions inside large urban schools, they are
still among the lowest performing schools in this country.
Despite recent state and national efforts to increase

‘standards, test scores remain low. A number of studies

document that our nation’s schools are impersonal places
where far too many children slip by unnoticed or drop
out. Adults are often more concerned with control than
with children’s intellectual development (Fine, 1991; ‘
McNeil, 1986; Powell, Farrar, and Cohen,

horrifying recent development in large
schools is the increase of violence.

consciousness, reminds us that
when children are not known well
enough by the adults who care for

experience can have devastating
consequences. Every few months in

TUres, mcreased v:oleme Jow achievement Ievcls, ow - —- the. lack of collegial stnmulatum they d?ve!op set

~ patterns and routines, developing a limited range of

in turn, contributes to the lack of engagement many

-often- atwndmg urban schools. Further, the children for.__students experience (Goodlad, 1956; ‘.Vaslcy, Hampel

and Clark 1997). | .

|
_Why create small schools? Above all, m! order 1 addre\s

four specific prohlemx to create small intimate lcarmng
‘communities where students are well knuwn and can
be pushed and encouraged by adults who care for and
ahout them; to reduce the isolation ch.zt tud often seeds
alienation and violence; to reduce the deva.statmg
discrepancies in the achievement gap that plague
poorer children and, too often, children of :::olnr: and o
encourage teachers to use their intelligence and their
experience to help students succeed. |

i
If we take a look at the history of ‘;mall sghoo!s in thls
country, the strategy would seem a safe bet. Throughout
the history of schooling in this country, parents of means
have insisted that their children attend smialler schools.
In Powell’s important hook Lessons fr‘vm Pri_vi/ege, he
says, “...Independent schools are snfna]l, or at
least broken down into small-scale settings
within a larger institution. Teachers are -
responsible for far fewer students...one
of the most telling stamtm in American
Education,” (Powell, 1996 p| 245). He goes
on to say that prep schools have a strong
commitment to personalized education—
to knowing the students well enough to spur
them on to heightened ac;hu:\J emc}:nt and to

|
i
;
i
|
!

- desirable for the adults who work'in e Currcmly we ZTT T

mwiedge. This, e .
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connect them to adults who care for them and can . racial and ethnic giotps (Legand "7 " =~
tuderits’ special learning needs.—— Smith;1994; Lee;-Smith,-and Croniger,—— —-- —
"'1995) Ind sed,astudy ‘about elementary-—- Tl e

grvc = consideration”
Independcnt schools are even sma]ler ‘than’ 'lfﬂucnt

sul)urb

; hrgh schools, where anonymrty is percerved tobea

“i |
- fqr-thh reading and_m_gt_h, mnall sch(_)ol.s producc o

""”*;'*"'"mgmﬁcant detracting-characteristic;-prep-school 9|/cvrS—'—.;grea;cr achievement gains.than larger schools_holding _
even smaller: 298, compared to 1,309 in suburban demographic and teacher characteristics constant so ‘that
T sehools. Catholic secnndary schools on-average serve ~——this effect-is-independent of the- partlcular students .- —
-546 students.-In-contrast,-public secondary schools serve. —and ¢ achersat the: ~schools” (Bryk ‘et al;=1999,p ‘21) = B
D "an"average of 845 stiidenits, Moreover, only 15° pcr(.ent 7 Furthera newly released study has shown that snra!l - S
—-of.Catholic secondary_schools serve more than 900 “schools help to decrease the’ detnmen_;gl ettects of |
. students, whiled( percent of public secondary sdlools—“‘—poverty on student achievement-and close the achrevc-——-f—- —; S
- -~ ~do (Bryk et al., 1993).-Given these comparisons,-many---—-ment gaps between less affluent students and therr .
777 educators placed béts that smallér school siZe fosters " wealthier counterparts (Howley and Bickel, 20()()) | S -
777" more personalized learning environments and more -——--1In addition, a New York City study documcnted tlmt B

|
impressive achievement. The fact that small school size  small schools are fiscally more efficient once econonlnsts

- ~——-~———-—-has ‘been a priority-in private schools. Suggests that small ..__calculate costs. by graduates (Stiefel et al., 1998). It rs .
school size might well offer a promising  far more expensive to allow a student to drop out
solution in public schools. ’ than it is to invest whatever it takes to ensure that {
- oo swdents gaduation. - {
U

. CurrentResearch =~ " "Research on’small schools has identified other advantages

as well. Smaller school size is consistently related to |

" This study was undertaken
stronger and safer school communities (Franklin and

at a time when the small- . :
Crone, 1992; Zane, 1994). The National Center on|

schools movement was |

. .. Education Statistics reported marked rcductmns rnl

just gaining momentum

N . teacher and principal reports of incidents of f'ghts, r
nationwide. It began in New
, . . weapons, and other forms of violence in schnols of '35()
York, spread to Philadelphia, or fewer as red with 750 or more (NCES, 1976).
then to Chicago and other cities. Those wer as compare¢ wi or more

4
Data from a recent Department of Education surve
|nvolved believed that in small schools, kids would be E y

“ . |
state that “1 out of 3 schools with 1,000 students or
less likely to get lost, violence would be curbed, and |
| . more reported rnudents of serious violence (e. g., armed
achievement would be enhanced. Teachers could
. . . assault, gang fight, rape, etc.), and almost all rep()rted

develop better connections between home and school,

. incidents of lesser violence (e. g., fights without wcapons
better understand kids strengths and weaknesses, "
[ threats, etc.)” (NCES, 1998). Compared to larger schools
provide better support for both. and learn more from |
) . .. . students in smaller schools fight less, feel safer, u)me to
each other, creating a more exciting and vibrant career.

school more frequently, and report being more attachcd

A good deal of research has already been conducted on . ] . v f . & . é
. S to their school (Gottfredson, 1985). Since Littleton, the

the effectiveness of small schools. There are several ;

bonsistent research findings. In July 1997, Raywid trend has been to militarize schools by adding imore

. . |
. . olice presence, metal detectors, video cameras, and
reported that “disadvantaged students in small schools P P ’
N . zero-tolerance policies. While some of these xtmtcgrex
significantly outperformed those in large ones on ‘ I
. A » help students and parents to feel safer, a recent study
standardized basic skills tests” Second, small schools |

. . . . entitled “Maximum Security” shows that mrlrtanmtron
appear to be more educationally equitable in closing the
S . . ; may be harmful because it creates an expegtatron of
achievement gap separating students by social class and i

|
|
|
|
|
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violence (Devine, 1996)." 7~ United States: Many inner-¢ity students have not been”

Teachers alsoreport better * -~ ~performing satisfactorily: In Chicago,as in Other cities,- . - ..~

“collegial relationships in smaller ™ thére is a2 major effort being spearheaded by the mayor -— - -
" schools (Brykand ‘Driscoll, 1988).. - -and the CEO of the-school system, Paul VdHas, [ R
__Although not all small schools * " increase performdntc and accountability. A number of .-

- enhance the educational ()pporwnmes " collaborations are under way within the district and in
—————afforded students (Fine-and-Somerville, - the surrounding community. te.supportfche devclopment
1998), on average, students auending smaller  of small schools as a potcntsal strategy in moving toward

I D ~sehools wmplcte more years” of h:gher cducatmn T ore equxtahlc and effective -education.. Teathem SO
shave been motivated to'try new = - — - -

cor "“ - 1993), ind score slightly bcttcr on standardued tests than’ ”"appmaches th‘l_t ‘might actually- work-~Fﬁ;¢nts have been - - - :_
- — students.attending Jarger schools (Bryk and Driscoll, _____selecting small schools for thcxr (.hlldren becauw of
1988 Fiﬁc—l994 Ieeand Smith; 1996; Sarcs, 1992y theirbelief thatthey might- Wofk betcer—ExtcrnaI”~~~

B T o s - --partnérs have been offering a variety of l\mds of support
" This combined research suggests that the small-schools ~ 7 to thé tity System. While"Chicago is, like all cities,
o eT e —gratey IS achieving encouraging results. (For a-more -— - unique, its strategies should provide knowledge and
A extensive review of the research, see Gladden, 1998.) understandings about the small-schools strlategy that
- Given these findings-we-hoped to build on and --—— .-~ would be applxca le.to.other. settmg% I P
contribute to the work on small schools, We believed - - : - o
that a mixed-method study, tgathermg»both qualitative Our findings are very encouraging, T hese slma]l schools.
S and quantitative data, would contribute important . . increase student artendance rates and significantly
comparative information. We intentionally set out to increase student persistence and student perﬁ)rmancc
create the largest database on small schools to date. so More students Complete courses, get hlghcr grades, and
that we might be able to move from the particularto graduate‘ Further, parents, teachers, students, and
the general. We wanted to look in one city for a brief community members alike are more sa‘mf' cd with their
duration, but in.greater depth, so we could either corrob-  schools, believe in them, and want to see them continue
orate or contradict what others have already suggested to grow. Such results both corroborate earliér findings and
in order to learn more fully about the potential of provide enormous hope. What f'ull?ws isa

detailed analysis of our findings and recom-
mendations. We hope that shmﬂ schools,
given their ability w strenétlxen young
people’s chances, will continue to make
!

this particular innovation as a strategy for
improving urban public education.

We decided w focus our work in
Chicago because, education-wise, it is
representative of many cities in the

great strides.
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_MIé'EHB'chI‘b’gy"” ST T T T T The thind it of the study involved an

- ] R - - - - -ethnographic analysis of a set of eight . -
. We designed a two-year study in three p"lrts ‘First we had__ grap Y
small'schools in order to-understand what R B

build an-actual database that would allow us to identify - i
S - - ~actually happening inside these settings. The students 77—
small schools and separate them from the larocr system.
and school characteristics that were used as smtlsuc‘ll

W|c constructed a map of Chicago's public small schools, controls are listed in Appendlx A. (See Appcndxx B for |
documenting the variety and geographic focations of -
- _a.more.in-depth. description_of the methodology.
small schools existing during the 1990s, and we ldcntlﬁcd

and cl.assmcd the- dlﬂcrcnt typcs of schools.

___________ ResearchQuestions S - .

i e Scl.cond we_looked at a variety of indicators of schiool R ‘:Q ST e ——
performance, such as dropout rate, absenteeism, and - - Our study was framed by the following overarching T
T I séandardized-rest pérformianice. Analyses that focus’ —---~~-~quemon_~» e e ey o

solely on 5tand‘lrdlzed achievement run the risk of

_ falsely labeling schools as “good” even though they " __ student achievement in Chicago?-- -« — — o woee o o -
mlght have high dropout rates and graduate only their )

hnighest -achieving students. Only by simultaneously “To explore this question more fully, we asked a niimber ™
Iookmg at dropout rates with standardized achievement  of secondary questions:

“»._What is the relationship between small sghgp_lg;'qéd_.'.'

can lnslghtful “analysis of a"high school's performance
be conducted. Using data collected by the Consortium

or|1 Chl(.ago School Research (CCSR), we constructed a
quantitative database for small schools that would allow
uls to make comparisons in 1997 and 1999 between

» Where are Chicago small schools Iocatch Who are
the students and teachers in those schools? 3

» What are the indicators that allow us to understand
student achievement in a small school? -

dllttercnt types of small schools and the larger system. o What changes are teachers and principals ma king in
This database contained information on the demographic small schools that they helieve have a positive |
p‘roﬁlcs of small schools, such as racial composition, impact on studgnt achievement? ‘
plcrcentagc in special ?ducation. and the soc'io-cconomic o If there is a relationship between school size and) stu-
status (SES) of t.hc flelghborhoods from which the dent achievement, how do these effects differ |
students came; indicators of school progress, such as between elementary and high schools?

| .
attendance rates. retention rates, and dl‘()pOUt rates: and

|
Lo . . . Under what conditions can small schools success hxlly
measures of academic achievement, such as high school - o - , |
glradcs and standardized-test scores. The quantitative revitalize a school system: !
a‘nalyscs focus on small schools founded between 1990 * Might 5"_13” schools be a systemic approach? ‘,
alnd 1997 and track their progress through 1999. While “
a/substantial number of new small schools opened :

in Chicago between 1998 and 1999, and while we A Brief History of Small Schools }
analyzed the performance of the new small schools, in Chicago ,
we focused on the schools founded by 1997 because Historically Small Schools Are More f
~we wanted to be confident of the accuracy ofourdata. gy ccessful. Small schools have existed in Chl(.dgl

T M H Val > ey
We know that it takes time for new schools to become ¢ the elementary level for a long time. These schools,

stable, to implement their vision. and to begin to have pih we refer to as Aistorically small schools, setve |

an impact on student outcomes. We did not want to 350 scudents or fewer, are freestanding and are not
evaluate the new small schools prematurely and dilute

possible small-school effects by including new schools
along with schools that had existed for three or
more years.

alternative or special-education schools.
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“The avemge elcmcntary school . produccd higher one-year gains in both n'wth and’

~ifi'the Chicago Public School —=~—reading than larger schools in-1997 and 1999,, even: o - -
"T(CPS) System serves students afteranierolling for their demogmplm profiles. - -
- fIONI'CENSUS LHACES With 8N average = === o e - _.fﬂ:'imw PN
71990 famlly income of $25,616." ©~ Before the Chlcago'small -schools movement began
ST TS T T Tin the 1990s, the historically small elemenmry schools
e n-CONErast; hlﬁcorlcally small xdwoh ceprovided strong evidence thatsmaller. school_mzc can_.__._ ..
S o serve students from an average income of help lead w higher levels of academic aclnevcmem.
T | $32,367 Moreover; historically small schools ; arc——“Reformcre cited the positive-achievements of hmom.ally ..............
located-in-neighborhoods that had-fowercrimerates ~simall sehigols in Chicago to-press.the: xdea of creating T -
T Tin 1994 7and 4 lower | pcrccntagc of P peo e or pubhc"”‘“f““ new smallschools as a reform strategy- (Easmn and
e e asSiStancedn 1997 T IR __Bryk;1999). The guestions conf’mntmg.membcr» of
T ST . —small=school communities-were whetheg' they could - ——————
T T '"""*"In addntnon 0 %crvmg studenm fmm ess- unpovcnshed .. create new small schools in the existing- CPF system ... .
T T T Families and communities, historically small schools ©  “dnd whither these new schools could replmacc: the

|
|
]

v e e e e o ueate. integrated student bodies more often than other -—-success-of the historically small schools, -« viome oo
" elementary schools in the system. Twenty-six percent -
~of-historically small-school student-bodies consist.of 30 - e e
percent or more white students, while only 13 percentof  The NewSmalI Schools Movement

] the schools in the system have student bodies composed
e l.lo ool Cof 30 percent or more.white students. Moreover, more -

' " than 22 percent of small scht)oh are magnets; in contrast,
Apprmumately only 6 percent of the other public

.- elementary schools in the system are academic magnets.

As part of the 1990> small-school movement, more than
150 small elementary and high schools were created. -
These schoals targeted impoverished nf:nghborhoods ‘
and students of color (see Figures 1 and 2).|A brief
history of Chicago school reform helps to cs‘.tabllsh

. . o . how these new small schools came into being,
Students in Chicago’s historically small schools achieve i &

at high levels. On average, 48 percent of students
attending historically small schools scored at or above
national norms in reading in 1997. This exceeded the
system average in 1997 of 30 percent and approaches
the ultimate goal of the system to have 50 percent of its
students reading at or above national norms in reading.”

In 1988 the first Chicago School Reform Au; became
law. Drawing on the energy and apportumtv generated
by this law, a professor from the Um\«ersxtv of Illinois at
Chicago, along with a community orgam/er lintroduced
the small-school concept to Chicago and began tw
mobilize educators who were mterested in starcmg these
schools. Foundation support was secured to launch the
Sma!l Schools Workshop at the Umxeré:ty i)f Hlinois
at Chicago. The goal of the workshop 3 was to assist
educators wanting to stare small schools by supplying
information, sharing technical assistance w:!th teachers
and providing advocacy with top-level 'ccnﬁral—(>ﬂice
staffers to promote policy changes. A slnallj—schouls
conference hosted by the Quest Ccnter| (the;' professional-
development arm of the Chicago Teachers’ Union)
brought more educators, particularly principals, into the
movement. The early '90s saw the formatibn of several
schools-within-schools (SWS), reflecting a range of
instructional approaches and curricula. i
|
|

One might argue that the academic success of historically
small schools in Chicago is attributable to the more
economically advantaged populations that they serve
rather than their organizational structure. Research,
however, demonstrates that small-school environments,
controlling for student demographics, are more favorable
learning environments than those of large schools
(Sebring, Bryk, and Easton, 1995). Small schools made
greater improvements in their academic performance
than larger schools between 1991 and 1996, even after

- controlling for their demographic and academic profiles
{Bryk et al., 1999). Our research suppores Bryk et al’s,
findings, revealing that historically small schools
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Se\cra! Chmago—bascd cummumty and advocacy groups . 1

roster. Between 199? and 1999 ‘the

S ottered their support of smiall SchoolsT Business and ™ ——hoard’s Office of Special Initiatives was ————F—— -
.,.m-_,:_mpmfesstona} “Peoplé for the Public Interest (BPL), "~ charged with providingsupport o “small -
T Leadershxp for Quality Education (LQE}, the: Small“‘—'—-schoalﬂ, often in the form-of professional-development - o7

orgammnons worked 10 suppart the small- school

otganization, the Small Schools Coalition, to further

- Umobiliz€ support for small schools in'Chicago———

"""""""" ~mavement. Collectively they formed-a Loordmatmg——-——ance

T Tservices and support in‘meeting board policy, as jwel! as -

" data collection on small-school structure and perform- ’ )

“As documented in.BPI’s Smal! School 1999 L
Directory, Chief Executive Officer Vallas, hoard Presix-

—dent Gary Chico,-and-Mayor Dalcy -have all puhhc!y

endarséd the: smallssehiool idea: i
|

. The aecond Wa’\?c of refori —

the 1995 Chicago School
xged responsibility. for'Chicago_schools’ =N

pcrformance ifithe office of the mayor. The'ideaof

aulzountablllty based on “standards” and centralized ™
e e s anagement. Mayor Richard Mo Datey-appointed a-—

ﬁv’e—member School Reform Board of Trustees, with a

T — mdnagcment tCam -led by Chief EXQCUIIVC OWLCI’ Paul - “We'bnow [ﬁ{” J”ZC’[/J(ﬁf?Ok are gog([ﬁ}’,-‘,jﬂf _ffadeﬂ[_g’“‘“"""‘""‘"’““ T

Vallas, the mayor’s former budgct chief.”

~ . Earlyin its tenure, thé new. . ...

board, responding to the

tion stating its commiument
to “assisting in the formation
and strengthening” of small
schools in Chicago. The
resolution described small
“schools as “characterized by (1) a

small number of students, usually no more than 100-350 .

in elementary schools and 500 in secondary schools; (2)
a cohesive, self-selected faculty supported by like-mind-
ed parents; (3) substantial autonomy as to curriculum,
budget, organization, personnel, and other matters; (4)

a coherent curriculum or pedagogical focus that provides
alcontinuous educational experience across a range of
grades; and (5) an inclusive admissions policy that gives
weight to student and parent commitment to the school
mission” (Resolution, 1995).

This resolution was followed by a Request for Proposals
{RFP) Twenty-four proposals were approved, with
p}mmng, start-up, and support grants awarded. Small
schaols in existence befare the resolution continued to
grow, and others have developed since. To date, the
board lists more than a hundred small schools on its

mene i aocentability to local communities ShIfted (0 AN e o i sl by o s Ly g
acgountability ¢ N T “wccomplishing and hope to see more Jarge schools| T

efforts of the small-schools
advocates, issued a resolu- . .

“We are proud of swhat our small schools are S

embrace the .fﬂh’l// .n/ma/ p/l:/o;op.éy

~ Mr. Chico comments:

our teackers, and our families. They are safe places zcﬁere
teachers can be creative, and they help on all the core .
“issues rmporfaﬂf tous: 1 éev improve attendance, {

__ discipline, and help raise srz:a"e':zt achievement.” i

And, acmrdmg to Mayor Da

“Smaller is better. The board zzeed's to look at smaller
schools and schools-within-schools.”

i
f:gﬁ

A third legislated opportunicy provided additional |
impetus for the small-schools movement. Some small
schaols have taken advantage of the 1996 I!lmo}m ’
charter legislation to create new public schools f‘reeI
of all central-office mandates other than auountablllty
in finance and in pertormance as measured by stllndard
.ized-test scores. According to BPI, “Charter schnols Arc
public schools open to all students. However, thcy are
freed from the complex regulations that often constrain
schools by a ‘charter’ or contract between the school
and schoot district. Charter schools are held strictly,
accountable to this charter fagreement}, which also'
identifies the school mission, objectives, and methods
of documenting progress” (BPI, Small Schools

Directory, 1999).

According to the IHinois State Board of Education Web
site, “While 13 [charter] schools were in operation i'n
1998-99, 17 schools should be in operation in 1999—70(}0
with one more already chartered for 2000-2001. ! of the

|
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17 charter schools already in
“operation, twelvé are’in Chicago,

d tw

I
|
|

" Councils (LSCs) mandate, such as principal selection™

. . - 1
“and budget, are increasingly being taken over by the -

"CEOQ in an éffort toredch high‘el"’.s'taﬁdz}"rds.[ Itis within = =

7. Tlinois. With the passage of Public .
———-——Act 91-407 (HB 230-0f-1999),-school —

" 27 remaining charters available in=

area” There-are ~~~this political context that small schools-have been - -~

emerging in Chicago.

districts, like not-for-profit organizations,

s of tharter schools Tllinois

—Shapes-and ‘Sizes-

Small Schools Come in aVariety

also received a second three

" publi¢ chdftér schools ThE &

-yearfederal grant award-for—
Saward for 1999-2000 is—
$1.14 million; for 2000-2001 it.is $1.2 million; and for__ _

“The small-sch

e -",. . o oeosd :
“in Chicago take a variéty of forms

00l
(see Table 1). It is importanc to understand the distinc-
et s . s e

tioiis betweei these types of small schoolsjin order to

2001-2002, itis $1.25 million.” I

“The recent creation of charter schools, which are held

contract, has significantly increased the number of new

——freestanding small schools.-Between-1997 and 1999, -

three small eleméntary schools, one small high school,
and two small junior-high/high schools have been
-opened as new freestanding charter schools. . .

Since 1995, Chicago has implemented a strong central-
ized evaluation system. Aspects of this system include
placing schools on probation if fewer than 15% of cheir
students score above national norms on standardized
reading and math tests, reconstituting high schools
(i.e., closing, restaffing, and reopening chronically poor-
performing schools), and setting promotional standards
for 3rd, 6th, and 8th graders (i.e., students at these
grades are advanced to the next grade only if they score
above a cutoff on their math and reading standardized
tests). The CPS board has allocated funds to help
schools meet these evaluative criteria. Schools on )
probation are required to hire an outside parter to help
them reform their school. Students who fail to pass the
promotional standards at the end of the school year are
offered summer school classes and a second chance to

- pass the test at the end of the summer. Under these
mandates, the standardized scores of both elementary
and high schools have consistently risen over the last
few years.

In the current test-driven climate, schools in Chicago,
like others nationwide, are feeling intense pressure to
meet test-score requirements determined by the central
office. Furcherimore, elements of the Local School

~gécoiiitable td the publicand CPS through a fivesyear -~

. i g
-understand consistent trends that have emerged. These
_ schools challenge us to redesign our own thinking about” ~
schools as buildings. _ -

-SoLTEsEn!s(;hgo_ls are freestanding. Lill<c c%mvcntional
schools, these small schools have’ EH’EiF‘Ev&Tn—é_p'a"céT
budget, and principal. Three new frcestaniding small
high schools and five small eleméntary schools opened
between 1990 and 1997, bringing the ‘tlot_ali number of
freestanding small schools to 53."Some freestanding
schools are housed inside of one larger building. Some
of these are housed in a multiplex, where s‘chools share a
building and a principal but have thcill' ow!n unit num-
bers and operate independently from the other schools
in the building. For analytical purposes, we treat small
schools housed inside multiplexes as freestanding schools
because they enjoy the same budgetary autonomy and

. .. i
official recognition as regular CPS schools. !

_ |
Another type is the school-within-school (SWS) in which

. ‘s !
the small school is located within a larger school—the
latrer often being referred to as the host school. The

majority of small schools in Chicago are SWSs that have

.. . . | !

their own mission and curricular focus ‘but do not operate
s

independently from the larger school, and remain subject

to the budget and overall leadership of a building’

principal and LSC.

Schools-within-schools can be multischools; meaning the
entire building is reconfigured into sn:mll $choo|s, or they
can have a small-school-host relationship whereby one or
a few small schools co-exist with conventional classrooms

in the rest of the building. At the clemcnfary level, the
l

i
i
l
!
i
|
|
|
j
|
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‘ nmjonty of the multischools were created by dwndlng

. thcnr schools” by grade level (i.e. clcmcntary school
grades, “middie-sc chool gmdcs) and a few were divided
into 4 variety of SWSs thac are dlsungunhcd by dlffercnt -

|
themat\c and curncular foci.

“—==-=--=Alarge number of elementary-and high-schools that———
4 di(f} not possess SWSs in 1997 reported operating SWSs

o T wnthm their school in"1999 (see Table 2)-In addition;———

T T e mew freestanding elementarysChools, one new.

"""""""" h.gh school, and two junioe-high/high small schools ™

S opcncd between. ]998 and 1999. ..

SmaII Schools AreOrganlzed ina

“Varlety ofWays TTTThmor T rmT T e

|
Elementary Schools. In 1999, the vast majority of

elementary SWSs Ioca d in host schools were formed
around specific 1nstrucuonal themes or philosophies.
Flfty -two percent of the SWSs serve either two or three
grade levels, and 24 percent of these schools serve five
grade levels. The majority of the schools that serve two or
three grade levels are junior high schools with students in
grades six through eight, and almost all of the schools with
five grades were early elementary schools serving kinder-
garten or first grade through fourth or fifth grade. Out of

Table I: Number and Types of Small Schools in 1997

“through eighth grade. Schools-within- - -

. |
seven percent of the SWSs located in multlschonls‘scrv,c s

-grade."Unlike SWSs located in host schools, the vas
_...majority of SWSs located in multischools were built
—around 'gmdc’lcvcls;nut thcmes.»“*“"" . .

-percent of SWSs serve tenth through twelfth grade;--|

-through eleventh grades. These SWSs were predoml,w_,

25 SWSs, only one serves kindergarten

schools located in“elémentary multischools

were divided into smaller gradc _level divisions.

Se \'/cnt):'- e

only two or three grade levels. The typical multischool; .77

model divided.the school into three separate small| __ ‘ -
schools—the first SWS serving kindergarten through
third grade; the second serving fourth through snxth B
“grade, indthe” third serving seventh through elghth “"1"'*'*“——-- weo s

O SO S

ngh Schools.

urrcntly at the hlgh school Icve'l 65 e

[
25 percent are full schools, and 10 percent serve ninth

nantly organized around vocational themes and varmus
professions. and seemed to exclude freshmen for‘ two
major reasons. First, this process enables the SWS to
recruit from freshmen at their high school instead of |
going through a laborious effort of recruiting eigh\th ‘
graders. Second, the school is able to recruit students
after they have successfully made the transition to tHc
demands of high school. Similar to the majority (’)f SWSs
in hosts, the three multischools in the sample divided

!
i
I
!
|
|
|

Number of Number !of |
Number of | SWSs inside Number of SWSs inside |
Type of School Buildings Building Buildings BuildingI ,
Freestanding 5 — 3 — i
Hosts and SWSs 23 32 8 22 | |
Multischools 12 54 3 27 (
|
Historically Small 4 ‘
Schools 45 — 0 _ f
|
|
!




thCII' suhools mto frcshmcn .. - school into one school. Students can attend this school

“academies and theme-based ~ T fronv thé sixth to the twelfth grade. By comblmngjumor
sophomore through-senior acade-___ high and high school, these schools ease ‘%tt!qentﬁ
o mles . The freshmen academies ™ transitions into high' school and hope to )lll|d astong
re designed t tw help. nmth graders _ student commitment toward the school i in junl()l' high -
. - acclimate to high school and new - - that will carry through high school. Morcovcr ‘the high
B . academic experiences (e.g.-scheduling). —Mwschool enables-the-school to extend.its rmddle:—;.r,mdc~ e
) . These academies also helped to educate teaching philosophies to high school cduutmn In
T LT the Fréshimien 3bout the varions SWSS ia the high ™ elementary small schools, teachers often’ worry that their———-
. school so-that-the students could make-an informed — ——students will not get the same quality rof personalu,ed“
RS — - L. selection as to the SWS'tl hey. would ‘attend their_ T Tediication at the secondary level they” re'ccwcd ‘during - e
1" sophomore year——— e elcmenmry school. The combingd. mlddlc scheol{hxghu__
e o . - - e M A ~school provides greater affiliation-and rcduc§s the—— -~
R "’“'"A few of thc new’ chﬁrter high' %cht‘)oh are dcsxgned - ~--number nf transxtmns chat ynuth have 0 make. -

ROV UOR U IS R e i e - [~

differently than regular schools. Two of the new small
" Charter SEhonls have combined a junior high and high =

|

BT DN J
:
:

H

Table 2: Number of Small Schools that Opened between 1998 and 1999

S : e r — .| Number of Number of
Number of | SWSs inside Number of SWSs inside
Type of School Buildings Building Buildings Bu;ldmg
Freestanding 5* — 3~ :._
Hosts and SWSs 14 19 8 l 7
Multischools 13 43 0 0
E
. |
*' 2 of the 5 new clementary schools also served high school students.

~ ‘Three other high schools opened in 1998 that, by their size, qualify as small hl{.{h schools. Onc is a newly opened magnet and
was exeluded from the sample because of its exclusive admissions policy. A charter designed to help students with drug-abuse.
problems was open only bricfly before being closed. The quick closure of the school umpk,d with its unique mission fed us
exclude it from the sample. The final school is a new small freestanding high school opencd in September 1997. We excluded it
from the sample because its enrollment was still growing and the school’s ultimate enrollment was not clear.
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----------- ~—deﬂgnatmg a.new.charter school. Inside, the_halls are__

- “‘—"—"tca[her ‘workroom to-talk-about their school

Iot fdung a_bn_g, u)!o!'ful

rush. Go hack if you have extra time.
Look for main ideas.Read the test

"~ gudstion carfilly.” "

“painted in bright colors. A dog owiied by oné of the ™™
co-directors bounds down the hall in between klds who
pat him ind yell-greetings to one another. This is the
“second year for this'school: Tt houses students from grade:

seven to twelve, approximately 135 African-American and

What makes this school different? “Our co- dfrmw.r ma(/e

up these rules for a a'f.raplmed life. It’s pretty lzelj)ful,}

§ -— —and we. have.to live. /)y it Challenge each_other. R espect

each other’s a’g[/ereﬂce.n

" Latino students in all. A group of students’j jmns QICHT thc

Anithoniy:——— J R RPN

- -'--—~———------Va 1css‘1'

1 cariié from Eisenhowér. I had over thirty kids in my
- —class; which-is a lot.. Then my cousin told me about
__|this school.”.

Anlth()ny

«

I went to Lake Park. That is a magnet school, “really brg
1 liked it, but my mom made me switch because there was
gang .m/ff going on and the teachers co ﬂldn t gme enough
time to kids who needed help.”

M
t

chael has been in the school for two years and says
at this year is better:

=

‘Last year, we had the same teacher for math and science.
This year we have two teachers for each subject, and that
mneans that they can spend more time with us.”

" Deirdre corroborates his comments:

‘Last year was hectic getting everything up and running.
There are more resources this year. The library is open
and we can use it for research and we have a com}mter
lab that is really cool. Our teachers have more time for
us. For instance, we had to do a portfolio to show our
work in the overland travel unit. We had to summarize
- everything we learned. which makes you think about what
you learned. We did math stuff in that unit and had to
use a graphing calenlaror. Our teacher made us solve the
problem with the graphing calculator and then without
1t and then think about which way was most ¢fficient,
easier—like that”.

What else do the students do here? We review for tests,
they say.

“In seventh grade, we are reviewing main ideas. There are
five tips on how to take the test. Take your time; don't

-~ she began whispering things about me. Then 1 /1/11/1 t

ments
help mediating a dispute-When I first got here, //{15 g:rl -

liked me but I didn’t like her: That wmade her maz/ mm’

1
that, so we found a way to solve it by talking about I/I.

th someon; you fill out this form to get some ‘*—"- e

ll,ée e

" Deirdre: . ) . -

“Qur parents have to give two days of time 1o the '(ﬁmi)l.
_..They go on_trips, participate in  fundraisers and |-
carnivals. They work in classes. Ms. Williams helps us
with Innch sometimes. Sometimes they are too mvolwa’
and they check on you, and that is annoying.”
Kienan: !

“Everybody in this school knows you and you bmlw //l}em
We have 135 kids here, with a max of 150. We don’t /mue
to worry about-gangs or drugs or metal detectors We,
have had only rwo fights, and they got sokved qzml'ly T his
school is safe for everyone. If you don’t live up to //1e|
disciplined life code, this may not be the school for yon. ?

Vanessa: - ,

“I never liked to read, but we have to read for half an

hour every day. We had to do that in my old Jtﬁl}l)l, 2()0,
but we never did it. We just talked instead. But here, i_wm
have to read, and so now I am and it is more iﬂlterffliug.
It’s even relaxing. We just finished reading Rome‘lo (m;'a'
Juliet, which Shakespeare wrote, and the high school did
a play for the middle school. We did tableaus where you
act something out, then freese the frame and then
the end. It helped us to think about the period in|time—
Elisabethan—and the costumes, and then you u z/er.l_vmm’

the play better.” . |

act I/)llt
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Madeleine s in her third year of
’ teachmg anda agrees 10 talk” w1th

___us.during her_planning period in_

role do external partners play in small-schnol§ develop-

riient? Each section begins with a summary of the -
ﬁndmgs and is followed by @ more detailed descrlptlon.

a new small schonl She spent one

.‘.,\'/allcy ngh a Iarge suburban school.

took the job in the new small school she is

e F 9. -

ol

e
I

Both-had more than-1;500 students. She -—~teachers and students. -,__-'_+..~_-._._.,__...

The new small schools in Chlcago-

" Tcurrently working in because: . T

~serve children of color;-

" Integrated Math Project (IMP) curriculum. W orl'.v/zo/)J

- - - -IMP.I think it is a terrific. curricvlum, as it engages s the ...

“Here. I have_ 70 students instead of 150, and, I can nse M .

~reschools at.the.high. school leyel;

¢ “serve children from prcdommantly Afn an- Amencan

have. been_organized for_us_through the Small Schools”
" Werkshop at the University of Illinois to learn to use "~

students so that lower-ability students learn. The top

kids do, too, hut they would have learned it any way we
taught it. This approach is much more engaging, more

—__average student in_the system:

* serve chnldren from poorer famllleq-

-serve students who are achlcvmg at

|
|
e b el o e
v

I

*. were more likely found in poorly performing schools;

Sun, and it ﬁe.{m kids to n/wmgale math, wvﬁttﬁ
is important.”

* “The teachers here can work as a team. We make
curriculum decisions together. We 're not as coordinated
as we.want. For instance, I have not worked with the
middle-school teacher yet. I think ske has her vwn
approach, but eventually we want to go over what she
does and what we do at the high school. But it is easy for
me to work with other high school teachers, and we try to
do stuff together because it strengthens the messages to the
Fids. The English reacher had kids write a paper on

- bees which had some math in it, and both the humanities
teacher and 1 scored it. It is just as important for the
bids 1o write well in math as it is in other courses. We all
want them to love learning, to be critical thinkers, and
we're making progress, but we do have a long way to go.
Still, working here, as compared to Eastern Higﬁ, I think
we can actnally make ir.”

In this section, we examine the
following: Who's in the Chicago
small schools? What's the
relationship between school

size and student achievement?
What are the conditions in small
schools that most affect students,
teachers, and parents? What do
successful classrooms look like? What

when they are schools- within-schoo (this applied
cspccnally to schools on probation); |

have fewer special-education students than the
‘system average; R i
]

employ school-within-school teachers wiho have
similar academic backgrounds as teachers in their

host schools; and [

4
o employ teachers who have worked outside the
CPS system. |

‘
When we began the study, it became 4pparent that
there were many suppositions about who was in the
new small schools. Some believed that small schools
took only the best students, while others believed that
these schools attracted the best teachelrs. In contrast,
educators working in small schools and small-school

" advocates insisted that the new small s:cho;ols in

Chicago. educated traditionally dlsadvantaged
students. This section explores thls qucsuon

in two ways. First, we examine which types
of schools housed small schools or divided

themselves into multischools. Second. we
compare the academic prcpzllratilon of small
school students to that of st‘ldehts in the
rest of the system; for SWSs! w
those students to students in the host school.

e
levels below the

|
* ~tend to-attract more academically prepared students - -
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-Table 3 1997 lowaTest of Basic Skllls (ITBS). Performance

T Frééstanding . T4 T TR0 A7 —
~Histoiically Sriall ™ S e A .

~ §chools™45 - 45 v 0,07 e e e n0.05 48.1 + T e
I~~-Rcst of.Sy'stcm,'_l_fi__._, e =389 04T - 1 -0.71 — .29..1_.‘”__*5”_” et e

Table 4. l997 TAP Performance

Hosts SWSs 8 -1.93 241 15.?%{% !
Multischool 3 241 -2.69 9.1% |
Freestanding 3 -1.24 -1.80 16.39’;5 :
Rest of System 49 162 -2.08 18.8% |
| g

|

* The I'TBS and TAP are scored on a grade equivalent (GE) normed seale sich that "grade level” is defined as the median seore
for a representative national sample of students enrolled in a grade. The scale reports the scores in terms of grade and |month
such that the median score for fifth grade (5.8) is interpreted as fifth grade level, eighth month of instruction. The distribution is
then scaled in onc-month increments. For instance, 3 fifth grade c.h:!d scoring a year below the median (4.8) dumumtm"u.s the
skills of a scudent who has reecived cight months of instruction in the fourth grade. Converscly, a fifth g g.,radt. child scoring a year
above the median (6.8) demonstrates the skills of a student who has received eight months of inseruction in the sixth gn"adc ['The
"grade level” norm centers on 8 plus the grade instead of the grade {i.c., on 5.8 instead of 5.0 for the fifth grade) because the
I'TBS and TAP are administered in the eighth month of the school year.

|
|
t
|
!
!
|
i
i




reatStrides

o "s',n‘;u's'cuooi;';rgx;kay
“to be housed in poorly
__performing schools. We

that housed SWSs to determine if

any particular type of school was,

" were more likely to possess SWSs than higher-performing -
hlgh %Llwol ¥ For instance,"a school whmc students on-- o=

““examined thé profilesof” schools and a half times more hkcly to posscss a SWS than A e e

“and percentagé of non-English-spéaking students, Ac

e .- the elementary level, poorer-performing schools, " more likely 1o be dcademis, magyrers and tendcd 10 be

“measured by average years above o below grade level -

tion were respectively significantly and niarginally
~significaritly morelikely to host SWSs or divide them- -
selves intu multischools. For instance, a schoo! whose

- math was 2.2 times more likely to possess a small school
than a school whose students scored on average at grade
-level. The vast majority of the new SWSs were located
in schools that served students of color. Only three of
the 35 schools that housed small schools had 30 percent
or more white students in their population. The racial
composition of schools that contained small schools was
very similar to the racial composition of the average
CPS elementary schools. Freestanding elementary
schools tended to serve lower-performing students from
high-poverty backgrounds. On average, 92.1 percent of
students attending the new elementary freestanding
schools received free or reduced lunch. In contrast, on
average, 86.5 percent of students attending conventional’
elementary schools received free or reduced lunch.

At the high school level, a similar but slightly different
pattern emerges. Predominantly African-American high
schools and schools with higher student mobility rates

were significantly more likely to house a SWS. Eight

of the eleven schools that possessed SWSs served
predominantly African-American students. Moreover,
schools that hosted SWSs experienced higher levels of
student mobility? than conventional high schools. The
average mobility rates of host high schools and muld-
schools were 35.6 percent'and 42.2 percent, respectively,
compared to 27.7 percent for conventional high schools.
Although not significant, poorer-performing high schools

composition; academzc pcrformancc, >tudcnt mobnllty.—mand high schools that servéd §tidents of color. This is7inm

“in math (see Table 3), and schools on academic pmb'{- e

|
|
|

i

verage sc

" school whose 'students scored on avcragtlz at gmdc level: -
H]gh school SWSs largely served Afncan—Amcnc&n )

——-more likely to become involved in thc —students who attended poorly performing sclhools Atthe . .. ...
small schooh movemcnt Wc cxamlned a

system level, freestanding small schools s{and‘ SWSs were
predominantly created in poorly performing elementary—

“contrasttd historically elementary s schml)ls, »1vh|ch were ©mm

Tlocated inless 1mpovenshed communities:——— -

" Students in small schools are among the

- most academically disadvantaged. Ac the system

level, we wanted to know whether smaH schools

-~——-students on average scored one grade level behind in —-— educate students that.are more acadcmlully prepared .

or less so than the average'student in the syxcem At the
elementary level, we compared the reading and math
Towa Test of Basic Skills (ITBS) <scc>res1 of sl‘tudems in
small schools with the scores of students atcendmg other
elementary schools. This comparison 1? prob ematic
hecause differences berween smail schools and other
elementary schools could be the result of small schools
teaching their students more, or because of their students
coming from a seronger educational backgmunda. In
1997, most small schools, however, had on‘ly recently
started and were concentrating on creatingg their structure
and identity. Therefore, we expected that small schools
would experience little to no improvements in their -
students’ level of achievement compaécd t‘() other schools
and that 1997 would provide a good baseli me of student

-achievement. Analyses revealed that %mall school students

in general were scoring slightly lower on che ITBS
exams than students in other CPS schools (sec Table 5).
Students attending SWSs were smrmg appmxrmaccly
0.03 grade eqmvalcnts“ behind in math and 0.07 grade
equivalents behind in reading, compared to students
attending the conventional elemenwrgf scl;ools. More-

. i | e
-over, freestanding small schools seemed to have recruited

students from especially disadvantaged bickgrounds.
These students were more than 0.537 grade equivalents.
hehind in reading, compared to students z_gttcnding the
average elementary school. The 1997|test scores indicate

i
that small elementary schools, both freestanding and

]
!
|
|


http:disadvantaged.1t
http:s~hools.At

SWSs, were e working with low-achieving st students  scudents eighth-grade test pcrtormancc
l’agc btUdefEt m-oT (SCC T&b e 6) cme [ U

who were performing bélow” thc av
the _system. T

- ~ e e T Gimilar to the e[é'.}?e"ﬁi;q- SWSs, high school SWSs T

_Actthe hugh school level, the academic preparation " educate students who are more than one-fourth ajyear

s - of students attending small schools could be dxrcctly
r————compared to theacademic preparation of students —-—-—a year-behind the average-high school in reading. lIn ”T

|
attending other high schools by examining high school contrast to freestanding elementary schools, frees tandmg

behind the average hwh sr.hool in mach and one- fl'fthu

e | SWS |32 | _-0.50 .. o078 LN

Muldischool 49+ 056

Rest of :he Systcm 389 047 o7t | .

: i
. i

* RBach WS was counted as a unique school in this analysis. Five multischools were excluded from the analyses because| they,
have no third through eighth graders.

Table 6: 1997 High School Eighth-Grade Reading
and Math Achievement by Small-School Type

SWS 224 -27.0% - 197% |
Multischool - 274 -44.0% -29.0% f
Freestanding 3 2.9% 5.4%

* Calculated by subtracting che average high school performance from the perfurmance of the small school and dividing by the
average amount of marerial eighth graders learned in 1997, Therefore, negative numbers mean rhat small school students are
entering high school less academically prepared on average than students entering cthcr CPS high schools.

A Each SWSs was counted as a unique school in this analysis.




hlgh schools are attracting i "ghia-é"rﬂxﬂ't.hm[i'rléf)éfr'ﬁ'ti(;ﬁ \Véi‘?éﬁbstiliiidl‘.""'SWS"u'nd o
~students withslightly beteér ~— " host differences in eighth grade rcadmg preparation ==~

_educational 556@@9hd§th;{rj the “were more modest and found inonly threc of theeight —
- éVc’ragc’high'Sch()Ol. T ""‘““"hlgh schools hosting SWSs.~Finally,-we f()u?d thatin -
s ’ ' the on€ high school that sérved a diverse student body,
Vith the cxccptmn of frecstandmg -40 "pen,ent Latino and 60 percent African- American,
hlgh schools,-small schools at both ————African-American students were more Ilkely toenroll in .. _._
) ~ the elementary and high school level are SWSs than Latino students. Thus, high schools SWSs

L T cdﬁEa“t‘iﬁ'ﬁﬁt‘ﬁdé’l‘it‘ﬁ‘whbfa’rc“pcrformin'g'bclp,w‘thc""_gttractgd stronger-students than their host-schools——-———---—
- average-elementary-and high school; respectively-Over- : R

|- Table 7: 1997 and__l?99 Demographic Differences Between Students Attendlng
: Host School and Students Attendmg SWS for 23 Elementary Schools h

- ‘1999 Avcragc Dlttcrcnce“ N 62% - |- -41%

1997 Average Difference® _ - 2.2% L R -4.0% ‘[
i
|
i

"+ Note on i'{cuding the Chare: Positive numbers indicate that the host school scores higher on the variablc and n(':gla[ivc number
indicates SWS score higher on the variables. ;
** Analysis for only 16 of 23 buildings that reported having SWSs in both 1997 and 1999.

1
)
1
[
\
I
i

whelmingly, small schools created in the 1990s are work-  This phenomenon may partially be driivcn ;hy student

ing to boost the achievement of lower-performing CPS choice and the themes of the SWSs. This is especially
students. ' ) true for schools that have math and science SWSs. We

- would.expect these types of SWSs to zllttratj‘t stronger
Some schools-within-schools were attracting = math students. When comparing the di!spzlrity across the
slightly stronger high school students than = eight high schools between the academic preparation of
their host schools. In buildings that contained both  students entering the SWSs and those s‘tudcnts entering
SWSs and traditional classrooms, we ran the host schools, we discovered that S\\Ss'locared in

|
high schools on academic probation were almost

uniformly drawing more academicul:ly prepared

students and fewer special cdllcatj()lx students.
The extreme pressure on these schools to
achieve may encourage students and teachers
to sort students informally. [The, disparities
between SWS students and host students
tended to remain stable or grow larger

between 1997 and 1999.

analyses to determine if different types
of students attend SWSs. At the
high. school level, SWSs generally
enroll significantly stronger

math students, stronger reading
students, fewer special education
students, and more females than
the host school. In five out of the
eight high schools, the differences
in SWS and host students’ eighth




Al the. hagh school level, the academic preparation of  only 8.8 percent of the SWS students
R -directly comparéd to the ™ ~weiré i special education ~while-almost -

o " students in SWSs could
‘-:.._.,_W_“W__ preparation.of students atten 110 percent of the host-schodl stiidents weré

|

} sc,hool‘; because’ many “students téok the ITBS in eighth™ " labeled as'special -education. The-difference at the lugh e
. . ”.grade. Unlxke hlgh schoc)ls, d!ﬂ"ereme‘; in the 1997 "~ school le vel was of a similai” magmtude"wnh 7.9/of tl he” '
academic achievement of students attcndmg el ementary ' SWS students in special education o compared to 1 4. 61 o
““““““““““““““ SWSS and host'schools'may be caused by two-reasons.——of the-host-school-students.-By. 1999, this difference L_ e e et
Fmt, students may enter the SWSs with stronger had slightly increased at the elementary level, with 8 2
_académic sKillsthan the average stadentin'thehost ~ " percentof the SWS-students in special education S R e

e school Second; SWSs may teach theirstudents more .~ conipared t6-14.4 percent of .the host school. At éhe T
077 than'the host school and elevite theit students’ athieve=high school level, the difference grew much-larger, with————---
- = memmient above-that of students.in their host..Even in 1997, __8.0. percent of the SWS stidénts in speuy[ edumtmn .
B our fieldwork révealed that sone SWSswere ()utperform-\ tompared to"27:6"percentof the hostsschool qtudents -
B *“ing'their hosts because of successful instructional = - -~ -~
strategic . Because we could not distinguish berween ™~ Oar fieldwork did ot foenus on the issiie of spegial 177 =
“theseews explanations, analyses of sorting by academic ——education so we are left to f.cmjecture abuut pmsnblc’w — <
achievement were not conducted at the elementary - explanations. It may h: use
e ~-~lcvel —~—Elementary SWSs,-however, did tend to attract —-- of the special-education label in SWSs, the. organwatmn.il..---,___ et e
' fewer special education students and structure of SWSs, CPS’s promotional policies, and the

more female students than their problems encountered in recruiting special educaucm

. - host school (See Table 7). . students. For instance, the growth between 199? .md
The difference between 1999 in the gap between special education students|
the percentage of special served by SWSs and the regular classrooms in their |
education in SWSs versus | host school is partially attributed to the host sch}uul
their host schools was increasing use of the special-education label. With |
significantly-greater in growing pressure to score well on standardized tests‘,

African-American schools and  elementary schools may be more likely to label thenr
significantly less in elementary  students as special-education. Inversely, schools may be
schools that served a predonii- identifying the needs of students better now that they

nantly minority student body. In are held more accountable for their performance. Thfe
general, students attending elementary SWSs more stability of the percentage of special-education s?udénts
closely resembled students attending their host schools in elementary SWSs in oppaosition o the trend in their
than at the high school level. host schools might indicate SWSs are more rclucmnt‘ o
’ ‘ label their students as special education. It may be that
At both the elementary and high school level, signifi- the ability of teachers in small schools to understand the
cant differences between students attending SWSs strengths and weaknesses of their students may reduce

and their respective host schools existed, we found that  the number of students in their school whom thcy label
sltudents’ race, neighborhood, and distance from school  as special education.
did not affect their chances of enrolling in SWSs.

|

At the high school level, a major reason that th(. ;
Small schools include fewer special-education stu-  number of special education students is zmrcasmg i
dents than the larger system. At both the elementary s that special-education students are exempt h‘om i
and high school level, SWSs enrolled significandy fewer  CPS’s eighth grade retention policy and are cnt’rmg
special-education students than their respective host high school at higher rates than non-special .
schools. The differences especially in 1999 were often education students. ; . !
very large. At the elementary level in 1997, on average |




oo o

““The attendance is very high. I have kidsihere early.

~They arrive at 7:45 and then ask me why I'm late.’".
~—{Small-school tm(/zer) s o+ -

" The structure of SWSs may
~also prodace barriers trecruiting
ecial-edication students,”
-Schools-within-schools are often -~ -
" organized by a group of likemiinded
. teachers around a certain theme or
eeinstructional approach.-Schools-within---
schools that do not contain their own

B
et e e =

|
U N

-achievement, the data from 1997 to 1999 suggest that
- students in small schools: - o |
H

* have better attendance rates;

special-education teacher may have trouble ————

have significantly” Iower dmpout rates

integrating special-education resources into their. ‘SWSS._M_.M “have higher GPAS;

L
“whish may tead the sehioo! taadmit fewer special-

fall fewer courses; ~

"education stadénts. Lastly, SWSs.may have a difficult___ L

-t . tary and high school small school teachers had similar

*gwen that
d tbe scores

time TeCTiiting Special-education students: The vast —e—have stronger ach:c& EMENE [ESL SCOFES
~-~-majority of SWSs recruit their students by advertising-- - ----more students are taking the tests an
" their theme and focus to students and parents in the bost  ~  have not dropped; and that -
- schools. Special-education students may be hard ~-—
to recruit because they may believe that their special-
- -~ education status could preclude-them from joining the — ... -
SWS or any other program in the school.

e glementary SWSs are significdntly less likely t have
students repeat a grade than their host \chools

Our primary interest was to investigate the hnk
between student achievement and school size. We
_ broadly defined student achievement as consisting of
three parts: student attachment, student persistence,
and student performance. In order to improvc student
performance, a school has to first enoacve its students.
At the high school level, Chicago is tmubled by high
rates of student absenteeism, class cumng, and truancy
{Roderick et al. 1997). On average, high school students
in 1999 missed per semester almost 13.4 daly‘; in their
core academic classes; English, scxencc,’ mathemanu,
and social studies. Because absenteeism at the high
school level often emerges from teelmgls of anonymity
and lack of accountability, we expccted’ that the closer
relationships and sense of being known facilitated by
smaller school environments would sigpiﬁc:zmtly
decrease students’ absenteeism soon after the small
school was apened. i
7 i
Chicago high schools also suffer ffrom high
dropout rates. Tracking the stt}dcnts who
entered high school in 1994 over a
five-year period, we found the overall
dropout rate was 40.5 per'cemfﬂ7 One factor
contributing to the high dropout rate is the
high rate of course failure; more than 40
percent of students fail two or more, of their
core academic courses during an academic

i
!
l
'
i

. ‘Small-schools teachers are neither better
educated nor more experienced than their
colleagues in the larger system, Overall, elemen-

educational backgrounds and teaching experiences as
other CPS teachers, but, two interesting trends emerged.
Teachers in high school SWSs tended to be less likely
than other CPS high schoo! teachers to have taught
outside CPS. Teachers in elementary SWSs and in small
freestanding elementary schools, however, tended to
have a stronger educational background, have a higher
degree or come from an academically stronger college,
than other CPS elementary teachers. Small elementary
schools were either started by or attracted teachers with
stronger academic backgrounds.

Findings:The relationship
between school size and
student achievement
suggests that students’
attachment, persistence,
and performance are all
stronger in the small
schools as compared to the
system at large.

- o« gt i i- L
When exammmg a range of mdlcators to assess student
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e 3: 1999 Average Days Missed in Core Courses Per Semester -

Controlling for Eighth Grade Achievement and Demographics
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year ‘Students may  be comingto
iuhooi but thcy aiso necd o be

" size and improved achievement, howeve:
—complex; because it depends on a greate
" variables. Siialletsiz€ dnd better-quality |i

r, is more

number of

|
nstrucnon are”

mdncatcd by passmg their courses™ -
_.and accumulating credit in order
.to graduate. An important goal of

dropout rate by engaging students in

Ttheiracadétnic coursework We examined

whether-small-school-environ :ncﬁt%”éid-éhai'ﬁ?éfss

~..studentsto finish school at higher rdeés.

promonon Thurd- s;xth- -and mghth-g:aders are -
reqmred 10 score abnve 4 cutoff on a standardved test

order ) be promoted to the next gradc, \Mth thc atd of a

- greatly expanded summer school program, a substantial
" numberof students are making the test cutoff. However,
a significant number of students are being retined. In
both 1997 and 1998, CPS retained 20% of the eligible. .
third graders and approximately 10% of the sixth- and
eighth-grade students, In 1998, 1600 students were
retained for the second time (Roderick, Bryk, Jacob,
Easton and Allensworth, 2000). The better ability of
teachers in small schools to get to know the weaknesses
and strengths of their students and collaboradively work
together on curriculum may enable small-school staff to
respond more effectively to Chicago's retention policy,

Students’ grade point averages {GPA) and performance
on standardized tests were the final indicators used to
assess the effectiveness of the small-schools movement.
We analyzed GPAs because they help to determine the
college options available to stcudents. Moreover, GPAs
provide a measure of school performance while the
standardized tests provide a general measure of skills
and knowledge.

These three indicators—school engagement, school

" persistence, and academic achievement—were used
because no single indicator can tell the whole story and -
because some indicators are more difficult to achieve
than others. We expected to see evidence of increased
student engagement and persistence quickly, facilitated
by better relationships between and among teachers and
students. We believe the relationship between smaller

in new settmgs

s Chxcagn s-reform is to Jower-its high —-—Attendance rates at. the hxgh school level e

~ both necessary, and these ake time to come cn irumnn

L

were higher than the system average in

small schools.-Attendunce rates were calculated by = -
“averaging studént bsences across their. corchcademxu T
~~courses, English, math; science;-and socn‘gl studles. If
thc student left the system or dropped out, only the fall-
semvesterinformation was- used-lf the: Mhdcnt persisted -
~the full year, student absences from the fall imd spring-- .
semesters wére averaged. Aniaverage of

i
class absences -

X

~was used to take into account the extensive class cutting -

that exists at the high school level. The gnew’ small high
schools in Chicago showed higher attendance rates than

_ other Chicago schools. Both in 1997 and‘ 1999 students

in small high schools attended school more qf'tcn than
students attending the host schools and the :average

school in the system. ]
- o

For instance, students attending small schnols on
average attended almost four or five more dqys of school
per semester than students attending the av;crage high
school, after controlling for demographic differences
(see Figure 3). One teacher comments,

i

“When Faras at fanother school] temémga c/as.r, rd
have 28 Fids on my roster; maybe 15 would ‘actually
show up on any day, and maybe ren or five ?z:om’a' turn
in homework. Here, out of my roster of 28, [ have

27 showiug up and 26 turn in the assignment.”

Other high school teachers expressed that thcy couldn’t
return to teaching in a large school because they had
hecome accustomed to their students shuwmg up to
school. Although the small schools have made progress
in getting students to come to school, their studenn are
still missing almost two weeks, or eight to cc:an days, of
school per semester. Small schools have

just begun to
lower the high levels of absenteeism and truancy.”
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- "o -—-Figure 4: 1999-High School Dropout Rates Controlling for. .. -

———Eighth-Grade Achievement and Demographics. - -
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_. The dropout rate was' =~
"""" significantly reduced in -~

~--1n the failure rates of students a:tend_in_g

the difference
SWSs and

‘ﬁErc’c‘g{t versus 40.6 percent)’ Although

‘at the high scheol level, We

analy7ed the one-ycar dropout rates of .

—w———blgh schoo! students..Students who.} eft_
the system to attend another school were

excluded f‘rom thc analysls On average. bctwccn'-m

“are control]ed, SWS students still fzu subsmnmlly Ic»s
often, 36.3 percent, than students attendmg
schools; 41.4 percent. =~~~ ]

theirhost - -

-Small ‘achool% havc Just begun to crode hlgh

. droppcd oﬁt’ of ’iéh()()wl‘ In"compérisbn,‘ 19. 8per"(.emof

*mo' COUTSE - e
ers help

hostzschool students and 10.8 percent of students attend-
--ing other CPS schools dropped out. The SWS dropout
“'rate’ was almost half chat of thié average hast school.

--—— Even after controlling for demographic-differences,-— ———-

the predicted dropout rates for SWSs were significantly

lower.than those of their-host schools by.five percent .
and the rest of the system by approximately four percent
(sce Figurc 4 for adjasted dropout races}g.

Small schocls were able to reduce thcur student dropcut
rates even in their first few years. Eight new high
schools opened SWSs after the 1996-1997 school year.
Open for only one or two years, these SWSs showed a
Asignificantly lower average dropout rate (4.8 percent)
than their host schools (12.9 percent) or the system (10.8
percent). This pattern of results persisted even when
controlling for students’ eighth-grade achievement,
students’ demographic profile, and schaol composition,
Multischool students dropped out at the highest rate,
16.8 percent. Even after controlling for demographic
differences, the dropout ates at the two multischools
either equaled or exceeded the system average. '

Course failure rates are reduced in schools-within-
schools. Students who fail their courses—specifically
core courses such as English, math, science, social
studies, and history—are more likely to drop out of
school. We analyzed what percent of high school students
failed two or more of their core courses during the 1999
academic year.” Using this criterion, students attending
SWSs tended to fail much less often (40.9 percent) than
students attending their hosts (54.8 percent) and students
at freestanding schools tended to fail at about the same
rate as students attending other high schools (40.1

1
—press and gu:dc ‘:tudents T urough courses in

~-allowing course failure to push students out of schools.

“Ia gurvisits to the high school; some srudents remarked - -~
that the support of their student peers, coup!ed with the ..
unrelenting pressure of teachers, was crmca] in keeping

—them in schoo and grddu'itmg. - ,,__.,H_M_}.,.

Retention rates were reduced in ‘thel new
small schools.” An important task of clemcntary R
schools is to help their low-achieving third-, sixth-, and.
‘eighth-grade students to score high enoulgh on the ITBS

. - Q
to advance into the next grade. Students! ding SWSs

s atten
in 1999 were retained at substantially Imx!fer rg)ztes than
students attending their host schools: 16.9 percent versus
26.3 percent. Even after controlling for student achieve-
ment, we found that SWSs had slgmhcantly\ lower
retention rates than their host schools, 10.7 pcrcent
versus 13.1 percent. Although on average SWSs retained
fewer students than the average elementary school after
controlling for demographic and perf(;rmancc_ differences,
these results were not significant. Freesitanding small
schools, however, retained significantly fewer students
than other elementary schools even afmr controlling for
demographic differences: 6.9 percent versus 11.1 percent
(see Figure 5). Over time, SWSs are experiencing more
success with low-achieving students. These schools are
helping them to reach CPS promotion stimda{rds at higher
rates than their host schools and in som«': cases the
conventional schools. In 1997, the retcntuon rates of

.
SWSs were not significantly different from their host.

High school students in small scliool|s achieved
significantly higher grade point a‘veriages. High
school students attending SWSs achieved significantly
higher GPAs than students attending thlcir ﬁ()st schools.

|
|
|

stead of e
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_High school students attending

: - - “the'students t I\A .s-eéR derick etal.;yp
-8WSs had marginally better. ... _the'students @ e ( 0 I

-5, for more -
in-dépth discussion). chond that issue; the mulnplc- -

" GPAs than students-attending -

-other elementary schools even after_. .

- controlling for demographic differences - -
o Lont o ks T Oé’i-f!:p T - solving or writing abilities. One of the centml flaws
between schools. Stiidents dttending™ > = .

- choice questions do not-provide complex,’ mulu-stcp -

tasks that rcqun'e students to show their problem- -

of these tests is that they.encourage teachcn o spcnd

SWSs are atraining better grades than their

countcrparts (see Tablc 8)

time preparing students for a test that does not

~measure the kinds of higher-standards thc sysccm $AYS e

itis seekmg‘De%pnte ‘the’ prohlems with standardi;

DRI B : " Tabie 8: 1999 ngh School Grade-Point Averages
e - ”"“Controllmg for Student and School Demographic: Charactens{

it

. Freestanding schools versus

1.98 versus 1.96A |

<1+ 1 ~-average highschools ~ 7~ . ... ...

SWSs versus average high schools

2.11 versis 1.96A

SWSs versus host schools'

2.11 versus 1.89

Small schools improved their reading and math
scores between 1997 and 1999 and tended to
outperform their hosts in reading and showed
mixed results in math.

In the past, stndardized-tests scores in Chicago drew
local and national attention for their extremely low
achievement levels. More recently, test scores have
been used to demonstrate thac certain levels of
achievement are unacceptable, and to promote higher
levels of achievement for all students regardless of
background. The standardized tests, which are central
o Chicago’s accountability system, are problematic.
The system currently employs several different forms
of the ITBS that it administers at different times.

Some of these forms are more difficult than others.
This means that the promotional standard may be
easier or harder to meet, depending on the test form

A Average for 47 high schools that are not small and do not contain dny SWSs

scores as a measure of student achievement, we chose 1o
analyze the scores because these are the measures with
which policymakers and parents are most f‘anlwiliar.

In 1997, at baseline, small elementary and h[igh schools
did not perform significantly dif’f’e:rently1 from either
their host schools or the system ar large|on étandardi'/cd
tests. These results were not xurpmmg, because the
small schools were new and needed to Gperate a few
years before they had a significant impace on students’

“achievement levels. It is important to remember that

the small high schools were losing fewelr stqdems than
other high schools. Theretore, if small th‘iehmh
maintained their test scores at levels equal to the host
and the system, this was an accomplmhmcnt because
they were keeping students who would have dropped
out if they'd attended other CPS schools (see previous
section on dropouts).




1999 Achxevement :
"This portion of the feéport asscssei"small :.chcol

1997-1999 Trend in Smali
Schools Performance.-High . school R

perforlmnce on the reading and math Sections of

~focus on reading and math performance because thes
. aul?Jcccs measure critical skills students need in order
——————-———heisuceessful and reflects-what CPS uses 1o evaluate —

schools and students.

Chlcagos “standardized testsin 1999, These analyses -~ improved between 1997-and 1999.-In 1997, the"
. "average SWS quahf'cd or almost qualified for academic — -~

" SWSs' math and réading scores substanually % o
r
]

“probation because only 10. 8 percent and 15.4 peré:cnt i
~of-its students were.scoring at or. above_national, norms.___
in reading and math, respectively. By 1999, SWSs| had

—made substantial gains:~In addition to-clevating: the

e ~-—-—-Pnor -10 d;acussmg'thc f' ndmgs. itis, unportam [ —
i - cc?tcxtuahze tHEM by briéfly revis
.improvcment CPS schools recorded. _Between 1997

Thumberof student scoring ator above national norms-to - -

vitig the general —— “1? ") perccnt in readmo and 21.8 percent in math !SWS> T

]
Tt in |bo{h reading and math. -For instance, the reading -~

scgf'cs in 1997 revealed that'30.3 peréent of elémentary

at or above national norms. By 1999, those numbers

: '—-""—"—-"w%had jumped to-35.9-percent of elementary students and ... however, need to.be imcrprctcd,cautiously"b,ccaufs‘c,‘_;_

3212 percent of high school student scoring at or above
nafional norms in reading. Large improvcmcn;s were
e -also. realized in math scores during this same period. |
Thereforc there are three ways to look at student
“achievement: 1) to assess how small schools test scores
change over time; 2) to compare the small schools to
their hosts while controlling for demographice differences;
3)to measure how much students are learning in small
scpools compared to their hosts and the system,

The achievement trends for high school and elementary
small schools were different and therefore are presented
separately below.

High School. ‘

¢ In 1999, students attending high school SWSs were
 performing at higher levels and learning more reading
and math than students attending their host schools.
Moreover, SWSs students were learning nearly the
same amount of math and slightly more reading on
average than students attending other CPS high
schools,

. In 1999, students attending freestanding schools were
ach:cwng at higher levels and learning more reading
than students attending other CPS high schools. Math

performance was slightly behind. k

TR A 1999, "Chicago’s téstscores significantly improved ——

“studentsand 244 percent of high school students scored -

lugher in rcadma and~15- grddc cquwalcnts hloher -inj-
-math Mulnschools madc similar. achtcvemcnt gams - '

makmg impressive achlevemenrgams in some ot
Chicago’s lowest performing high schools. These gains

they are partially attriburable to CPSs’ new policy of
retaining low performing eighth graders. B

In contrast to the SWSs,-on average the freestanding
high school level of achievement remained flat |
in reading and actually slightly decreased in math
(see Table 10 for math scores). ‘

1999 Achievement Controlling for |
Demographic Differences. SWSs were Lmnbare}d
to their host schools in order to determine if the SWS
strategy provided the host school an effective methocii to
elevate the academic performance of its scudents. On
average. SWS8s outperformed their host schools by .26
grade equivalents in reading and .09 grade equivplen;ts

in math.- Although not significant, students in SWSSI
tended to outperform their counterparts attending their
host schools especially in reading. This suggests that
SWSs are effectively raising the overall achievement, of
the buildings that host them. . |

:

It is also important to compare SWSs and freestalnding
schools against other CPS high schools. Frees*tanding|
high schools were able to elevate their reading scores
above the system by an average .29 grade cqunvalenta
and were performing on par with other high Stheols in

math {(see Table 9 and Table 13).
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Although SWSs outperformed host school {séé’ Tab!c 12 for Math Results). SWSs

““theirhost schools; SWSs —————~seemed ta be effective as a school btrdtcgy to raise
—_performed significantly w “Tthe learming rates of its'stidents. “RcmaTkab y, SWSs
~~in both reading and math by :78 -——-were able to hold unto more students (i.e., they hada
grade equwa!c'rics’ and .87 grade ~ " " lower dropout rate) and also teach cheir :.tudcnts more

S ~ equivalents, respectively, than other  materials than their host >chools. : ’ .
e —---high schools {sée Table 9-and Table 13). SO 1 -

We lock to academic growth to help us Moreover, students in SWSs were actually Ieammg
cxplam this— ————————on-average :05 grade equivalents more readmg than -
— - stiidenitsattending other CPS high schools~iLocated * - -——- -
T T T Acad eniic Growth in 1999 At the highschool ——7min_poorer performing schoolsrSWSs were- bcgmnmg 00 oo -

__.“,.__-_w,,.___.__levcl giowth was measured_by.controlling for students’ _slowly close the gap between ch@}j_studcn_t_s apg'_tlj_(};,c
“eighth grade achievement. Therefore; this-analysis—~—attending other CPS high- schuol:a -In mathihowever, --

"""" ~measured on average how much students learned while - - SWSs average growth rates still remained 04 grade

B ’M“thcy were€ in high school.” T TT T equivalents behind that of the average CPS jhigh
e e T R schools.- Integrating the growth and ac nevement
Students attending high school SWSs were learning results for high school SWSs suggests that SWSs are

. . . . |
- — significantly more reading.than students attending their .substantially scoring below_the system av_cra,gcgn -

host school, a difference of about .10 grade equivalents.  absolute measures of achievement because 'thejf

In math, students in high schoot SWSs learned .15 grade - educate students with weaker eighth gradc academic
equivalents more than students in their host school. Fn - backgrounds (see Table 9 and Table 13)

two of the five h:gh schools in reading and four of the Lo

five high schools in'math, students in SWSs were ’ j
learning more material cthan their counterparts inthe . . !
, - d4

|

|

Table 9: Difference Between Small Schools and Average CPS Schools
on 1999 Reading Achievement, Reported in Grade Equ:valer{uts

Average of !
Freestanding 0.07 0.29 -4.9% 0|.06i :

I

Average SWSs -0.08 -0.78* -9.4%# 0.05

. | [

Multischools** 0.11# N/A -2.4% » N/A|

' L

#p<0.05 *p<0.01 ;

. . . ; e
**Only 2 high school multischools existed, they were analvzed as case studics and means were not computed. The elementary
multischools were analyzed separately from the SWSs and freescanding schools because they often were built around grade
levels instead of school theme and they involved the whole school, '

1
{
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Similar to SWSs, freestanding high schools were
" “teaching théir stadents slightly more reading,:06 grade -~

tea
_'",e;(ju'”\/'al" than other high'schools.” Freéstanding™ ™"~

" e Small elémentary schools consistently "

- and, at times, substantially elevated ~ ——— -—
“their achievement scores'in math and -

Pl

“schools' growth rates suggest they are expanding the-——
gap between themselves and other high'schoolson™
measures of standardized achievement. In contrast, --

~—=—e—————students at freestanding-schools on average are learning—

substantially less math, more than two months or .21

|de ‘equivalents, than students attending other CPS—

T gra

- readlng between 1997 and 1999,

o Although SWSs outperformed their host schools e
--reading and math, SWS students learned approxnnately

the same amount of math-and reading matenall
as students in their host school during the 1999 -
-_school year.

in" [~

—fhlgh schools (see Table 9 and Table 13).TAlthsugh:-

. __having difficulty_teaching their students in math.

~sudcessful in reading; freestanding high schools-are S

e When_comparing small frccst‘mdmg'%hq')
with the larger system they learned less.-

By

T I T After theelementary section; we will-discuss possible
s - explanatmns for thls ﬁndlng--— T e e

- Elementary Schools.*"-w-* e
The small schools at the elementary schools are

—.-improving but.the data is more complex and mixed. It ...
ma'y take more time to see the achievement effects.

._.Small elementary schools conmtently elevated t
_ scores between 1997 and 1999 in both reading and :

1997-1999 Trend !_x_lvsvx_pall Schools Performance.
eir, -

math. Fori instance, on average, the percent of ﬁtudcnts )
_ator above natlonal norms in readmg grcw from 27 1'

.................. _T— ,

28.% '
!

l
i
|
|

1997 Number 14 10 3 49
1997 Grade Equivalents
Behind Grade Level |
in Math -2.15 -2.46 -1.24 -1.62 |
i
1997 Percent of Students . |
At/Above National Norms 15.4% 15.67% 23.6% 23.6%| |
1999 Number 14 10 3 47~
1999 Grade Equivalents i
Behind Grade Level |
in Math -2.00 -1.76 -1.76 059 |
1999 Percent of Students *[
At/Above National Norms 21.8% 25.9% 19.0% 37.1%| |
|
{
* Small schools that closed and opened between 1997 and 1999 were excluded from the table. I
~ Number of schools is less because a number of high schools opencd SWSs between 1998 and 1999, "T'hese schools were exclud-
ed from this analysis. i
\
|
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- 1997 Number - -

1997 Grade Equivalents

}—Behind-Grade Level -
in Math -1.04
557 Persem of Studrs

S R At/Above Naaona Norms. TT16.7% T
- - i999jNumber“—”"‘i“' ] @ e R s ~4 -

) m I Behmd Grade chci ) R h B
R R "l “In Math o 043 VT AT T TS T T T3 e (0,19
- I ''''' 1999 Percent of Students- | = : i - S et e J e

44.3%

At/Above National Norms | 38.8% 35.0% . 303% | 624%

opened berween 1997 and 1999 were excluded from the table

~ Number of schools is less because a number of new clementary schools opened SWSs berween 1998 and 1‘)‘)9
. were excluded from this analysis.

in math (see Table 11). Small elementary schools consis-  in math than in reading and in some case
tently improved their test scores between 1997 and 1999, cally significant. Since elementary schoo

achievement of small elementary schools was contrasted  be attributable to their being foundcd in

high school level, elementary SWSs were on average better than other CPS elementary school
performing better than their host schools.

* Following CPS reporting procedures, we only report the gest scores of 3rd through 8th graders. Small schools that closcd and

Ths;sc schools

percent in freestanding schools. Larger gains were made  between small elementary schools tended to be greater

5 were statisti-
s registered

N . _ large improvements in their test scores he}:twéen 1997 and
1999 Achievement Controlling for Demographic 1999, the tendency for the elementary small schools to
Differences. As with the high schoals, the level of perform at lower levels than the rest of the system may

poorer

. against the academic performance of their host schools - performing elementary schools. By c‘(amlmng academic

and other CPS elementary schools. Elementary SWSs - growth rates in the next section, we can detea{‘mme if
outperformed their hosts by .12 grade equivalents in small schools are closing the achievement B2p:

reading and .06 grade equivalents in math. These [
differences, however, were not significant. Even There was one exception to this trend. Freestanding
though these differences are less than observed at the small schools on average performed .07 gracle2 equivalents

S in reading,

of the system, however, found that small schools tended  learned approximately the same amount
to score approximately one to one-and-a-half months math between 1998 and 1999 as students

reading (see Table 9 and Table 13). The differences SWS students was only 2 percent greatcr[

Academic Growth in 1999. Analyses of academic
Comparisons of small elementary schools to the rest growth found that students attending e|ememmr SWSs

of readmg and
attending their

behind other elementary schools in both math and host schools. The average reading growth oflelementary

than the growth
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R ,,,,_;_“:F;Bi’e 12: Math_Berformance, SWSsVersusThelr Hosts e '

o {Avcragc of SWSs . o _ :
T “%Achlevemcnt in Math™ T 059 T U077 T T R032 i), 82 ) 035

i
gHostSchool Acluevcment”.w, LT FRO U OV U T

o ) G Mah T D099 047 | T 0T T T3 T 064

7 ) Difference in Achievement ...
-between Average SWSs and |- - — - e RS - R -
ceim ovmee - \ {Host SchoOl oo 040|030} 039 | 020 | _ 029 B

i

Table !3 leference Between Smail Schools and A\rerage CPS School
on 1999 Math Achievement, Reported in Grade Equwalents

Average of
Freestanding -0.16+ -0.05 -13.4%# 3

&
~
Y

Average SWSs 0.13+ |1 -087% ~13.8% ' -0.04

Multischools** -0.10 N/A -7.6% N/A

T
f
i
¢
{
{
{
i
i
i
i

+p <0.10 #p<0.05 *p<0.01

** Only two high school multischools existed, so we examined only these schools’ residuals, and no mean cffeet was comg utc.d
The elementary multischools were analyzed separately from the SWSs and freestanding schools because they often were bmlt
around grade levels instead of school theme and they involved the whole schoo}
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~experienced by studenm in their —— more students :md teachmg them more reading at

-—fespective host schools.. Althuugh the high.school level. Small high_ school? math L

— SWSs-were in general outperform- —performance, however, still lags behind t|he :,‘ystcms_ i

T ing their Kostschools ik feading _—_— —and presengs an important challenge;—-1-- ”i*‘"" S
and math, SWS students learned —— e oo ;

* approximately the same amount of - ‘Esmb whed in poorly performmg sthools e cmcntary

reading and math material as students in

their host school during the 1999 school year. thc:r test scores between 1997 and 1999! Fvcn with
these_improvements, however, small cle‘mcntary schools

e —Rapecially in math; small school students learned less —-——are performing-below the average \(,hool| in. the system.___..._._..
on-average than students attending other elementary .. Because CPS. elementary. schools. agg’:ﬁsubatanmﬂv T
T ST T T schools (See Table 9 and Table 13). In'reading, - - - --="improving in general, it may ke the elémenmry small
students attending freestanding schools.and. mu!ti-_w_____sch()ols more time fo_build an effective instructional ~ T
. .| schools learned stightly less than stidents attending _  programm to compete effectively with other clcmcnmry
o ememe == = ~other CPS schools. Students attending SWSs,-how- —-—»-M-bch{}ol&. The ability of clementary SWS\ to heip poorl o
e e oo ever, learned significantly less reading than.other CRS_____. performing third-, sixth-, and enghth-gradc students
students, almost one-tenth of an academic year's growth.  meet CPS promotional requirements tn(?:catcs the
b Moregver, students attending freestanding elementary ability of small elementary schools to dchvcr improved
schools and SWSs learned approximately 13 percent of achievement results
an academic years growth less than students attending S S .
_ other elementary schools. Students attending Qverall, small schools achieved more in reading than -
elementary small schools were learning less reading " “math. In our fieldwork, we found that manyschoolwide”
and math on average than swudents mendmg other - efforts, both for the host schools and the SWSs,
elementary schools. ) o cgqc;qqtratgd ‘on'rcading initiatives. In fgct, s?evcral small
o school math teachers specifically found fault with some
Discussion of Academic Findings professional development strategies that did not
The challenge to elementary and high school SWSs is incorporate math. Many faculty members sﬁggestcd
w elevate their performance to levels at or above the that in these early stages of developmerﬁt, they were
system. We see the same obstacles facing elementary focusing on improving reading instruction, and had built
and high schools: the need for more professional schoolwide plans for teachers and for students to
support, for more academic rigor, and for SWSs to improve reading skills and scores. Given the enormity
compare themselves to high achieving schools in of the children's needs in reading and the complcxicy' of
addition to their hosts. improving them, they had not yet begun to concentrate
on math, but we are hopeful that they will be able
Small high schools have made important - tofind the resources to do so. There was concernat”’
strides. High school SWSs are outperform- " both the elementary and secondary levclw tha% teachers -

needed support in building their own math skills

and instructional approaches in bolth r(i:ading and
math in order t be able to reach all the students

they encountered. |

ing their host schools in both reading
and math and even other high
schools on measures of reading
growth. Freestanding schools are
outperforming the system in
reading. It is impressive that
small high schools are simultane-
ously improving reading scores
while achieving dropout rates
significantly lower than the systemy
average. Small schools are engaging

There is a lively debate thhm the small
schools about whether they shuuld be
preparing students to take the test.| Many feel
that students need to concentrate on building
skills—like reading—first and that this is a top

.. . - . Loy
priority. Without confidence in thac skill, test prepara-

i
'
|
|
|
|
|
i
{
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tion in.itself is qt qmte . difficult. One of the schools that

showed the greatest: gams o tést scores suggested that

thcy‘had fearned how to mtegrate test prep into

ner, a local cultural institution. We as
" what do you ‘dothatallows you to help e e

[ R, ot ot o ven e e e

nculum

Further, tedchers stated rcpeatedly that they were

—-—————>geeing gains that neither wc-nor-the~c1ty~assessment—

——-————-»cm’ntlonal ‘maturity,-and critical thinking. The teachers -2 —

~ system measured. Many are keeping track of grade-
~level galm‘“lmproved levels of responsibility-growth-in ~-

Ehe KidgP e e e it s v <ot

- M: Four of us work as a cluster to provide support 1o the o
- stiidents: If someoné needs more monolingnal support, | .

“we can hreak one teacher out to work with those stua’m/x
We have a great deal more flexibility here because we mlf/

- change our class schedule_And we only have 250 kidsin__

~the whole school-<that makes a'difference 1 tool T

]

.;-._____sug,gcsted that growth in these areas” sh()uld eventually —
e —____improve_ overall test performance.____...

1

011(* of the lmf pro/ects we did-was a co/,’abomtzw murﬂl

|
o — tESES—A gAIN iN l_tsclf It-takes more-time to Se€ GIOWth ————c 1o fe 4ud share the teaching artist-It was grea
' in standardized- -test scores, and these

Fi
student achievement including a
htiaightened sense of safety, greater
variety in instructional approaches,
nd stronger accountability between
teachers, students, and parents.

We
us|as a group to talk about both the challenges and the
benefits of small schools. They are working with chil-
dren in a bilingual setting, hoping to strengthen the stu-
dents’ facility in English while also protecting and valu-
ing their native language, which is Spanish. The hallway
is colorful—done in a Diego Rivera-esque mural that
the children designed and painted with an artist who

- Small schools have made important gains in those areas -
“in which change can be documeéntéd quickly: attendance’”
rates, dropout rates; and so forth. Improvement on these
ll]dlCdt()l‘S means that more children are taking the

should be examined over the

that, nationally, the Hispanic
dropout rate is the highest
in the country and that the
African-American dropout
rate is second, the fact
that these schools are
serving these two groups is
an important finding. Keeping
‘these students in school dramatically

increases their chances of success.

ndings:A number of conditions affect

visit several teachers who have agreed to meet with

. next three or four years. Given

"I with high' school students from a neighboring African-"""
~American high school. We wanted to do that because our -~

hd.f are Htspmuc and they need the opportnniry tol gertn”

" Funip kids frini different racesIf oe’'d been d big sc/mr‘//

we never could have collaborated—but we could f/e\ onr
our kids—it pushed their E nglish and helped t/mnl ‘
understand w;d get to Fuow kids from a different
identity group. -

A: We spend more time thinking about how to get the kids 1up

to speed. Last week we spent the whole week al /llIIL/I rm a
bid that had acted up and conld have been .fu.fpe/m’ed. .
All week we kept asking, ‘So what will the gains l)le if we
suspend him? Isn't there another way to give him the
wmessage about what ke might do to accept the consequences
of what he has done.” In the long run, we decided t() l'eep
him here and to share responsibility for working with /um
s0 that he wouldn’t lose the gains he'd made in school. |
That'’s what happens when we suspend kids, you know!
They just lose whatecer progress they've made. "

. |
E: We are akways trying to figure ont whether the wl)r‘l' we

are giving them is rigorous enough. I've been to wa York
9

rwice to visit small schools there, and I always see| very
caring teachers, but I'm not akoays sure that the rigori
is there. If teachers really care about kids, it goes u'vav |
beyond touchy-feely kinds of experiences. We want hds o

he engaged and to work hard.

]
SD:And when we hire teachers we have to think about this.

There are a ot of teachers in this school system who have
really stopped caring about kids or asking them 7 work
hard. They just report for work, collect a check. We try, to
set up our interviews so that we cau botk find ontyand

)
|
|
‘l
\
|

ffﬂl'* e e



" committricite dar Gon values whout 7 moré mclmcd co'be rcspunswe to teachers and
~-CUriNg /md«n'gor We want to see -~ resp(mmblc A48 StUAEntS. —— e e [
~~something mealy in what they give — —
"~ hids. We pusk 1o find ouf whether-they _Engaging small school students. Given'the™"" -
T know how important it is fo get kids -kinds of gains in attendance, promotion, and course-
%e}br}izz’g‘i:}'k?' all groups. And we wan campletion rates, and the decrease in dropout rates,
__to know whether they understand how - ____we wanted to_see what conditions were in place inside
important it fs for thew to write in every subject.  the small schools that made these gains p()SSIbIC We
: identified conditions that affected students, parentx,m
--A: “There are hard things abour-being in a small school too.——"1n - teachers, and found the following to |hc true: -
»m~wwwL:£‘e when we (Ugm: VW are.like a family—with.each _'__—"“'Tcachcrs I — dcnts wcll et
- other all the time. So, it is hard to drgue proa’umvely We 2770 T

need skills in- opemd:mmmﬂ technigques. We.are so_close, _

e 10 OHE QRGIREL. ——emr

T We really think staff development is import(mffor e;éty-
one so that we can heep growing. And we do try to work

on i2. But finding the time is a problem. We thought we™
would have half days becanse of our mzmwbp program,
but here st turns out that we have to go with the kids, so

we have access to and time to plan the big projects that
we've been doing. Those sort of come in spuris——bnause
we have 1o be able to give big chunks of time. ‘

SD:One of the other problems is that becanse we care more
abont doing things like projects together; we don'’t have the
time to get very clear about things like a discipline plan.
That's what happens when you are new—yon have to cre-
ate everything! Right now, we all have our own plan
because we simply haven't had time to build one together.

Repeatedly, teachers and principals in small schools
suggested that their smallness in and of itself was not
sufficient for improving student achievement. They
stressed that it was a combination of factors
that were facilitated when the size of

the school was small enough so that
the adults could work together
more easily. Consistent with
nationwide findings, our

research found that small

schools create communities

where students are known,
encouraged, and supported.
Students are aware of their value in
these communities and, as a result, are

I sumetimes think we scorry too nuch about betng polite

there goes that Timé. We need tiiie to meet with aftists that e

. Teacher:«, have hlgh expeuatwns for the students. -

- which often leads to hlgh expectatioﬁs in thc
“students themselves.

é
_ »_Teachers foster wttcal Judgment in their studcnts
« Teachers use a broad range of strategies “]’ engage
..their students. ... L l e

¢ Students report techng S\fer in their ﬁchonls.

e Accountability is strengthened bctwcen parent\,

“Studeints, and teachers, |
|

Teachers know students well. “In this school,
you can put a face with the name. Our teachers know
all of us,” said Fatima., “We have to show up here or the
teachers will call your parents. They are ona ﬁirsr—name
basis with our parents and they care thatjwe ¢ome
and that we get it,” confirmed Alex. In sma lhchool
students’ relationships with parents, te.mhers adminis-
‘trators, and partner organizations are cruual Thc small
schoaols were able to develop concrete |dcnn,ncs
supported by a substantial and enduring|sense of
community, and these were characteristics th!at meant
a fot to the kids. ‘ j

One staff member states:

- i .
“Kids stay after school and don’t want to go home
and we can’t get them 1o leave, and it's becanse
of this sense of family and belonging.”

, |
. And at another school, a teacher comments:

“We have a morning program, Szfm‘s !ai 7:30.
There's also an afrernoon /igl:tﬁom‘e program. We
have kids who are in both. They're here from 7:30 to

4:00 pm. And they would stay longer...they want to be

here. That's what school should be.” |
[



Teachers have h:gh expectations for the
st&dents, ‘which ofténleads to high -

"Teachers use a broader range =

“of strategles in order to engage -

“stiidents. T cee e

xpectatmns in the stndents themselves. -

“Our teachers are all fowsm' on pur going to college -~
" and staff. T/ ée)- have it all set up so that we will z'}zzve :
u porifolio swhen we finish. here 1o help us get in.”

w

, of onr teachers has been doing a study about how m“é -
Jearn with a university professor. Together, they dmdez{

Clc
ral

se relatmnshim between adults and youth

—.V—approaches “for conveying eonteny and for engaging theur -
—students”At'one school, the lead teacher dewiled
_this_works: P

' that we should change the order of our clusses and féei
T way we learii so that it will stick hetter” T T }
H

Teachers-in-small schools use a- bmader repertomr -of

hO‘ e ey e By o e

O e E s ors rdnon trn Bide st sirBnrtersit i Hhosst £

— -Smw yon become. $0 close to ém’:, irs mparrmzt 10 t/iem Mm

..... B

\they meet our expectations. They know very well how raﬁﬁ__-
we want them 1o succeed, The bids want to please you.”---

Heightened expectations are manifested through —
the care and academic aspirations teachers have for -

“szz’e/m don’t :;srmlly gia chance to hear other f w}p:’%'
_think In math and science, the students are asim’lto sole
problems and explain to the class how they solved the |

problems. In English, they have literature circles m&w?
they help eackh other read and provide evj)lmwfmus of

l,
~theirstudents:

One administrator states:

“[Our] biggest challenge is
getting the students to believe
that they can do it instead of
lowering the bar.”

High expectations

require relationships and
communities of support;
only in caring relationships and
with support can expectations
become internalized and, potentially, realized.

Te}achers foster critical judgment in their
students. An clementary student put it well:

%%

We learn critical thinking—we use our brain, not
everyone else’s.”

One principal explained:

“The staff has had 16 learn to deal with kids who
question what they do because they are fostering
Aindependent thinkers.”

In the strongest small schools, faculty members are

expanding academic horizons and equipping youth with
i - » . . .

the skills of critical analysis and inquiry.

what they dre reading. A Folesheer is given and stwlem.s

© asswme different roles: discussion director; creative I
connector {connect the story o something else), woird

wizard (looks up the hard words), illuminator (Iool‘s'up

and determines the importance of passages), travel c/mscr

(tracks the journey), and artist (visual re[)resellfatzor/{.

In so doing, students are acquiring a variety of skills,,
. . . t
learning how to be constructive and productive |

community members.

!
|

In addition to, and probably as a result of, formmg strong
and purposeful bonds in their schools, many smdll—school
students become involved with projects that help| thcm
to learn about their neighborhoods. In many qmall schools
there was a community-service requirement above And
beyond CPS requ\remcnzs The students were m\l olvéd
in diverse community projects such as retycling, !
participating in the Chicago AIDS walk, helping to buu!d
a home for elderly women, painting Chicago Transit |

Authority murals, and arrending vocational workshops.

H

Students feel safer in their schools because!
they are learning the skills of conflict b
management and democratic citizenship. § »

“You can’t walk through the halls here Jooking mad, |
because a teacher will stop you to find ont what is going
on, and you can’t just bluff your way Iny.” |
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reatStrulc

later,
and spol\e

into the school. By their senior year, two years

1
~these students had built trusting rclatlonshlps
“about the school as 1f it Were'a tamlly v

We have peer mediation here, and =
vull three grades people have been
fratied.”If you have a problem ‘y'ou

~write down the problem, and that -
“indicatés that you want to solve’it by
mlémg it out. Students mediate the

Small schools deal thh many of the disciplinary
]
problcms in a manner that larger schools cannot. They

kids are less judgmental than adulrs. We stop and think about preferable solutions. They attend to

—violence before it erupts.” —-problems earlier, involving teachers and- parents more

quickly,-and-attempt to help’ stiidents understand and .

Students.were highly.engaged in.their small schools_

~.77and feltarésponsibility toward their school akin to ™

—modify problematic behaviors: Through com
R pcrsonal rclanomhlps and expC}tatlom of ci

munity, -
nhty,

citizenship. The high_level of studént involvement

-and modcl a-crmcal and enga ed c1t|Lcnsh| .| -
community, helped keep the studcnts interested and e gg ] l .

_involved in their schools.

~_inthe small schools, coupled with their sense of

Onelead teacher states: - —

Focus  groups with students rcvealcd that they choose - “If there’s some fight, I bring the c/nldml in here, We sit down

to attend and remain in small schools because these
schools make them feel comfortable and safe. Thcv are
Icss llkely to cngagc in v1olcnt physlcal altcrcauons. '

\
and discuss it. You Take the time 7o do thit, Wﬂ‘don 't look ™

themn dmnge their be/:avior. And [ see that llmpp‘eﬂiﬂg. 7

: “We can tt’(lt'/l wlues, e//ucs [11/1/1/ wnfllct-resolutmﬂ

" strategies in small doses. It’s contagions. Brian, who
came in violent, unmottvated and uninterested—and
later, in a potentially violent situation, Brien said of
another student, ‘I can tell he has hurt feelings. Can I
talk 1o him?’"(Charter director).

In anothcr hlgh school a studcnt darted out mto the
hallway in the middle of class and begana f'ght with a
student passing by. Rushing after the studcnth, the
teacher tried to break up the fight. Two Iargc‘scniors
attending the small school intervened and di\j/ided the
students. The teacher commented that she could not
have broken up the fight without the senjors’ help. The
seniors talked to the student for about 20 minutes and
then returned him to class. Students as well a5 teachers
in this school were working to make the school safe.

A number of small schools indicated that they work hard
on the skills of ethical citizenship, nonviolence and com-
munity participation. The story of Brian, above, was
echoed by a teacher from a school-within-a-school, who

toldas bout a student i David. e
o astoryfi outa student named David When small-school students were asked why, they fight

less than students in the host school, they answered,
“Becunse we know one another.” Our data coincide with
findings from the CCSR 1999 student s?urvc\ys. '
Students attending freestanding clcnﬁcntary and
high schools felt more confident than other
CPS students to help people solve their prob-
lems, negotiate conflict, and werk with other
students. Moreover, students in elementary
SWSs tended to report feeling|more able to
navigate conflict than students in their host
schools . Students at small schools build
relationships and the skills to cooperate, disagree,
and negotiate with students and teachers.

“At first he would be the first one to cheer a fight.
Now, recently, when he was witnessing a

Sfight, he didn’t stand there and cheer
them on. He was the one who got
the kid who didu't want to calm
dowon out inty the halltway and

had him waiting there for

Ms. —.”

In another high school, the teacher
explained that the students were

mean to one another and constantly
harassed one another when they first came

Sfor suspension. We want to work with the children and have -

A l” oblem.-No adults.-It's better-because. ~-~~~~suggeqt alternate ways-for-the kids to deal with anger. . .......0.



Je [found that elementary and freestanding high schobls™
- “wereable tw establish-substantially safer and more stable

"léarning environments than conventigiial schools.

’"’A'c‘éé‘iiﬁlabi]it}ff;g"st:engthegg_ed“"* -

T M“teachers S

{ * .
' Stuidems attending freestanding elementary schools:
i rep?rted sngmﬁuntly fewer’ dmrupnom in ch, lngh
levels of respect among students, and a greater t

»-»--—'wm support-academic-achievement: than Students in

-~ -When I was in eighth grade, ny teacher told e ke wonld

“I& hen 1 was in elementary school, I was a poor student. _

|
/m&f} megd in /l(n“, becanse m wds 8 Jaitm! that wozfla’ e

conventional schools did. Moreover, some freestanding
",“'sc!moh were. able'm establish tg_f; ely-safe environ-

erelementiry

é*e ;}a:m’ea" inon one (fate Lt here the %'d:e/:s are. ;;zcw

B schools “Studenm found the new freestanding school

5 - ,_,V‘,,_,omamzed and they will help you. 1t's more ab

il f)}e \proges
=1t the deadline; No one'is strictly by the book-=they /}az:e

T _—f'f'hlgil "schools’ an_d ;l‘emen;a_ry_s_choola.‘ _—

~Although students fele safer withinthe confinesof ——
- - their schools-within-schools-and were extremely - — - ———-m
cngaged in their activities, CCSR survéys revealed that
S SWS studcnts still. felt as.unsafe.in the hallways, bath- ____
- rooms, and areas surrounding their
school as did students in their
ﬁ, -host schools, The CCSR -
--safety questions ask how-

" “safe students féel in h“allWa'ys, ’
. bathrooms, and areas sur-_
rounding their school. Since

SWSs are housed in larger
schools, students’ safery in
these common areas is often
beyond the scope of the SWS.

8

i I

t

In general, it has been found that violence in the

school’s community or the students’ neighborhoods is -
rclalccd to students’ perceptions of school safety. Some
t this finding to suggest that when

Lo
may misinterpre

t . . . N
students come from high-crime neighborhoods their
schools will also be unsafe. Our research demon-

strates that small school size may alter this
relationship. The size of freestanding
small schools coupled with concerted
effores to develop important human
relationships have been important in
creating safer school environments.

__Our data demonstrate that small Schools that afe ™~
of accountability among students, parents, and staft.

the lead tcacher wmmcnts.

~community within their schools, and among their
schools, neighborhoods, and cultural lives. As one

Students are aware that they are held accountable

head and u heiart And théy get Jour parents invaloed.”

nmes
AtaT
school dedicated to afri-centric principles and prat.mea‘

Y

ustained over time have created internal commu

“The [stz:dmfs} éxzeze; wearein a ;arxmmom arde. W re
only as  strong as our weakest link. That's important Iﬁl 7
" black mmmwmj}' 7. We are /zekz' accountable tu each other.”

n thcsc insr.ances, studcncs have a rich sense of

eacher states:

“It’s harder for kids to fall through the cracks. We observe
problems and then we come together and talk t?"f»‘(m:!
individual kids so we can figure ont how to help téem
1£’s hard for the kids tv hide, and it’s real hard far l*m’s
to cut classes. The #ids know that they can’t cut &ewuse

. they always g(/t caught. As a teacher, 1 have a better sense
of what kids are dotng and have more control.” |

for their actions.

As one student comments:

“The teackers always give you attention. T{}Q
really care about us. My teacher Enows when
I'm doing good or not.”

It is difficule for small-school stude
be anonymous since teachers know
they are struggling or succeeding.

>nts
whe

to
n




When clemenmry schnol scu-
who were m \mg onto

~d
__hugh school were asked, what____

l
I
|
1«
.

. repurt a stmng proiessumal cmnmumty, 3

- report being satisfied in small schuols' B

‘they would miss most about their ™

S smal! school, they had. thc follawmg
- 10 §ays

¢ collaborate thh and leam‘ from wlle‘lgues

_* “engage in professional developmenc ¢
to be valuable; -

o “The teachers becase they hept my grades

—up”;

|

hat thcy found

i
H

¢ build coherent educational programs

i
for students

T across disciplines and grades;

1
[

i

~“This school tatight me how to never stop tryin — : N
4 TM‘ W} anght m P irying; - —s._have.a greater sense of responsibility.

« “The mediation = if5 conflict management” =~

”acéde'rﬁié »‘éGfk":i“ﬁd dngcing”leaming P

|
O
|

e

for. students e

. “Sma/ler clas.res - mm’ we learn more”;.

e~ More rﬁal/eﬂgxﬂg worl'” and ———-—- e e
% _add to and changc their,instr_uctionalv,

4 Yot/ /mm your lessons and wﬁat ComEs nexE”

& create a focused learmng environmen
studems and

t f(:r, ’

I

B S

I,
repertoire when
working with students. |

All of theircomments mirror the conditions that

" students use to describe their prep schools in Lessons

Sfrom Privilege (Powell, 1996)—that they are geared
toward success. Their teachers push them, while -~ ---
acknowledging differences. It seems significant tous
that students from the lower-performing schools in
Chicago’s system are beginning ro feel committed to

their schools and to demonstrate their commitment by

echoing the sentiments of students in some of our

nation’s most privileged schools.

Finding:Teachers felt more committed to
and more efficacious in small schools.

“The smallness has created a sense of commitment and
cantaraderie that you would not find in a large sdhool.”
~Lead reacher

How teachers perceive their work inside small schools
is an important factor in determining whether small
schools contribute to improved student achievement.
We looked at teachers’ professional communiry, which,
based on the measures in the CCSR teacher survey,
includes: reacher satisfaction, collaboration, continuity,
professional development, and heightened commitment
to student learning,

Our research demonstrates that taken together these
factors facilitate transformations in instructional
practices. Small school teachers were more likely to:

Small-high-schooel teachers'tendg(f"t«o”;gj;&fi .
a stronger professional community than
teachers workmg in other high sck:hools. We
examined eight measures of professional |Community,
ranging from teachers’ professional-development
experiences to the degree to which they work with their
colleagues (see Table 14), These indicat‘qrs »\icfé created
from teachers’ responses to CCSR’s 1997 citywide
survey of teachers (see Appendix B for a dcsk.ription of
the survey.) Teachers in small high schotl)ls tendcd o
report feeling that they were members of a stronger
school community than teachers in their host schools
and other high schools. This effect was espc;cially
consistent and strong for teachers workir}g in the one
freestanding high school and the 21 SWSs housed in
the three multschools. Although the SWSs sngmﬁcan:ly
putperformed the host schools on only one measure,
school leadership, teachers in SWSs tended t'o report
higher levels of professional community, opcnncxs o
change, organizational trust, and profcssnonal develop-
ment than teachers in their host schools iand often,
teachers in conventional high schools. Bccausc of the
small numbers of high schools and the | Igw number of
teachers responding in small schools, it & 1mportant

to examine the size of differences as well as thc;r
statistical significance.

Similar to the high schools, elementary school teachers
working in freestanding small schools conmtently
reported working in a better professiona commumty




. 1 Schoot Leadership” * Teachers’ mvo!vcmcnt in school decision making
1 ¢ Ratings of the teachers’ perceptions of of their principal as an instructional leader
~—e [he-degree to which reachers feel the programs.at the;r schcml are . coordlnz{ted i i - ;_mmm____;;
- onc ¢ another and with’ thc ‘school’s niission T T T e : -

“» Whether teachers view the principal as a facilitative and inclusive leader’

e - B ——-Parene & Community ———em | @ 'Icachcrs commitment.toJearning. about their.students’and school's cnmmum:). A o
Involvement » Teachers reported their efforts to understand parents’ problems, invite them to visi
- —___the classrooms, seek their input, and generally build trusting relationships
— o el e | 229 Parent participation and support fortheschool o -

—..* The extent to which_teachers interact with the school’s community

whlch ‘teachers Usé the local community as a resource in thcir teaching § - -
deérstand their students betrer L i -

. 'I'hé“c'x'teh’t

""e The degree to which the Siaff hass Cooperative work cth:c
. Thc tcndcncy for teachers to sustain a public d:aloguc t0 solve pmblems

s "Teachers were asked how many colleagues feel résponsible for studénts’ academic”
L ’ ' social dcve!opmcm, set high standards of professional practice, and take responsibility
R — . e |- . fOT sChoOl improvement —_— NSRRI R I
* The extent to which teachers talk to one another about instruction and I I
student learning : ' ) }
. Thc extent o which tc.aahers feel thctr s(.hool s guala and actions are foc.usu.l on
improving student learning '

Work Orientation ) * ‘T'he extent to which teachers feel loyal and commirtted to their school

¢ The degree 1o which teachers are continually learning and seeking new ideas,
have a "can do” attitude, and are encouraged to change

Organizational Trust ¢ The extent w which teachers and parents support one another w improve student
learning and feel mutal respect

* The extent to which teachers feel their principal respects and supports them |

* The extent o which teachers in a school have open communication with and rcspcc:t
for one another ’

Openness to Change * The extent to which teachers participate in professional development I
* Teachers’ sense of how rcccpuvc their co]lcagucs and principal are to change in thcn‘r

school ) R !

Uneoordinated & Poor * The degree to which professional-development topics were followed up on, if i
Professional Development teachers had w seek out professional development with no help, and if §
i

{

professional-development activities advocated practices they did not believe
* Asks teachers about their experiences with professional development such as whether
their professional-development experiences influenced their teaching prawu,s.‘ .
helped then understand their students beteer, and provided them with opportunitics
to work with colleagues and teachers from other schools !

Limits on Students’ * ‘Teachers were asked if their students are nor capable of learning, cannot work
Abiliries : independently, and are not ready for higher-order thinking. A high score indicates
that teachers view their students as having limited capabilities to learn

* All bur one of the weacher measures were created by combining scales created by the CCSR for their research on the (‘PS' I
Scales were combined by wclghtmg their scores by coefficients attained through factor analyses (see Bileer, 1997, for in- dc,pth i
discussion of the scales). _ |
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Flgure 6: 1997 Teacher’s Report ofThelr School’s ‘Openess to Change

- Controlhng forTeacher ~ & School Demographics’ |
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. than teachers in conventional eiementary schools. Teach- " challénge at times. The fieldwork shows that stable
nultischioulsy however, tenided to report working ~-— SWS8s do develop stronger communities over time.
. Tina schoo1 environment slightly, but not Sighificaiely of —Moreover, the survey was conducted in 1997.-The |- -4
"“"“"'”““‘subsmntnlly, better than the ones reported-by teachers - difficulties i in starting small schools and €stablishing
T " working in"6ther’ elementary schodls. The weaker effect -~ them inside a larger school may have prevented - l

. “of mfulmchools at the elementary level may be related to ~ teachers from reporting n'nproved scho{&l enwronmcnts
e their structure.-Unlike high-school.multischools that are . __in their first few.years of operation.___~__* ;

divided into SWSs with themes, most elementary multi- ; - [

=== schaols are: dwndcd by grade levels: The ‘mission-of a—-—~—~FmaIiy, all of the-small-school environment.effects MY o e
“liematicschool T may help birid teacliers: togcther more "~ "be weaker at_the elementary level because clcmenmry, -

TG h?rcntly -and productively. Freestanding elementary -

e i __and ‘lugh schools and mults

Is at the highschool ~

d
. “level reported school environments-that were often -~~~ ~schools are acnvely addressing issues of professional.
..community. On some measures, the Stronger—perfmnung‘,__ .

e s sngmﬁcantly orat least s xghtly better than those repor:ed
o " by othér highschoo! teachers, once teacher and school
* - == demographics were controlled. - - -

-~--»~----—.mExc,ept for openness to.change, elementary teachers_____tary school reform to_change reachers’ perceptions

" working in SWSs reported working in school environ-.

ments very similar to those reported by teachers in

the host school. Moreover, on _some geasures, such as

school leadership and work orientadon, elementary-

" SWS teachers and teachers in their host schools reported
working in environments significantly worse than those
reported by teachers in conventional elementary
schools. Teachers in elementary SWSs and multischools
were not reporting significant benefits in their school
community. This tuns in opposition to our fieldwork, in
which we experienced growing and strong professional
communities in the elementary SWSs.

The elementary SWSs may have low reports relative to

the system and similar reports to their host for a variety

of reasons. In our fieldwork, elementary SWS teachers
discps:sed tensions that existed between the SWS
teachers and those in the host school. These
tensions may have lowered their evaluation of
their overall school. Moreover, elementary
SW$s were more likely to be founded in
poorer-performing elementary schools,
and|therefore it is not surprising that

they had a weaker professional A
com'muni:y in 1997, Many SWSs had

to n:vercome a poorly operating
professional community as well as try
to establish an effective one. This is a

e that Of the average elementary-school (Sebring et al,,

~—=-schools have stronger school communities than the hxgh

.....5chools. Morc 50 than the h\gh schools, elementary =)

|

" high schools report school environments equivalent to
1995). It therefore may take more time for any elemen-
of

“their school environment and surpass the norm. In
contrast, the smalt schools may be able to make a

quicker impact at the high school level because of] the |
weak school communities that characterize mziny of the
high schools. Because the survey was conducted whenl
many of the small schools were young, we focus more |
on our qualitative data and the high school daw in thef
following sections. |

H

E
The stronger professional community we observed in ;
the high schools’ survey data, the freestanding elcmeni
‘tary survey data, and our fieldwork suggest that teac_hcrs
in small schools respect and trust the skills and mw:;hm
of their colleagues. An intense camaraderie dc»c!oped
among teachers in small schools as they struggled to
- make their schools work. The qualitative data rcvealed
four themes, which are generally consistent with the ‘
survey data, about the professional communities
in small schools: There is (1) greater faculcy;
accountability and collaboration; (2)a |
strong desire for continuity across suh;ecr.
areas and grades; (3) greater concern !
for professional development on the |
part of the staff; and (4) a high level of
commitment to student learning. | |
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Telachers are far more satisfied in small

"‘_“‘schools. ‘Inside the small schools; teachers state thar--
o they hiVe a greatei ability to connect with students and -

Tincsmall high'schoéls” suppnrted change o

~to a much greater extent than teachers in oo
* ather high schools: For instance; the a»erage——ﬁ

-~ other teachers and that they can rcspond to their own
passlon for tcauhmg One teacher cchoed thc comments
" of many: h T

¢ i ——

~“high school SWSs and multischools scored atappr

‘average, respective to teachers’ reports of their? opcinness
_to.change. “This. means that the average SWS and multl- -

mately 1.3 and 2.0 standard deviations above the -

schools reported being more open to change than‘ |

iof years [in the convmtwtm! host szf?oo{l 1 was apathetic

10 the point that T took off the A’;‘; of thecluss hristmas

< \party—can you believe that? [-was fust ! fzfed lzzmxea’ aut
o e We had to e tough and hard and stern and mean -1 have-

—~schaols; respectively (see Figure 6).-Small hxgh school —————es ..

appr«)xlmately 90 percent and 98 percent of. ()ther!hxgh

-~ teachers were open to change and seeking new ideas.
__Odi fieldwork confirms that teachers teach betterlin’ =

r@(:mm’ my 10}’ of tedc!xmg 7 ;’aw fof;mxg to fmon? ¥

Mo

reover, teéachers réported thiur they could not imagine —

P schoc}lq as places 10 work. .

small-schools; not that-better- tcachers sefect small

s ———perurning to regular schools afrer teaching in small - - - — Teachers are more hkely to collaborate with _ DU

_ schools. One teacher expressed, “I was not willing
LY Istay in the CPS until I got.into a small school. I
’ would rather pour coffee at Star-
©"bucks...because I was very
frustrated at not beihg’ able to
teach.” Teachers in small
schools are more able t0
_ influence the structure and
direction of their school.
The average SWSs scored
1.48 standard deviations
above the average school, or
higher than approximately 93
percent of the other high schools,
on|measures of school leadership that assess how much
teachers feel they can influence policy, Because the
decision to completely divide a school into small schools
is often made by the principal, teachers in these schools
may not feel they have as much influence over school
policy as teachers in SWSs.

A lead teacher of a small SWS describes the “transforma-
tion” that she and her volleagues experienced once the
small school was in place: “Each of us was able to use
aur ideas and put them into place, and it was more
meaningful, and all of us felt like we did when we

tirse started teaching...[a] burst of energy.” This type

of testimony suggests that small schaols help teachers
express their enthusiasm for teaching, while larger
schools tend to inhibit these feelings. Teachers working

colleagues in small schools. One of the features
_.of small schoels is the opportunity for teachers t() work

with one another. Small schools require that teachers.

. . .|
. communicate more closely and productively. Accnrdmg

to the 1997 CCSR teacher surveys, small-school |
teachers were more likely to desagn instructional|
programs together, to share and coordinate their
instructional practices with their colleagues, and to wiork
collaboratively with other teachers and staft membcrs
to make the school run more effectively. Again, the ?
average SWSs and nuwultischools reported subsmnnaliy
stronger professional communities than about 80| |
percent of other high schools (see Figure 7). By sgll{}\i{ing
teachers the opportunity to sit together in small groups
and work with one another over time, teachers in: sm:}ﬂl
schools began collaborating and coordinating their |
efforts more. The collaboration also extended outside
the classroom. Small-school teachers tended to report
higher levels of trust between and among themselves,
parents, and the principal (see Figure 8). Moreover, |
collaboration among faculty may enable them to use |
their time together more efficiently w address concerns
regarding specific students and the school ac large.

For example, in one small-school staff meeting, the I
teachers were discussing how their students could best
be supported in completing a large semester project.;
The teachers discussed the research process and |the;
role each subject teacher should play in completing the

project. During the discussion, the science teacher
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“agreed that he needed to divide " "In her'small school she can “go right across the hall, ac -~ -

he project up into more steps— ~—-any time,-and discuss what is happening|in [f}wr] class- ... . .
50 stidents leatned about the ™ room” with-the teacher-who is teaching the same grade. . ...
~—- research process and reduced the -~~~ T LTI
" likelihood of completing the )ruject -Greater communication among the staff ranélated
: _at the last moment. Moreover, by ™" “linto highér levels of accountability through a} variety

~~~~~~ — : -»mrbrcakmg the.project.into steps, the_._,,__of mechanisms. besides simply knowing more about

i _English teacher could help students learn . students’ strengths and weakness. For i 1r'.}ﬁtaqce, small-

how to take better notes and prepare outlines for—--school teachers could draw.upon .one anather’s 5trengths e
theirp pro;ecmwwhmh Wasd probleri the sciente. teacher = to"co lectively deal with student: problemq. In PONE =

—recognized the previous year in his students.“Teachers -~ school-the math teacher played the role. of' dmcnplmanan e

71T chuld discuss the, skills students lacked and divide up - and developed creative punmhmcnts for students who
~————the responsibilities for teaching students those skills: —- mishehaved in-any-of the classés-n.the- small school, .27
- ~{--—-Most importantly. those same teachers met at the end -. .. - The students respected her and held her in lugh regard,
T T of thié projéct and joindy critiqued their students’ -~ ~~and the other teachers used her as a resource. In one
IR e R performancc and the effectiveness of their strategies.———--instance, a student.who routinely attended hcr class . _

began missing other classes in the small echool When
e e e - AIOth €T € Xample of faculty collaboration is_excmpﬁfied ,,,,, the math teacher found qut, she began tmckmg His

in the high school that prepared integrated units for ~ attendance and held him accountable for hls| attendancc
their incoming classes. The lead teacher described the . at all the classes in the small school. Smc Il schools
“Island Unit” as onie of the most creative, interesting, - enable teachers to draw on each other’s s trcngths and

and imaginative projects that was done at the school. In hold students accountable to the same behav:om!
. geography class, the students, who worked in groups of ~ standards across all their classes. - .
four, were asked to create an island, give it a name, and

{

give it certain geographic features, physical structures, Teachers in small schools are more fikely to
and transportation capabilities. In ‘English, students engage in professional development that they
were asked to prepare documents including a history find valuable. According to 1997 CCSR teacher

of the people, a description of how the island was " survey data, teachers in small schools were gcnerally
discovered, and the national anthem. And in art, the more likely than teachers in their host s(!:htm“ls and other
students had the option of preparing a modei of the CPS high school teachers to report that their professional-
island in paper maché, clay, needlepoint, or hook development experiences had been sustained and

and rug. coherently focused, that they included opportumtlcs to

think carefully about, try, and evaluate new ldcas and
Due to the general nature of small schools, the phys:ca that these new strategies helped address[ the needs of
proximity of classrooms, and the support and the students in their classroom. The avcrage SWS high
camaraderie of the faculty, teachers benefit school and multischool professional-development
and learn from their colleagues as reports were better than 83 percent and 94 percent of
resources. One teacher explained other high schools, respectively (sefe Figure 9).
that when she was in a larger Moreover, teachers in different sﬁl3jc&ts began
school, her classroom was seeking complementary skills a'n’d pr'ofessinnal—
isolated from the other class- development opportunities as the mission of
rooms of the same grade. This the school helped teachers unitej thejcurriculum
physical distance and the disposi- or instructional strategies across the different
tion of the other teachers did not

- COUTSE areas.
make it easy to share ideas about
the curriculum and teaching practices.

|
{
t
i

|
I
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Onc of the advanmges of the *;mall schoolx is thdt thc that were problematic for their students.
~This is'a markedly different approach o~~~

focus As that, Bécanie more clearly defi ne_d tcachers _ professional development that places more™

(

5% Sv— e on

1
:

re more able td link the” profes ~ emphasis on’individual teachers’ interest selected
0pportumt;c~z they needed to their mstrucnonal goals.  asmorgashord of pusslbﬂma and delwered as shc

Interviews with small-school teachers revealed that - term wnrk\lmm L eme e e

from —— e e

they were-aware that professional development wasa ———— - e

necessary. career-long endeavar that addressed academic . Teachers are more able to build a cohere
—educational program for students betwee

__content as well asinstructional | pracuce. Whit wis ™~

e """"cspccmlly striking about-this-group was how reflective—— disciplines and across grade levels.” Teach j
e they were about the | purposes s and | pmwces of profes- ," small elemenuiy and high schools'were better ab}leu’g o
e - —sional development. Three of the.major concerns.that.___ track students’_learning processes aums/gﬂd T ird-

T thewe e teachers expressed were (1)the need for miare ind fourth=grade teachers could discuss which- skills—-
- pmf ssional-development: srrateg:cs‘ that were’ 1mple* ~== -third graders should have coming into fourth grade ~—--. .

mented throughout their small schools with ample time” ™ and then build on'those skills. Thé small-school strategy

" for systematic iniplemenitation, evaludtion, and revision; " enabled them to create curriculum that extended
| . : . .
(2) the desire to learn from others, preferably other one grade to the next, and experiment with new
s moee——reachers, who would be available to them to discuss how—educational themes, all while working closely wit

their students’ learning,

i e Fnow what we need to cover”
In the best of the small

parncular strategies could be tailored other teachers. In one high school that was strugglmg ]
to their classrooms and schools; with issu€s of academic rigor, the teachers created lists

and (3) the desire for the . of skills students should have after each year in the
_ professional-development high school. :
opportunities to directly T
affect their classrooms and One teacher commented:

=
1
i

:

f

;
;
|
1
i
‘
l

“When it comes to subject areas, we know what we've muzm’

i

. R . . . .
schools, the professional devel-  Something as simple as mapping the requirements for
opment that these teachers were  each year as a group provided a greater sense of conti:
seeking was different from conven- nuity. As teachers in small schools created instructionfal

tional approaches. For instance, one school worked with - plans, teachers felt greater responsibility to their peers to

its board of directors, who provided the support the successfully develop students’ skills.
tacullty needed o work during the month of August, part
of that time at a retreat setting, to analyze their standard-
1/ed test scores and to develop a schoolwide plan for
improving their own skills in teaching reading, Another
group of teachers, in collaboration with their museum
partner, secured a group Fulbright Abroad so that they,
as ajsubset of the faculty, had time to build culturally

“It’s important to make sure that we're connecting.
I'mi teaching reading, it still needs to connect wirh

ments and Ms. ~ literatnre work, Even though we
doing different things, we still need to make sure «
on the same topic, the same skills.”

Af
'.115. :

math, 1t still needs to connect to Ms. — writing assign-

re ]
¢'re

I
t
i
i
|

relevant curriculum for their students while improving In a number of the small schools we visited, faculty
their own bilingual skills. Another school was working worked with students over time; that is, faculty moved
wit}} an outside consultant to build an Afri-centric with their students as they advanced to the next grade

cumculum for their children because they thought such  Several teachers state that this approach has hencf' s for
content was more likely to engage the kids. Small schools  them as well as for the students. Over time, teachers get
like|these were constantly looking for the resources they 1o know what the students know (and don't know} and

needed in order to secure professional development that ~ that allows the teachers to develop appropriate Lurncula

would help the whole school community work on issues  and apply usetul instructional practices without h

aving
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t repeat content unneccssanly,
Texplain the rulesof the'cl
LOr gct to_know each other

about their post-secondary plans. Another
~~"hgs 4'very active and strong vocational program.-Each -~

e

high'school ~

" of these schools makes sure that all 6f chen‘ eligible™”

“——-feedxm‘ tﬁev are working with. There's
ne downtime where you have to go over the

“students participate in these programs in an effort w

. . - | . .
prepare the students for post-sécondary opm‘rtunmes;

b
Faculty membcm devotcd pcrsonﬁll time-to take v e
‘;tudem\ on trips out of the neighborhood schooh They

—rules-again.”

wrote letters and madc phone calls——and this from —- - -~ -

It is a significant departure from traditional practice ...
7 when high school t€achérs cafry their studénts from ©
-one year-to- the next. In the small high schools,
_especially SWSs, a small set of teachers teach the same *

- -~ -set-of students for three to four vears. This is in contrast .
...to conventional high schools where the teachersare
responsible for a variety of classes with different students
that change each year. In this new environment, teachers
tend to mold the curriculum to their students’ strengt"h‘smw
and needs instead of teaching a set curriculum around a
>ubjcc(. Teachers believe thart this change is much more

. .hkcly to enable_them to build their students’ skills.

Even in small schools where the teachers Lhangc
students each year, the teachers’ experiences are
fundamentalily different. In these schools, teachers can
meet with teachers in their own grade level and across
the grade level and rtruly talk about how to connect one
year’s experience to the next. This is very different from
other schools, where teachers meet only with teachers in .
their own departments and rarely discuss actual students
and specific problems with classroom instruction.

Teachers demonstrate a greater sense of
responsibility for ongoing student learning.
Across the eight schools. we heard teachers describing »
a sense of personal responsibility for stu-

dents’ academic work. past, present,
and future. Fears and concerns
were particularly apparent when
eighth grade faculty described

the fengths to which they go to
assure that their “babies” are

going to “good”—safe. rigorous,
and college-bound—high schools.
This is also true of the high
schools—one high school offers an
internship program that prepares students to think

At one high school, the teachers scrambl
-senjor year to make sure all their students were on a

Ut theresdiirces
of u schnol counsclor .Some tcachers were thriilcd that -
_students from their elementary.s ;c hools were gomg to
—ngteworthy high schoolss Other teachers wis hed they had-
another year “with |the students] to keep Ethc:nlr skills
moving.” At one school, when three pafticularly”
“difficult” eighth graders-were retained injthe grdde
because they had not performed adequately on the ITBS

-and the host-school principal had “recycled them back — ...

into the host school,” the small-school teachem went and
“fished them out. No matter what, they are our students, .
. our responsibility. We'll get them through. »o

i

1

ed dxf;ring

et individually
ans; Moreover,

trajectory to graduate, and the teachers m
with students to make post-high school p
the teachers could also point out the fourjor five
students who weren’t going to graduate and they were
trying to work with these students to make some plans
after high school that would hclp them ﬁrI\d a‘job or get
useful training. 'T'he teachers showed frusltranon and -
worry about the future of the students nolt ﬁmshmg,, but
they did not degrade thc students’ potcnnal

l

New’ approaches to professional devclopment decreased
small-school teachers’ reliance on and use of traditional
teaching methods. In the eight schoolsiwe studied,
teachers were working to make students become
critical thinkers proficient in analy cing?informa-
tion and asserting their opinions irlmscead of
memorizing and reciting facts and information.

Small-school teachers provide a
more focused learning envir{)nn‘l‘nent
for students. According to the 1997 teacher-
survey data, small-school teachers were more likely than
teachers in host schools and other high schools to report
that their schools focused on what was best for studem
!
{
{



Icarlmng, Small-school teachers were more hkcly to have
" well:defined 1éarning expettations for all students; set —~~"challenging and creative, student-
" high_standards for academic performance, and org orgdm'/e T

" produce opportunities for academically

céntered; 1€arning envirinments” We saw

“the schuol ddy €0 aximize instructional time. One™"
1s shown by teachers in a SWS who, baséd on

- an examination of their students’ skills, agreed that they -
—-wanlted to implement a-phonics-based reading program. —--—qualltdme samplc and.not.the cxceptlon._ln our_

Thlb SWS commlttcd a substantl.ﬂ amount of one

v eoeee_able toacquire the technical expertise and:feedback it "

. “ficeded t successtiilly implenient the program:Asa ™

Performed ‘the host-school stiidents 6n the standardized
’ rcadlng tests. :

S (ST not'unusual in conventlonal schools for teachers to -—provided teachers with the security.to try new -k

blame students for lacking effort or
-for being lazy, or to blame their

in education. In the small
schools, teachers seldom
- - disparaged their students
or their families. Rather,
we heard faculty searching
among themselves for
strategies to engage students
long disengaged from public
education. For instance, at one
school, educators recognized that in order to elevate
Iitcrlacy levels, they needed to have students focus rigor-
ousliy on reading and literature. By converting basal
curriculum into a literature rich curriculum and by vary-
ing their approaches to teaching reading, these middle-
school educators now dedicate three hours a day to
literature—reading, writing, and analyzing. Their ITBS
score rose from 14 percent at or above median to 28
percent at or above median in the course of two years.
This willingness to commit to student learning. rather
than abdicating responsibility, made these teachers
stronger advocates for their students.

Teachers built a more varied instructional
repertoire for working with students. An important
focus of our investigation was how small schools

- -—-—-teachers grappling with and preparing cross — -

T"onéteacher from classraom. rcsponmbxhtles, the SWS wasT tcachmg had bccomc mslqg the small school cnv'

~ = result of this effort; the SWS’s students significantly out----

- families for being uninterested ...

discipliha'ry, ‘multiage: grouped, engaging work. 'V|Ve T
bcllevc that thcse d.mrooms wcre : the normin’ thé o

ﬁcld}-

work we conmtently heard small school teachers

s‘eck-

_'_,mcnt Oné tcachcr cxphutly staied “I donmt fcél |IE(;,[.[-

— the Lreatlve tcchmques bemg used by the teachers ‘

“"¢ould havé been uised in largerschools; the suppo!rt by

—-—other teachers and principals,-along-with the growmg‘

focus on student learning found in smali schools, :

hodgh-

approaches. In the most successful small 5(,h00|5 tcachers
were looking for effective néw teaching practices andli
ibngcr periods of instruction so_that they could crcate‘ )
-more engaging work and build sustained effort. At one
schoo| a faculty member describes, “This is a dﬂmﬂ
way to teach. When you move away from the center of the _
room...you develop ways kids can learn from each other..
from books..from Internet research...from talking to each
other...from interviews.. It’s harder to reach.” The
importance of incorporating student realities into the
academic curriculum was echoed in almost all of the |

schools in our qualitative sample.

i
i
[
\
!
|
1
!

Finding:Successful classrooms in small
schools were targeted at improving
the skills of their students, and the
work that students were presented

\
1
|
1
|
‘,
with was engaging and challenging. !
In successful classrooms, teachers: :
!

e motivate students to research, interpret, and critique
“information;

i

|

« employ various instructional approaches to teaching
concepts and skills;

e integrate curriculum units across subject areas;
] 5

\
|
= use approaches that encourage student participation;




reatStn( es -

"¢ use cooperative and group
. “"“Iearmng stratches e

_or tutoring othcr students;
- 'and- e

-engage s udcnt51 mentorin,
g2g¢ stcents In g “A kindergarten class is'set up to support t

A
b
|

S S

- . . |
. . . |
The stidénts screech with delight as they lower their

| .
“heaks” to cat animal food in-the guise oFChcenos. o
i

he’ kmds of
_learning experiences that are devclopmenwlly appropri- -

* ate for early learners. The desks are arranged in three =~ - e

__rectangular clusters_that allow for small groups of
students. There is a block/play area and 4 readmg area

-~ School size alone_does_not_necessarily lead to good - -

instruction. Unfortunately, across the countij‘the_r’e‘aTe._“

~~many small schools where student performance is still -

problematic. In"order for the size of the school to- have—— i

an impact on student learning, it has to influence and -

_quality of the task, and the c!arlty of the skills and

knowledge teachers wish to inculcate, The work that
students do needs to be rigorous and focused. When

we visitéd classrooms, we lookéd for évidente thae

important work was under way and then we tried to
_characterize the conditions within the school that made
good instruction possible. Schools that linked student-
centered instruction to high standards were better
positioned to help students. Moreover, classrooms with
high student engagement around significant work
seemed more prevalent in the schools where vision and
structure were directly connected to teaching and learn-
ing. (In many parts of the country, it is common to see
vision statements prominently displayed but unrelated to
the instructional practices in classrooms.) It is a compli-
cated prospect for schools to get all of these factors
lined up, but many of the small schools in our sample
were working conscientiously toward that end. In order
to iflustrate the kinds of fresh approaches that we saw,
we've included several vignettes from our ﬁeld notes
that reflect classroom activities.

The Youngest Students.

In a first-grade classroom, 28
students are learning how animals
eat. Working from materials
developed by the Chicago

Academy of Sciences, the

teacher moves from giving
directions in English to using
Spanish for the content of the lesson
‘that has students eating like animals.

facilitate greater instructional variation, class size, the :""

with-books in both Enghsh and Spanish. II‘he room is

!
decorated with store-bought as well as teacher- and

: student-madc objects connected to the r()uunLes and o . .
) crmtcnt ‘of the class. There are posters of animals, colors, -

and numbcrs, as well as lists of/\elpers, ulcndars, . Class ..
activities, and number charts. This class also has created
an altar to a baby who died in a fire, som:':thmg the -~
children were concerned about. ___. .. _.

i
i
i
|

_The activity we observe deals thh numbcm ;T he

teacher leads the students through a series of Spamsh
songs and other activities to teach students about
numbers and counting. She begins with a very active,
participatory song that tells the children what! they
should do at every hour of the day. This is followcd by
a counting song about the clock. They aI:sln sing a song
about the days of the week, distinguishinlg beitween the

days they go to school and the days they don't.
. !

After the songs, they sit by the calendar to deécr;n;ne
the days that need to be added to the calendar The
students help one another when one of thlem gets
stumped. They are able to choose which colm's they are
going to use to write the dates on the pum| ukm or leaf
that will represent the next day on the calendar.
. , |
In another kindergarten class, 15 At‘rican-Amc:rican
students also begin with calendar work. After the
students put up the date in unison, thc’tcé{:hey asks
them how many ones should be in the one’s can.
“I have one in the can and I should have six, so
how many do I need to add?” St‘uéient;s call out
the answer. The teacher counts on he:r fingers.
She puts straws behind her back and holds up
three straws in one hand and three straws in
the other and asks how many that ;hakés The
children shout, “Six!” and she grins. I“You are so
smart! What's another word for smart?”* Inteligent!”

|
i
!
i
|
|

i
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they shout out. She then moves to thc board whcrc shc -

thcy are re’ldmg They move to the

:.m S .a b?y 0 g(-)' to thé'calendar and find the date. Thcn shc
- ‘askv how miny days are left before Halloween, a task

they do with exiiberance. They then move to-the letter
board They are workmg on the letter “p.” She has -

in the e
s of | |
lent.s

TIOOM aré samples of' student work. An-entire table i
back of the room has three-dimensinnal rendermg
the plots of books they have rcad In 1ddm(m, stu

: arranged a number of pictures of “p” words on the ™

Iignsther classof 23 fifth gradcrs, all-of whom spleak

T board The activity leads toa hroader discussion as they—

Spanish-as their first language, ‘there. are. descnpnom -

- ask|quc‘;tlons about porcupines and peacocks, why they

k different,-how-the pcacock feather-she PASSES — o
und feels. Poignant moments of e exuberancc and

e$§ mtermxr}gle.

e (810

e Middle Years.™
~ In a fourth-grade class set up so the desks create small

grof

are able to explain what they are

looking for as editors as well as

---what they were expected to

_ do as writers. The tone of
the class is serious.

On the bulletin board in
another class is “WOW
WORK,” which features
samples of kids’ writing and
photos. The students are review-
ing math compuration skills while the
teacher works with them using an overhead projector..

. The steps for solving different kinds of problems are
posted around the room. The teacher hands out a quiz
and reviews steps for each operation with the help of
visual aids. The teacher explains that only one point is

Agivcl:n for the right answer and that the rest is for the

worik shown, Finally, the teacher explains that when

students are finished, they should take out their hooks
and read quietly. Among the books students are reading
are Sounder and Martin Luther King. These students also
tutor first-graders and have started a journalism club
that is putting out a newsletter.

Next door, the fifth-grade students are working on a
_ Venn diagram that compares components of the novel

of “Literature Circles” atross the taps ot the™ wmqow
"Thejobs of Artist, Director, Work Wizard, Character, |
Cidptain, and ‘Connector are listed. Thiere isachary of +—
begmmng words, ending words, and connecting words,- -
“The task on this particular day'is to write a ﬁrst—p'erscm T
—story tfromthe point of view of a-confederate soldier, 1 ~

union saldier, or a wife who's been left at home. The |

ups,” students ure edmng each other’s writing. 'They“‘“"%tudcnts are engagcd in their-work: ————+ - oo e

Speaking in English, the teacher asks one boy to

“Tell me what you're going to do.” He starts w speak;

but then laughs uncontrollably, She gently pcmm
“Don’t laugh, tell me,” and he gets to work with her

With another student, the teacher coaches in
Spanish. “Yo soy unfun___en la Guerra Civil. En mi
vida...” The teacher explains that she tries to do only;
English reading in school, where she can help them,

and allows more reading in Spanish at home.

High School Students.
A group of high school students is working in the library.
Some are using books while others are using the Internct
for their fesearch. Whether they are investigating Bosx
Tweed or an aspect of Puritan sociery, they are gmded hy
a chart with three' columns they are able to explainito al
visitor: one for what they Know, one for what they Want
to know, and one for what they’ve Learned. ]

|
|
The students are discussing a piece of writing displayed
on an overhead projector about a crime news s:ory; tha;t
occurred earlier in the week. The task is to make the |
writing stronger. Following this activity, the students |
move into pairs in preparation for a debate. The st‘xhjcict
is Supreme Court decisions. A list of cases is p()‘ited

on the door. Sample topics include whether prayer i ‘
i
t
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sreatSterides

o

|
\
|

. ] )
pcrmlwhlc at graduauon and carries over into the World Gavernment class, ‘where
i son accused of a nts aré focusing on legislation that wa s[dcvclopcd

crime must be tried in the state____at the_time. ‘
where thc cnmc was commlttcd ‘ o e A S
“The transition from_the writing -
A the debate preparation is smooth; and .. Flndlngs Where can small schools find
—stiidénts get down to-work quickly after —support-for-start-up,-develo :)ment and ——--

the teacher explains the tasks. She then continued growth? ‘

circulates, asking pairs of students questions PN -
£p 2.4 —-——Small schools feceive support from w1thm the system.. ..

il v ? ¥ R L ————— —
like, “Dokes this promote racism? Why That's natmTLm through the.Chicago Public Schools Ceneral 'Oftice and .

-~ security...or aren't the mtcctcd b thc Flrst Amend- .
R4 yP y - Board, and from outside the systcm through‘cxtcrnal

- ment? ‘They then look at a map of the hhrary 50 they
partners.in_the forms of universitics, busmesscs. and .

will not waste time when they start [hCIl’ prcparatory
_civic, community, and advocacy groups. They need and

i e s »-v—»f-w-m-«bcneﬁ( from both. - - T

B rcscarc.h there tomorrow,”  —

B T T i T B T T TS R R v dee
In a high sch.ool art f:la.ss, the teacher explains how Chicago Public Schools Central Ofﬁce

much she enjoys being able to have her students work
; Small schools have received considerable attention and

ona project for 100 minutes:-She is particularly pleased -~~~ T R i -t R o Sy
. ", o : support t under the current admlmstrauon As previousty '
with the opportunity to work on integrated units of

. L . . . - ‘mentioned, in 1995, the board announced a request.
study. The current project is about self-identity. For f
s . . ’ for proposals (RFP) to plan, start, and support small
- each student, this involves a video picture and an -

s - . e schools, and under this initiative a number of small
individual writing project. A writer in residence has
worked with the students, and each has created a poem

. do .
schools were started, many of which thr||ve today. Since
based on whom they are descended from, what they
love, believe, question, need, work on, would like to

. . |
that time, the board has encouraged a number of other
see, and are a member of. One of the students proudly
shows and explains his rendering of a Salvador Dali-

small schools. For example, the Chicago Military
like painting, which illustrates the student’s belief that

Academy
life makes no sense. The deep connection to self, the

opened in August 1999 with support from the mayor,
an external partner, and federal legistation. This small
school has received both local and national attention. In
addition, a number of ninth-grade academies that assist

thoughtfulness of the writing and editing process, . . .. . ] .
& . & . g.p students in their transition from middle school to high
and the allusion to other artwork is clear in all of ; :

. school have been started. There are alsoI SWSs restruc-
the projects. e e |~
turing activities occurring in high s‘chool? thr‘oughout
. . . , the city. These SWSs are designed to invi orate a oorly

In another school, students in a 90-minute Junior World - & l. g P

. . . performing school and provide parents with a variety of
Literature class are focusing on Fredriech, a book about

. . educational options. i :

the Holocaust, as part of the Facing History '

. |
and Ourselves curriculum (the . .
. . s Y , During the tenure of this study, small schools
will then move on to Elie Wiesel’s !

|
memoir, Night). Students read aloud (both RFP.ar.1d n'on BFP schools) \\c:rc handled

. . by Dr. Olivia Watkins, who has‘long been a
during an exercise from a Chronol- . .

. supporter of small schools. Dr. Watkins and

ogy of Laws Passed by the Nazis, . i

s . her staff of five address all the concerns
which is included in the novel. '

[ .
. of small schools, such as: start-up, findin
When a student accasionally ’ P, &
stumbles in the reading, other

. | e
physical space to house the schools,l facilitating

students correct him in positive and

supportive ways. The work of this class

personnel issues. and general “troubleshooting.”
Support is also offered to the small schools in the
form of professional development, assistance in




bnard pehctes and data coHect:on on

embrace small schools because thcy
" believe that “smyallér’is bettér” and
becausc small schnols* “do work."”’ Mr \allai" T

e of the explicit goals of this office is to embed small

sché)ols in the Iarger CPS system. In Chlcago, itisalaw

“that schools are led by principals who possess the legal

dec:siom and o be hel d accoumable for their schooh

"pn;?cnpals foreach- of the- trecsundmg small schools, so

tha]t the needs of the school can be clearly communicated .

-----to the board.—-~——~ e : -

commmed to prohthxtmg the construction of clen}enmry

“administrative certification that allows them-to-make - ——or high schools that house more than 600 studenm,»-m«L—-—*—_—--m-u---f .

s
restructuring the existing large high schools into smaller

lé'sfrﬁ‘hgi:"m“” pities, and to promnting‘the SWS
strategy for freshman and senior academies, as” wesll as-..
_content-specific'schools with focdsés such as JROTC ar

SO

Part of Dr Watkms responsxblhcy st heip ‘small

bo Is negotiate ‘the differences between their
“strijeture and the’ policies and procédurés of the larger -
system. She regularly intervenes on behalf of specific

vnath and science. This policy suggests. tj)at. unlike thle __________

rest of the country, which 15 persisting ifrbuilding[™ I
school*: of 2.000 students and more, Chicago wnll truly .-
" take the lead in establishing both policies and 77
~ practices of promating and supporting smaller -—
learning conmmunities.

|
: ’ small schools.-For example, she—--
describes the instance-in which a
small school was approved to

space. (Real estate for small
schools, especially in urban
systems, IS an enormous
issue.) Dr. Watkins and her
staff helped the small school
0 secure space, get set up,
and open. Further, her office
intervenes in potentially public and
volatile personnel discrepancies, for instance, between
a board-appointed small-school principal and a lead
teacher, or between external partners and parents. Dr.
Watkins explains that she relinquished one member of
her, very small staff to go in and act as a mediator inside
a stnall school for an entire semester. Although her
: ofﬁ’ce felt the impact of the staff member's absence, it
was important for the central office to provide this type
of mediation.

Perhaps most significant, under Mr. Vallas’s leadership,
smé}ll schools are gaining systemic ground. In the spring
of 2000, the federal government launched an initiative
to sponsor smaller fearning communities. In support of
th’d}t effort, CEO Vallas stated, “The smaller the school,
the! better the learning environment is going to be.” He
enclouraged his administration and the central office to

- open, but had no building or "

External Partners
The Chicago school-communities context is unique ini°
urban America. At present, most schools in the city aré .
paired with an external partner typically. although ot |
always, selected by the core educators and/or LSC |
members of that school. All of the small schools in our'{
qualitative sample, und a number in the quantitative |
sample, had external pareners. In quite distinct walys. i
these partners contributed to the political viability|and/
or the instructional power of the small schools.

1[
|
!’
e
!
|
i

|

|

i

|
Summary: External Partners ‘
* were not equal in skill and level of support; |
|

{

* dedicated a wide range of support to small sch ols,
depending on their expertise;

s provided resources and assistance that often
influenced classroom practice;

—

¢ served as a stabilizing force for schools, especially !
where unstable leadership was found;

* more often than not, increased the viability of small
schools and the small-schools movement; }

1
|
¢ became more invested in the public-school system:
based on their contact with their own partner school.




’ 'Ma"hy Chicago schools partier ~ ganizinig school facilities; staffing, providing professional

- with advocacy and community -——— development, individual school consultations, locating . .
~gTolPS; ¢ivicTorganizations, T T 1ESOUNCeS, advocacy, and nctwarkmg with othcﬁzr small
~“businesses, and/or universities——-—- schools.-Other. _partners.providé professional develop=— T
“In some ‘instanices; small schools -~ ment, including conducting workshops on ac'x:demic

. have more than one partner 'Thcsc coneiit, pedagogy, or assessment c.trateg,ues Stilk others
. ! - relations may.hé entered. mm.voiuman y_._ are advocates working with the central ofﬁcc ')r the
‘ or, in the case of schools on probation, may legislature on behalf of the school. Most partr erships

1o be mandated- by the -central offices work across. thcse thrce funcnons
wre e Qg gvidence yields ——— - —The question ofefﬁcacy emerges with respect Lo types .. ...
o T “three conclusions: ™ T e of partners ¢ and types of schf)oh. Indeed, our ethno- ' '
e -Coherence-around-vision. School/partner- relmons—mgmpluc observatmm suggest that. stable,. aldcr small T
------------------------ « frmess AFE ITHOSE powerful when the partner joins in the.—._ schools are better able to “exploit”—in the best sense

“educitional vision and practice of the school. In'con-"~ ~of the term—these partnerships. These %hoolq have .
"""""""" trast, these relations are most problematic when there —-carved, molded, and sustained a vision, qreaqng - U

. - - - is a disjunction hetween the educational vision of the  context for living the vision and developing the
- . : school and that of the.community partner._____________experience to meld the partner into thacvision. The
2.The power of a coalition of partners. School/part-  relation was most-productive when bothithe school and -
ner relations are enhanced by the coalition of small- * _the partner identified a central contact per'soix responsi- -
B _school external partners that has developed within bl for sustaining and reflecting on the relationship,
the Small Schools Coalition. The consolidation of - - fm' keeping it honest and ahgned with schnol goals.
. partners through the Coalition has enabled a group of = ST 3
- o academic, community, and business representatives to_ t

“To illustrate: One school partnered with 2 museum and
the students took classes from museum ¢ ataff‘m the visual
and performing arts. These artists blought aesthetic

- talents to the school, as well as culture, Smdems painted
murals all over the school, filling even (and cspcua]ly)
bathroom stalls with glonous images of past : and present.
Bright, compelling, and aesthetically pleasmg, the art-
work joined history, literature, and contemporary cultiral
struggles. Each of the murals told a story that any
member of the school was able to narrate. The
educational director of the museum was once a parent
organizer and had much experience in >Lhools of various

sizes and histories, and sought to dmmoutsh aspects
of their partnership with this small schm)l

come together, pool resources, share experiences, and
combine expertise as well as exert collective leverage
on behalf of the small schools of Chicago. Thus, each
small school connected to the Coalition through a
partner has enjoyed an enhanced array of resources.
3.The need for political protection of small -
schools. School/partner relations offer these schools
not only on-the-ground instructional support but,
when they are successful, provide political protecnon
and space in which the small schools can
flourish. In the best of circumstances, a partner
provides necessary resources as well as
political protection.

“I was really surprised at how :f:z:ﬁ the school
atmosphere is. I know some of :ﬁa&? kids, and
even when they were sick, they wanted to come

to school, because the artist was goi:}:g o be there

and they didn't want 1o miss a]w a,;': the dance
sessions or the mural. 1t has fo rlefeff this

eagerness o kearn.” : ;
: i

The Roles of Partners

The roles of partners vary, by

intent, from school to school. And
yet several general functions char-
acterize a number of the partner-
ships. Some partners engage with
whole-school restructuring. The asso-
ciated activities include locating or reor-




Thus the arts, thruugh thls partnershlp qpoke a hntorv
of the school

n:y, whlle provndmg L\ c m-
---------------- ~mon cultural arid intellectual space. fmm whmh youth
could rmmagmc thc\r future. T

" At anothér school, thie University’ parmem were central

_ the schedule, hiring teachers, and prowdmg professional
development. The school and the university faculty ~

T team-teach specidl

ln tlm mstanu:, the umvemty p‘lrtncr

on_hmng commitrees,

ful,l-_biidiég-;_ =

to tt‘mc designof theschonl, thie Tréation of the mission; "_'At a number of schools;the fat.ulty or the LSC repnrted e

getting “stuck” because of a district tevel or systcmac

T issue. ThHe “policy” wouldi tallow theschool to fallow -

i
e e l1 =

- practices of the school. Quickly laid to rest was the

_"{:“ollaboratcd on'the vision'and the day»to-day instructional ——through on its instructional strategy;-or hiring.-or
e . .. purchasmg A phone mll to one of the advocacy gmupe
e —-agsumiption that the university facul ty had all the answers. ——-was often sufficient.to create the space for. the.schol to B

_One faculty mcmher remarkcd

W thought we were #ind of the engines that swere ranning -
this show...that is, until the kids came and everyone
e wall'eﬂ' into their-classrooms and we stood there and —— .
- o loo,l’m' at each other like, Now what do
1we dod”

The small school served as an -
- incubator for ideas about
__inquiry-based, integrated
curriculum, and as a source
of professional development
for and by teachers citywide.
~ Reflection was organized
across the small school and the
university, such that questions
filled the air (and teacher prep time).
A culture of inquiry permeated the partnership, with
curious and very smart adules trying to figure out the
best practices for urban-America secondary schooling. In
the early days, this external partner had to be “prepared
to do anything and everything: real estate agent,
recruiter, marketing specialist.” But the partner’s most
crucial job was hiring teachers. All were recruited on the
basis of their adherence to a long-planned and finely
articulated vision and practice for education. Reflecting
on thc privileges and responsibilities of university
fa(,ulty, one faculty member, who also sits on the
school’s LSC, remarked:

“Tfém are su many aspects of the school to work on...
We have the leisure to think about thent all at once and the
teachers don'’t, so we do in service and help with planning.”.

proceed. These groups broKered Telations with the

central office: Familiar with staff and with policies, and -
savvy about loopholes, the influence of the coalition of

small-schools partiiers is vital. To better coordmaﬂe

their efforts and to wrestle with basic policy questions,

Chicago-area external-partners formed a prof'essiolnal e

~ support organization, ASPIRE. Co-chair Victoria Chou,
" dean of the University of Hlinois at Chicago's Cnl ege
of Education, explains the need: - ... ... . ] e

“ You coa}a' barely cut If?mngf: the red mpe 10 get mz& a ;
Chicage public school. Now the doors have opmw’ !

peopfe are ieammg much more abont how important :.ée ’

relationships are.”

Political savvy is now recognized as a form of shared
social capital, not a resource to hide or hoard.

|
|
|

T'he charter in our sample—one of several in Chicago |

that began as a small school within a buxidinrv-rcheh rm

the financial but also the political expertise and influ- |

ence of a business-backed school-reform group and a | ‘

. . . |
hoard of directors featuring prominent attorneys and

i
businesspeople. These partners helped the school ﬁnd
and finance a building. !

[ - » I
1r’s important to have the external pressure of a /;'::sme.?

group like ours to make stuff happen.”

With the educators, this partner generated creative
. a
solutions to the many “lacks” of the school—a gym,

|
i
i
library, and a lab. And, with the assistance of its pc}rtne

this school has developed a coherent curriculum built!
around high standards and rich student work. These -
efforts yielded dramatic gains in student achievement.

f
i
|
1
i
|
!
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“The reform partner explami " This issue of ownersh:p continues to erode the polmcal

|
“and mtellcctual power base of thdt sthou e

e When they call, 1 rzs/)a;m’ You

——know why? 1 buowo-they're ——
s IJ';”,"B(“MW L Fuomthey're ‘Each of the partnerships described dbove ‘evolved from
- abour kids.” ..

e “a voluntary relatmmhlp Not so with the problanon part-
In addition to instruction and . ners, and so it makes sense that news on those partner-
——political muscle,a-number-of external——ships would bé more-mixed..In Chicago, chremca\ly low..

partners have simply provided for the performing schools are required and given Support to

CC T T marenial and iitellectual well:being of the facultyThave an external-partner to help with school wide

Some-sponsor time and a place-in-the summer-for-full improvement..Séveral 6f the.SWSs were Iocared within .

- P PO e SRR A f
—-faculties to plan retreats. Another. partner Suggested 7 larger schools that were-on® academic pmbamr{n. While -~

—that the-small-school produce.a sophisticated year-end ___some probation. partners. provxded authentic and well-

ieceived supportand assistance to'the smail schmi e
-—-— other problem partners did not spend much time in the -

report, and offered pro bono sérvices from a graphic™
" designer and a printer. Yet another partner offered

assistance in analyzing the relation of school size to
7 managément, distipling; and prodactivity, They helped
principals, directors and lead teachers understand their
—-roles in-small-settings;-the power of networking faculty —-
“across buildings, and the strength of echool-apec»f' C
pmfcsw)nal devclapment*

" In‘only'one of the cxght cases dld we witness an external
partner workmg at odds with a school. In this case the
external partner sought control over hiring, budget, and
orher resources, whereas the principal (there were
actually two during the course of the study) preferred
the parener to function as an adviser. The tension under-
mined the academic and day-w-day functioning of the
school. This tension, although atypical in our Chicago
sample, resonated with some of our experiences with
new small-school creations elsewhere in the nation. That’
is, there is an inherent potential for conflict if the
“dreamers of the vision” are not themselves educators
and then have to pass the academic baton to a group of
educators. Thus, it seems reasonable that educators at
this school felt pulled by “too many masters”
while the community group believed its
original vision was being threatened
because they expected to “have
considerable parental and com-
munity involvement. How that
gets translated on an everyday
basis is still up there. We’re still
on the outside trying to influence

" from a position of less power.”

“ small schools, failed €6 undérstaind the distinct mission
of the small schools, or,-more profoundly, mm;ted on - -
a common reform framework for the entire huilding,
thereby eroding the defining.vision of. thé small school.
Although some of these relations were mmally quite
difficult, SWSs with strong missions, working with .
open-minded external partners, were able o build
productive relations over time. The insta}u:es: in which
whole-school probation partners worked maximally with

-small schools were those sites in which the probation

partner engaged with a kind of flexibility|to meet the
specific and delicate needs of the small schmzi.
i

Oné last finding about external parcners is cn‘zcisl A
number of the partners have in the past collaboratcd
with larger, more conventional schools, in addmon to the
small schools. When asked about the dltfercnce. they -
uniformly acknowledged a difference andja preference
for working with smali schools. Across thelboard they
indicated that in chese small, more intimatc settings,
partners got to know more than one pcr\on in i school;
they were asked for more than the wmennonal requests
for money or fundraising; chey were included in
planning and assessment of the smlall school’s

progress; they experienced an inc]emz{I sense of
accountability by educators for the youth, and
they agreed to participate in lonlgwtc!rm (often
five-year) relations with schools. They felt
more engaged; they saw the con sequ:,lcncc‘s of

their engagement and, in turn, were confident
to become advocates for a more i

public-school system.

{
TOTOUS
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“In Chicago, as a consequence of the unique commit- . be expected. To entertain that

T "ment o exteriial pafthers, there dre now “nietworks of “'“"questton we identified a number of ¢hal- - -
T iniversities, cultural institutions, corporations, and lenges that would require serious’ attention” - <l L ee o e
e con%mumty groups that are engaged with; supportive-of,—and we determined a set of minimal conditions thaft’,' [ ST
‘ and advocates for public education. Not onlydothe i put in place have che poccntml to mdke it work. !
_ .- external partners assist within schools, but they builda T e ‘ e
~ e cadre of goodwill-ambassadors-throughout-the city. for-ﬁ-Challenges to. system:c _change_ toward, _small
public education. In Chicago, even with the differential  schools included: }
- _"'"""—,—'skllh arid telations built up-and around publicschoolss———ssie board Folicies and procedures that were] ‘ —

o ~-~--w~~—-~-~thc]re i5 4 dEMOCratic- MOvEMENt across SECtots in Which designed with-larger schools in mind and, as 2 reéfi]t,
. - adults and children; ifiside and beyond publicschools;
-mm--—«w»rccogm/e that public education is indeed a collectivg,”
o urban responsibility;

e —clash with the new policies and procedures” bcx i
_ develcpcd for the new-small schools;,

¢ the fact that whcn more than one school was

o s, s o - ‘

e mg]uded ina bulldmg interbuilding conflicts some-

~--~-~Findings:Small-schools-are a viable - ... times hampered the small school' ability to make |

strategy for systemic reform, but to the kinds of:«.hedulmg and structural nhangca that

_doso.will require that.both would enhance student learning; - l
k ‘ schools and districts o intraschool conflict ih SWSs over issues of enroll- | T

meet an important .ment, principal support, and probation; E

-.set of Cha"eng'eSow_._.ﬂ_‘ *" issues affecting teachers such as staff turnover, ‘]

" Once we understood who — - . magnified conflict, and teacher hurnoug;

“was in the small schools, ¢ smff’s ability to create a sustainable focus and then'

“'what the relationship was “bring that focus to bear inside classrooms; and |
i

between school size and e the conﬂm that stemmed from the fact that many '
student achievement, and of the new small schools find themselves under
what conditions affect student immediate, intense scrutiny while still in their nrfanc’y.

achievement, we wanted to ,

explore whether small schools might A |
P 8 Given that the small schools created during the small- %
acmally serve as a whole-system strategy for renewing

i schools movement are relatively new, and given that it

Chicago's public schools. Still, while many urban super- . . ’ Y ‘ & Lo
is a relatively new strategy for the larger system, it is not

intendents are frustrated at the intractability and poor ' !

surprising that there is a host of challenges within|the |
pcrformancc of large schools, and while most of them i & . & :

schools, between schools, and with the larger system. |
have small-schobls initiatives, no one to our knowledge : ‘

has considered small schools as a whole-system strategy. . . - :
! Y 8 Eriction within the system. The first set of challenges
We know that in Chicago’s case, the students in the new .. e
results from the friction that small schools cause within
small schools are predominantly children of color and L .
the larger system. It is ironic, but not surprising. that |
children who live in poverty. It seems to us all the more |
. while the central office provides enormous support for,
wonderful that the student-achievement data suggest
. . X con . g small schools by proclaiming their positive outcomes for
that| this strategy is making a difference in a majority of
the achievement indicators. Given only two years of

study, by providing financial resources, and by working
R to promote them in the public eye, its own mlicics and
datas, and wking into account the fact that most of the P P ver ! ;
i . .
schools are very new, to begin to think about small

practices are designed for a system of larger schnols |
schools as a systemwide strategy is conjecture at best.

During the period of our study, small schools were, |
- roliferating across the city. Given that more than ll()()
Further, they operate within a much larger system P & ¥ |
designed with large schools in mind. Challenges are to

|
of them were working at any one time, their needs from

|
|
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staff at the board were sabstan:
- tial. Small-schouol issues were -—
handled in'an office that was led

wished that they had additional support

from someone at the board who could help them -

With'b budgct planmng, smfﬂng, spdtc ‘needs, and stu-

dent-recruument issues; "

by an educator who, while dedicat- -
ed tu sm‘ﬂl 5<,hm)l\, wias alw respon-

. Schioolszwithin- schooh _were challenged | hecause many -
- -~of their host schools were put on probation.- Tlm had a
_ number of amphutmns for the small %hool Dcspxtc the

~tices challenged the smatl-schools. An example is the -

by providing a core curriculum with scripted lesson

semester in the core subject areas. Many of the small
schools have invested tremendous energy in creating a
-curriculum designed specifically to engage their stu-
dents, and the teachers are working hard to vary their
own approaches to build student skills. Havingtouse a
curriculum that structures pedagogy and assessment
made teachers feel less capable of influencing improve-
ments in student achievement.

A challenge particular to multischools was that many of
the small schools had teacher-directors who guided the
individual schools and one building principal for all the
schools housed in that building. In many cases, central
board personnel were more likely to respond to princi-
pals than to teachers. Given the volume of their work
and legal restraints, that may be understandable, but
since lead teachers were more directly responsible for ‘
their schools and could be more explicit in explaining a
problem or a request, it was frustratmg

for them that they were usually
unable to work directly with some-
one at the central board.

Friction between host schools
and schools-within-schools.
Student enrollment was also -
problematic at times. When the

host school assigned a student to the

' 'High School Redesign initiative, which'setout to ™ "™
improve student-achievement at the high school level -

“small \chool without makmg sure that the studcnt :md
- his or her parents’ interests were Lumpatxble ‘with the .

- school’s, a major strength of the smal :sc,hoois was
" diminished. Ensuring that the sttdénds and chieir famii= -
lies would agree with the focus of the schoolland with. -
the expectations of the school. Having more control

tives at the board. School. deUlW often. __.over enroliment procedures was nmpurmm to their long-

erm Success. %
f

above the system average, they were mlll chssvﬁcd as on
probation. Thus, they had to'work with probanon part-
- ners who often imposed activities and/for changes that .

N . . o . L d .
weren't congruent with their mission or with their

--—plans and mastery tests administered at the end of-each . approaches, Schools-within-schools kept hoping that the

larger $ystem would find a way to di‘;‘!;ing.‘:uis;h1 high aca-
demic small schools from their academically strugghng
host schools. . g

I

Some challenges emerged from C()nditionls wi}thirz and
between the schools. Many of the small SWSs wished w
change schedules and/or the length of tl ui: day Since the
larger school had only one bell system, bells and student
passing time interrupted everyone’s classes. In some
cases the desire on the SWS’s part to change t the length
of their own school day needed to be dccnded upon by
the larger school because of custodial contracts or busing
schedules. These types of decisions oftenil im]‘pcded
small schools’ efforts to have more contro] and be more
responsive to the needs of their schools. :
A i
IntraSchoof Challenges. A major challenge to keeping
SWSs open was principal turnover. Between ‘1'9‘)? and
1999, 30 percent of elementary schools thiat hosted
SWSs experienced principal turnover. The:: SWSs
were closed in four out of these seven schools that
hosted small schools. In contrast, cllem:entary
buildings with stable principals c!foscq SWSata
much less precipitous rate, 19 pcr’ccnt:. Overall,
however, SWSs closure was unrelated;to princi-
pal turnover at the high school level. B:uc princi-
pal change is still important at the h!igh school
level. One new principal decided o cfcwse:all the

|
|

|
i
J
|
i

P
T Inaddidion;a iamber of the btmrd s policies und prac———fact that in some cases-the- SWSs- were: performmg F1Y Y
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"SWSs'in his’ mulmchool ‘and festructirg the schoal into ™

Rt nvenuonal high school.

__principal turnover. In strugglmg schools, where 4dmm|s-
o trative stability and leadership is crucial, principal
e fuchover was the-highest. The strongest schools were

- : : J— ._~hmer; one another.and like.one another and d
‘”““""‘There was-also a-correlation between school poverty and - -

As one teacher stated,

S, mall stzoax’s are like small towns: Peepic

I

akeays know how 1o disdgree. So when you don't disagree

in a staff meeting or something. it s assumed thar yoa éa&e
given passive consent, and this is not akeays the msef. |

H

| .
those that had stable principals who buffered the small
- schnol from exccsswe Jinterference-and who could get o
R ——T TS T GuEstions and resources thar they needed. -

R Teacher challenges. Many of the teach_en in these

- —-ingi-Their commitment to their students was remark-
" " Table. Still, despite these enormous strengths, several -
- - ~issues felt seriously
number of teachers feared burnout. They often extend-
..ed their workday.and workweek to call parents, 10 have..
planning time with colleagues, and develop and sustain
‘thelidentity of the school. In addition, because the ’
. schools were new, they were workingasa
- -~ group to design policies and practices
" “that made a difference, and they
. had to spend additional time as a
group diagnosing their stu-
dents’ learning needs. These
small schools often seemed all-
consuming to them, and yet
their salaries were the same as
for those
who put forth less effort. Many
wondered how long they could keep
it up. Further, they were
frequently called on to go to grade-level meetings in
host schools if they were in an SWS, and to provide lead-
ersh:ip o the host-school faculty if they had been partic-
ularly successful in the smaller school. Teachers felt that
their own commitment of time and energy was substan-
tiallly increased in taking care of the smaller school with-
out :thc added responsibilities of providing support for
the larger school.

Staff conflict. As might be expected, conflicts occurred
betvacen staff in these small schools. Because there were
fewer people, these contlicts often took on much greater
proportions, disabling schools in a way that would not
have happened in a larger secting.

~-went-on to say that-this is something \mall-schonl

problematic to the teachers. A - —. -

PN S VU

m |

An external partner noted that teachers coming fro
—conventional schools never have.to deal with this |
“because decisions come down-from the principal.

_ _ersneed to lcarn how to do. . |
“m e —small schools were incredibly ‘dedicated and hardwork- e e -

— l

“Teacher turnover was an important challenge. In §
many cases, staft members who support the mlssm[n and -

- vision of the schools are handpicked; therefore, rcplacing
them may take some effort. When one faculty mcmber
leaves, the rest of the school feels the impact. Thl\ i lm_,-
‘especially true when the person who leaves has pl.ly(’:d a
central role in the school’s functioning. Further, there are
u‘;ually not “extra” teachers available who can takc up‘
the slack. l
i
Opportunities for focused, sustained professional devel-

opment were not as plentiful as teachers felt they pecd-
ed. Teachers relayed that, aithough they sought it, jit was
often hard to find professional development that plmvi(j-
ed support at the schoo! sites and was focused on the
particular needs of their students. For instance, many of
the secondary teachers had students who could not read
anywhere near their grade level. Because they werc ‘.
trained as secondary teachers, they were unfamiliar with
the techniques that an elementary teacher might have,
While they could find short workshops, they believed |
that they needed instruction and help in their own class-
rooms while they were trying new techniques and i
approaches. This kind of support was more difficult to |
secure. l
School capacity issues. Two major factors impeded the
development of an academically rigorous environment:
the lack of a program focus and problematic implemen-i
tation. The strongest of the small schools had a very f
clear programmatic focus. That focus was stated in :ternjs
of the mission of the school, and then could be tracked‘?
into classroom practices. Administrators and teachers
worked to figure out a program focus that could be comi-
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" municated to students and”
“~their parents clearly and easily.
—__Further, they built'theif instruic-"

‘and their students begin a stringent aca
“boosted their test scores.”In another high sclmol they -~ -

iemn, focus’ that

struggled with implementing portfolio requirements ~

thc schuu so we (_ould see how '_

thc mission statement trans)

For instance, one of the schools focused
“~ona disciplined life It was parvof their
mission, and in each class, teachers used the ténets of T
T adisciplingd life to explore theirsubject area. "Each-

= that undergirded this focus with their students.- Many--

“of the teachers were not used 6 working i Schools thar ™

to bring this kind of coherence to bear.

A second school capacity issue was related to implemen-
tation and the time new small schools need o show
results. The new small schools were hardly off the .. .. .
ground before they were being asked to prove them-
selves. One external partner tells the humorous tale of
a reporter who came to the opening of a school and
asked for the school’s test scores. Smatl-school educators
frequently state that they are under constant scrutiny
from the board, politicians, researchers, and the media,
‘and they feel that they need time to get the school up
and running in a stable way before they are called

to account. o

It took time for the schools to adapt their strategies to
work with their students, For instance, in one of the
more successful new small high schools, they focused on
creating a safe and academically rigorous environment
their first year. Only in the second year did the school

* tional plan around the focus of ~—in which studenrs presented work to flu.ulty and --

timé.we were in the school, we_heard and wdtched as__~ _mghtcr and clearcr “The. teachers could see the_capacity

- -kmkﬁ m make them truly ngurous

= had such aclearly stated focus."They needed the skills - -~

" outside adults. In the first two years, the tca‘chers were
dmappmnted in the work produced by students. The
“““““ into concrete strategies for- SfUdenL‘s-——fact that the portfolio sessions were dlsappomcmg_.m,..,u S

caused the teachers to make ad;u%menm each year,
suchas developing specific goals for cach class. = e
Although they were. reﬁnmg the pnrtfaho requuemcnt

“teacheis reinforced and used-the- critical chinking skills—of thesesessions and simply- needed to »ivork out-the, ~—————"

|
Ao
Being both new and innovative was a sil?ultaneours
challenge. Our Chicago sample found themselves

T . . Lo
developing everything from reporting systems t0.w... . ..

budgets to communications with parents to ﬁounse!ing’

_students. Any new school has to deal with these.

challenges, and getting them in place is difficult even
if the new policies and procedures are exactly the same
as those in other schools. Students, even{ if tﬁey are
eager and happy to be in a new school, are armous

and unsettled. Coupling this with a commnment to
innovative approaches in curriculum, pedagog\, and
assessment heightens anxiety and uncertamt{y for the

students, their families, and staff. |
i
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One nf the hlgh schools was a a small school that shared - I\"larvci'él_la:_”
space with other schools. The schml rted i in T

> 157500 sead o Mlwork, ie'm& the fompfdﬁ consultant who i is
Septemher, 1996, houses. approxvmate y-500.students in. iy this school.-He's wiring the milding zm(z‘ gez?:;:g'

9 through 12, 50 percentare “African Amenmn, eerything set up. He;m £ Joves us—the hids who ﬁ’f ork

40 perccnt Latino and 10 ‘percent white. Students come ;fof him. He has mzzgé t e to do wiring, to set com f»‘ uters .

from all over the city and represent all levels of academ;c 7 It can be very complicated and boring somelimes .J fﬂé_. S
chzcvcment upon entering. Despite the distances that

' knds travel, the attendance rate in the school is 93.5
R percem. The vision for the schiool emerged oursf theT” - A T - :
- ""'"-'——-—'shared phllm;ophy between the external partner;-which—— Alex:- R

Lo was a umdvemty and d]:c lcid t;:i;l;\crs who »:jere i ahoays loved TV and actors. My internship|is at - - o
B, mce(rcstc in starting the schoo ey-wanted to provide “Ghamnel 26 Right now 1 wmworking with a prodacer; -

. . an imtegratec.i, “negotiated, inquiry-based curnculum______" B of_t_/g_q_/_:ommor& show. It tsfaﬁdedf)y P me'ojlr i S

h ical icatio hat - :
that was ricl chnologic - appllc:lltll nﬁkand ! ath " Education and we have had Mr. Paul Vallas and the |
co e nt and criti
encouraged independent an critical thinking on the mayor on our show. I started as the phone operzztor since
part ~5f thestadents, Inaddition] the faculty wanted to =7 7" P e e L

d 6 p it is a call-in show, but now 1 am the floor manager. I {
te post-secondary options for stude v

ensure p condary opt tudents, create a really love ihis job and hope that in the famre Il wdi be‘
. ~~—*~--*--'-respccttul environmentyand develop and incorporate - -

“one of the people wha walks these lines.” R i i
a policy of inclusion for special- ; ’ ] : 1
education students and improved

e ... parent relations. . .

:
;
A

~ hecause you have to concentrate on the same task for Thiee
or fa:xr hours. But ir’s. grm/ to Jearn.” :

e e e e

Problems, Questions,and Answers

~We asked students about The problem we set out to study has multiple dimen-,
the ways in which the sions. Generally, our public schools are not servmg stu:
school was stretching them.  dents well. Too many are bored, disenfranchised, drop-
ping out. Test scores are low, and public LOI’\ﬁdCﬂCC m\
Candace: the competence of the education system is in a t‘u‘Ispm
- Schools are no longer safe places; too many vmlcnt out-
breaks in recent years have led us to believe that the '

alienation that many youngsters experience there is very
wrong, Further, teachers and principals are rctmng, in !
record numbers, and young people who, for generatmns
provided our teaching force have new options open to |

. them where they can earn more esteem, higher
cases. We help them to get their cases together. We go on i Y e est ig! pay, and
where working conditions are more conducive to opgo-

Site visits with them and we help them get the information b and devel A , face th
they need from the kids. Sometimes it’s easier for kids to ing growth and development. As a result, we face the |
1alk to another kid. We also keep the office for them. We greatest shortage of educators this nation has ever scen.
are ahways trying to fix the computers. Everviling breals A number of educators nationwide, and in Chncago par-

a’owu when we leave—and ng are 50 glad 10 see us tlfularly, kfellevc that creating smaller ‘schot?l.\ will pm-i
come back!” vide solutions to these problems. Their belief that sma‘ll

schools could reverse the negative conditions currently,
at play provided us with the opportunity to ask qutlts- |
“[iswork at the Lincolu Park Zoo. I do incentory and take tions, to gather data, and to generate a set of answers,
merwtmm in the restaurant for school groups. I take To review: . ' !
pwple o tours and explain to kids why they really ‘ . i
.c.mula’rz t feed the animals.

“Well, everything is different in
this school. We have regular classes
on rwo days and louger classes on two
days and we have to do internships. 1 am working at
the Child Law Center at Loyala University. There are
15 lase students who represent children in child-welfare

Jamil:
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Where ar;e Chicago s new

area for their own skill bulldmg and pmfe»lonal

e growth -and their efforts-seemed clearly to pay offi -+ -

T A ATESil, W Believe thatic is likely thatif stabiliv
-« They-are-in thc heart of thc Uty in : y Y
: ~~—-=and continued support-are provided to the new small.
- :Lhoob, smndardved test scores will i nmprovc

" the poorest neighborhoods. Who is

.4 Sma .SChools are sen lf}g commumtles

that have rarely had sophisticated school reform
- imexvcnuona.»Poor,.«work:ng-clabs, inner-city children

in small schools that they believe pos:tlvely affect

) L
T "What changes are teachers a.nd prmc:pals makmg R

student achievement?

~-artend the new small schools=The ‘majority are African-

. T.he_adults,xns&dﬁ.,‘in@lL§§1j§§l5.}¥§l§§§[§£9_‘@Dﬁﬁ;‘ﬂ@

s Amem.an and Hlspamc

Who are the: teachers In these schools" “and Across grides, biild curriculin thataddressed

“.make flexible the daily schedule, coo]rdin'atc betwcen o

studcnm nccdq and i interests, and prowdc greater

The teachers in“small high'schools are'much the same as

.-vananon in their instructional rcpcrtmre Thcy were
__abletok know the students bcttcr‘ o undcrscand their

other teachers throughout the Chicago system. Teachers”

strengths and weakneeses heter, amdI o mod:ty
apprmches to suit individual student§ needs. They

T in elementary small $¢hols, howeéver, ended to have™
a stronger academic background than other elementary

teachers and tended to attract teachers with broader-—

teaching experiences than teachers in their host schools. -
; . : , communication with them. They were able to enlist

" the help and support of a variety of Cf(tcrnal partners.

What are the indicagoq;‘thét help us to
understand the relationship between student
achievement and school size? '

e ‘Teachers and principals describe small schools
as places where they feel efficacious, icreative, -
reinvigorated, recommitted to teaching. vacn the
impending shortage of educators, it ns ;mportant
that small schools provide a means of rccncagmg
school faculty to take advantage of their collcctwc
experience and commitment to young pcoplc
For administrators and teachers, small schools are
encouraging an entrepreneurial spmt somcrhmg we
have valued throughout the history of this country.

¢ The indicators of student achievement include
dropout rates, course completion rates, grade point
averages, and standardized test scores, These are
important and substantial indicators of student
achievement, but all of them would have been
missed if we had chosen the conventional route of
examining standardized test scores alone. Thus,
multiple measures are critical to our deeper under-

. .
. ¢ Small schools ha tured ty and business
standing of what works and what doesn’t, and why. all schools have capeured community 3 bUsiRess

collaborators. Teachers feel that parents are more con-

* The findings are that students in small high schools fident that teachers and administrators are doing right
are dropping out less, completing more courses, and by their children. External partners, whcther they are
achieving higher grades. cultural institutions, businesses, or community advo-

* There are some improvements in cacy groups, spent time inside schools, and could

know teachers, administrators, chxldren, and their
. families. To reengage these C(msntucnts in our
most important public institutions 1s|by itself a
tremendous boon. i

the standardized test scores.
While there is some improve-
ment in reading, math scores
are mixed. Further signs of
hope stem from the most
successful of the small schools,
which were showing gains in
reading scores. The teachers in
those schools targeted reading as an

» Small schools are equalizing « pportunities for
children who have had unequal acceés to quality

education within the public education; system.

The most ¢lite schools in this country have always

- i -
been small because school size ensures that children

b PP
- got to know parents better and were in more regular’
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will be well known and rigorously supported; our find-""
""“"'“"“""T'ing
mslde the new siidll schools. If we can hold this =~ -~

s’ suggest that these same conditions are dcvelopmg —visited a school where advanced plannmg .......... n

“traditional, larger schools thn we

-time was provided,the sability of the school ——.

7 —— courbe, we may be taking some of the first and most -
lmportant steps toward preparmg all of' our Lm/ens for
parnupatton ina demou'acy -

der what conditions can smal! schools

uccessfully revitalize @ school system?

bchevc that the minimal conditions that MUSt be in -
: 'e in order f'or amall 3(1100[5 to. succesxfully revrtah/e

1dcnt1fy minimal condmons ons for start-up SLhooI:s_ Thé”ﬁ”""
“idea of starting anew school i is both an exciting and an—
ovcrwhclmxng thought. Most teachers only think ™~
about ‘taking such 4 bold scép on'Friday nights wich -
collcagucs over a beer while complaining about poor

‘—'“polmcs, kids they aren’treaching, and lack of resources.——

_and_the_means by which they might best bring the =
g e

-students. We

~deadlines, “including things like.a mission, standards i .

- ning time wisely. Teachers also neeéd to. be compensated

was qualimtively different. Plafning time affords
principal and staff time to form a umﬁed team, tol»buald -
mutual understandings about the mission of the schoo

mission to bear for students. Further, longer lead 'timé
allowed staff to build structures, rules, wnsequcmes,w e
—and expectations for parénts-and families as well-as for-——— .. ..

would recommend.that to facilitate lthelr,__.-.m__“ -
planning, hopeful staff be given a'sef of gmdelmes with .

.policies for students and seaff, a school schedule; a'ridp" R
curriculum so that they are able to allocate their pIan»

for their time. !

In Chicago. hundreds of teachers and
‘ principals and their central office
. counterparts have done more
than dream. They've invested
enormous time and energy in
thinking about, planning, .
and then carrying out their
own ideas about how best
to serve students within
the parameters of the
Chicago Public Schools. These
professionals constitute a tremendous
resource, and they have demonstrated some skill in
creating the conditions that hold kids in schools and
engage their interest. We want to isolate the conditions
that need to be in place to encourage hundreds more
teachers and principals to take this challenge seriously.

Minimal Conditions forStart-up Are
as|Follows:

Advanced Planning Time. If the purpose of
theischool is to create different kinds of learning opportu-
nities for children, the adults in the school need time to
envision those differences and to plan for them. The
less planning time the staff has, the more likely it is to
repeat common forms of schooling, to re-create systems

and practices with which they were familiar in more

~each year.

Stability. The more stability that can be provideé o]
new schools, the more likely they are to make wise
decisions and to create the kind of school that best
addresses student needs. Far too many of the new |
schools we encountered lost staff, principals, and/én |
space during or at the end of the first year. It takes nme
to generate a sense of community, then a mmarm, and
then instructional scructures and practices to match the
mission. As one staff member from a new school t{hat ;
had encountered significant instability during its early

years commented, “It’s just like starting from scratch”

|
i
1
{
|
;
i
i

_ A Small Broad Community. The best of the schools
have quickly developed a substantial and cndunng} sense
of community. The faculty in these schools conccntrate
on creating an extended sense of community by mc]ud'
ing parents and external partners. Further, they figure Qut
productive ways to work with the central board. In man{y
small schools, parents are asked to enter into contra}ctu:;ll
agreements with their children regarding activitdies in
the schools. Some of these may be as simple as signing;

“students’ homework or agreeing to encourage student |

attendance, while others ask parents to agree to a certain
amount of service to the school-community, Creating |
better relationships with parents initially helps o crczm:t ,
a more serious academic tone. External partners were
identified early on as essential to the school community.

r
!
:
i
|
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Teachers from several small ~ Use the Vision as the Compass. When sm’all schools™
“s¢hools in'thé ethnographic sam-"""used their vision or mission as a tool-to mcawrc their -—-
ple explained that the support thit — own pragress, they tended to'get further than those who -

- their external partners gave them ~~ rarely referred to it after their initial pl.mnmg stages. -
was mvaluable. When possible, small ~ " For example, at one high school, the mlsslon statement
“schouls need to cast a wide net of - " declared that they would use best pmctllces to engage
o -involved adults to support-the youngsterswu-klds.ﬂln.staffmcctmgs, faculty asked one anotherto. . _ . ._ -
in their school. , identify practices they were using in an atteinpt to

T — learn from-one another.“The vision mﬂuenced staft-— -
Student-Focused Currlculum Pedagogy, and R -.-dsscnssion\, student/teat.her mtera(,tlons in. the class— N
- Assessment. Tiv the best of thesmall $chools, educators"room; and parents’ understandings-of the' school Inthis - - -

—focused and structured.their. (.umculum instruction,.and ___case, the vision_was an actual to ))l used to. cnvmun the

ST T assessmentsto help the students they served. Ir dues nom T schooland guide the daily functioning: For a vision to
PR good they told us, to complain about the skills or the - - - reach its maximum potential, all invested btakeholdcrs,
T T knowledge the kids don’t have. The important thing is~ including administrators, faculey, atudcms, plarcnts

—rm s figure out where the students areand start building == ‘community members, and external parcnem should be-- -
. from there. The teachers in the qualitative sample in accord and involved in the processes of formmg,
¢ e e —gxpressed the importance of incorporating student.reali- -.implementing, and sustaining.che vmon And the vision . .
‘ties and interests into the curriculum, their instructional ~ - should be a tool under constant scrutmy and revision.
approaches, and the assessments, Throughout these As new staff members join, the vision needs to be .
« - .. schools, educators engaged students in coopefative ... revisited with them to incorporate their :gjeasiand hopcs.

_learning groups, culturally appropriate curriculum, e ‘ i
multiage collaborations, cross disciplinary projects.and ~ Renegotiate Roles and Responsibilities. When the
-~ - performance assessments. All of these were designed to . relationships among parents, external partners, and
engage students, to ensure that they wouldn't settle for  small schools were renegotiated regularly to assure that
minimal performance or drop out. they were providing appropriate support to both the
school and the students, we saw these relationships
deepen. In the schools that had the most su<::cessful

Minimal Conditions partner refationships, there was a great deal of continuous
forOngoing ‘ change in the types of resources that both patents and
Development ' external partners offered the school. In the process of
We identified six factors that help small schools to assessing the school’s progress, parents and éxternal
continue to improve and flourish. The academic partners were encouraged to keep changmg their inter-
benefits of the interpersonal relationships among small-  actions with the school to suit its t}cvclnpmenta! needs.
school students, staff, and administrators are This ensured that everyone stayed fresh| to che needs of
only a beginning. Further conditions the children. . [ '

i

need to be established inside and
surrounding these small schools to
ensure long-term viability and
continuous progress toward
heightened student achievement.

|
Engage in Data-driven Decision Making. Many

of the small schools looked at a variety} of data
sources to make decisions about wher‘e they
would focus their energies, whilelothers relied
on current trends. Clearly, Iooking for; evidence
of problems from real sources of data within the
school strengthened the resolve of hotﬁ faculty
and administrators to take meaningful stcm o
improve student conditions, In one schor)l text scores




' révlealed that reading Comipréhension was a greater  ~
- - problem than deciphering or decoding letters. So the -

faculty and administration used this information to build -- that helped improve the school, that strength- ..

members worked hard to identify -
professional-developmenct opportunities

~ In another school, math scores were very low. Faculey
_ - members were networking through their external
e e —._partners to find_out what approach they might mke o

S e P T el

a multifaceted plan to work on reading comprehension. ~-7ened theéirown professional skills,-and positively
‘affected student achievement. Too often, professional- .
-~ development experiences are selected by cea(,hers

'

based on their Own intérests rather than on the needs nf

strengthen their own math skills and w provide a

their students. In addition, too many teachers attempt o

=== —————stronger-instructional approach for their students. It was__to learn new techniques and approaches alone, ratherl

~~thefdata_that fueled teachers’ _willingness toundertake —~

-than in the company of colleagues inside their \ch()ol‘

Sl —-*—-—wluuons as a whole suff.-When the whole group was ... Collegial interaction while. lcarmng new things can _
wor ing on a 9olutlon students within the school got a

- extend the depth of & everyone 's understanding.

e mOTe mhcrent message about what they needcd to-do

a ST T e st e e e

- - t0 IMprOVve. .

-~ -~ -~ .. Couple Caring with Rigor. When we asked students
what was most important to them about their smali

e e . 5CHOOIS, they gave us two answers in equal measure,

First they would say. that their teachers
 cared about them, would give
“them extra time, would call
“their parents if they messed
up. and so forth. In the next
breath, they’d say that their
teachers pushed them to do
the work, kept on them,
wouldn't take excuses. This
combination of caring and
rigor coincides with recent
CCSR findings thac “...[middle
grade] students learn substantially more when they
experience high levels of academic press and strong
social support together, but they learn much less when
thcyicxpericnce only one of these conditions.” (Lee,
Smith, Perry, and Smylie, 1999). “It isn’t just that caring
leads to rigor,” explains one external partner, “It’s caring
ina \k:llful organized way that gets kids deeply
involved in what they are doing.”

Builcil On-Going Student and School-Based
Professional Development. In order for teachers to
respond with ever-increasing skill to their students,
they need their own rigorous, demanding, regular
opporeunities for growth and development. In some
of the strongest small schools, we saw chat faculty

i

|

|

]

. Ut |

“organize themselves collaboratively to build profess onu;

_ It s folly for us to think that urban teachers are adequatc-, .
ly prepared to face the current instructional, emotional } ----- .
- and organizational challenges of urban education- né .
matter the length of their experience. Tackling this worlk

requires a li  skill building, refining, !mmng.r

reflecting and revv;mg, Forwnately, in small st,honls,
teachers seem up to the on-going work, better able to

development opportunities that will best serve them and
the students in their classes. Giving them greater ag{ency -
and on-going, high quality professional devclopmcnt ;
that emerges out of their identified needs is likely to |
lead to higher levels of performance from both adules |
and students. i

w
Provide Enough Autonomy. When the small schools |
were guaranteed enough autonomy to bring their ideas tto
fruition, they were more invested in the school and i
its students. Many of the teachers and principals in ithcs‘e
small schools were intellectually strong and found the 1
problem-solving that came with creating their own !
schools very compelling. Ensuring that they have the ;
opportunity to bring their ideas to fruition is an important
incentive to encouraging teachers to undertake rcnmwalf
and improved accountability within the system, o

!

|
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Cauuons

«~educators lcap on '\nythlng that

—~reform

|
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~ which intheir “stability” seem 'impcrvi()]us t6 change

s ————despite poor-performance and decades of attcmptcd

'\ppc‘lrs as if it might work; butitis

- = ‘t(')'"the'ek'\hiindtidn 'of small scho’ols.

f'ound a range of quallty in small schools

important to bring critical judgment _ .

1
. . . . |
Small Schools as a Panacea. We realize that there
are a number of pressing issues facing the educational
~-community.-We-have a number of colleagues:whoare

. . | . .
doing terrific work to ensure that all studc:nts‘| have high-

_Some were only smaller in size and showed none of -

“ly qualified teachers: We agree that teacher quality is @~

thé difféfences in Struceure or practices that “smaller”can

—_crmcal faCtor in the suceess of any’schooll and that small -

-and must tacnhmte if the school is to be-successful. Small -

size is'a'necessary but insufficient-condition for-school

feel that principal :

|
schools are no exception—There are other colleagues who -
d su ermtend nt leader: hxp should

- improvcment, We believe that, if any small school does

" not meet its goals within a five-year period, it should -

not be sustained for its own sake. Small schools must be

increasingly more productive places for young people or -
they should be dismantled and reconfigured. Similarly,

if large schools déplete engagement, create disidentifi-
cation, risk damage to human relationships, and cannot
support high student m.hxevement then they too should
be subjected to the'same kind of scrutiny and the same
consequences “for underperformance. Why is it that we _
have for so long tolerated organizational designs that
have proven to fail students, teachers, principals, and
parents so miserably? Since small schools have been
growing in a climate of intense scrutiny; it seems only
reasonable to suggest that large schools should be
subjected to the same scrutiny, the same standards of

“ evaluation. Why should we evaluate only innovation
and not the status quo?

Fragility is an important feature. One of our most
provocative findings was that small schools appeared
fragile. Many closed during our two-year study. Others
nearly collapsed when a principal or a teacher left. We
must be careful not to interpret this as a

weakness. In part, small schools are’
fragile because of the ecology of
the schools themselves; they are
more interdependent by their

very nature. The key factors that
make them work for teaching

and learning are also what make
them more difficult to sustain. And
small schools might seem fragile
when viewed against larger schools,

be the-focus of ‘national attention at the: momcnt because S
- -again, the shortages are acute and we have years of. data .
that suggest that principals are critical to the success of
--any school. Again,-we agree and would add that the -
principal’s role in small schools is abso]utelv critical to
the.development of-a successful.school. We. believe, ...
however, that smaller school size can facilitate leaders’
abilities to lead a school to |mp[oved pcrf().rm‘ance and
_ teachers’ abilities to build student skill and k;lim()_\\'ledge
-in important ways. Small schools make collaboration
“among the adults much more possible. Such collabora-
tion is important to generating a mission and goals for
the school, and then developing the_kdes of pra(.uces,
procedures, and policies that bring'such a mis:sion to
fruition. Further, small school size, as mentioned earlier,
makes it far easier for teachers to build coherent
experiences—experiences that build from onel, class to
the next and from one year to the next. It is imporeant
to avoid seeing small schools as the sole solution to
all that ails education. Rather, we would suggest that
it is a key ingredient in a comprehensive plmﬂto
* improve education. :
‘ |
Nor would we want to suggest that all schools in the

country ought to be small schools. Because! children
differ so much, those that thrive in large} settings
should have the opportunity to do so. We would

prefer, given the poor record of large urban
schools, that the ratios be reversclj—r'naking
small schools the norm, and large schools

the exception. ‘ i

invested

of standards.
!

Finally, for the last ten years, many have
enormous energy into the development

t
I
|
l
\
I
|
1
|
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These colleagues believe th'u setting and demartdmg ) FO" governors, legislators, aﬂd ch:ef T

T lugh  standards will move us €0 the miof€ poweiful = "state school officers.Pravide funds for - --—t-- T
M_;_M.:,sy_stem we need. Recently, as the results of high stakes” ~ 'state-levg] efforts to reducf_the'state s largest ST
T T s hive been sertitinized,” many “afe bcgmmng ta see — schaoals. ‘Work to reduce the bureaucratic constraints i
thatI setting higher standards was and continues to be'an ~  that prevent educators from creating smaller s(,houl% T
_..imporeant step towards systemic 1mprovemen£ Butit,- _thatarerésponsive to local student and family necds ;
T —— hkeis‘mall schools-is-a necessary but-insufficient-step: «A%-P“’“de incentives for districts to create ‘ L

l
Teachers, principals, and children need additional . Provide state-level symposia on the use of data to drwe
'“sﬁiiﬁért in"ordertg'meet higher standards. We believe’

e —— kR

—instruction; on Iooklng atstudent-work .in.the. context e et e

— that reducing school size and providing the support- that.._ of standards; and on building reading strategies- fOf”* '““”“‘""”‘"”“" T

tcachers and principal§need inorder to build programs 7 older students. Fund capacity- bu:ldmg orgam/ ations
. .._..-wthac\ work for kids will help.us éventually o méet the___ " that can provide important external partner% to the new -

i

I néw standards we've ser forourchildien arid our schidols: ™ sma 1l-schools:

“ The system must change. It'i$ also impoitant to réalize” For funders: Provide’ matchmg seed money for state |

T T that|small schools are dlff' icult to'sustain because they ~—and local initiatives. Fund-additional research that will - . -
are a genuine innovation within the larger system. The enable us to understand the benefits and the chal cngeq
oo e Chicago Public-Schools system has been very courageous —-that arise as.we attempt to.create smaller schools.] .| .. ___ .
' in struggling to make small schools Develop initiatives to network new schools so that they
work within the larger system. ‘can learn from one another. Provide additional suppurt

Any system consideringa move  directly to new schools, as they_need all kinds of |
to small schools will have to resources if they are to he hoth mmwatwe and !
confront the need to rethink  more rigorous. s 1o
and redesign major policies : f
and common practices, since For districts: Prowdc waivers fnr snmller ¢ hool% that'

most of those principles release them from conflicting district policies; schools
were designed for larger should be freed from policies requiring a particular
schools. To make a difference,  curricular approach until such time as the school has
any genuvine change must demonstrated that its own approach isn't working.
provoke a larger change in the way Separate schools-within-schools from their host schools,
the overall system does business. And it will make new  so that they are not subjected to the same kinds of
demands. When large systems respond, those changes policies as their larger, failing counterparts. Allow |
themselves become an organizational intervention. schools to negotiate student admissions procedures in |
Clcarlly, the Chicago school system is taking the keeping with the district’s policies regarding equiry.
next Istep, restricting all new school size in order to Redesign support for professional development thatis
capitalize on the successes that have accrued from the building based and focused on the particular skills land;
schools that exist. Vallas’s response reflects the kind of knowledge students need. |
courage that larger systems need to make to ensure a
systcfuic approach. For external partners: Estblish policies that will
allow corporate and other community agencies to work |
Recommendations . ' in public schools. Think broadly about the kinds of| mlcis

partners might play in schools. Get t know the teachers,
families, and children inside your partner schools sui that
you can make the best determination about your role in|
providing assistance. Prepare to redefine your role each !
year as the school changes.

The data are compelling, To make the success we've
seen in Chicago available to all, there are important steps
to be taken by all the stakeholders in the educational
enterprise.
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For colleges and universities:
—Engage current small-schools
educators inthe redesign of —— -

~more effectively with many of the problemé facing - - -

- . |

|

m dealing ~ " -

intervening varfiable that prevents us frci

l
“urban schools.”And size is an orgam,ranonal factor we

—--teacher;-principal, and superin-
=" ‘tendent preparation programs so
- “that these programs reflect current’
I1_..exigencies.. Prcparc teachers and .

principals to develop the skills they need

“~can control. Small schools clearly prov;dc advantages

o —e ——a.reasonable setting to_ build._the capacny ofistudents

in school safety, in engaging student interest and
persistence. But most important, small schools provide

and teachers to engage in the ionger-term effort that

to work -in smaller contexts:-collaborative skills r—-—increasing achievement and-school-reform demand. ..

“commitnication’skills; conﬂxct—management skills,-and

—so forth.-Engage with-small schools in action research to - ~~This-may be the most powerf'ul aspect: ot

~enable data-driven decision makmg (‘Onduct rec:procal

smé\ll schools -
as a reform stratcgy They pmvlde the opportumty 0

research that will help the small sch(ml undcrstand e

L. their Strengths and weaknesses. .

discovered is that some of these needs may be easier to

[identify-and-meet in small schools. The impact of the
interventions to improve achievement may be easier to -
discern and measure in small schools. Small schools

. ..provide the labs or the microcosms to take a closer and

clearer look at urban schools in general. The needs of
small schools are not outrageous or luxurious, just
clearer. Teachers frequently.claim that if they had
fewer students and more professional development,
student achievement would improve. Small schools
have the potential to provide all teachers with just
those conditions.

It is difficult to write our conclusions in a neutral and
objective tone. We cannot ignore the backdrop against
which small schools are being evaluated. We are loath
to critique the large schools we did not study, but we
know a great deal about them from the picture that
youngsters and teachers in small schools paint of them.
We are also familiar with larger schools thanks to the
research and reform efforts in Chicago and across the
country. From that larger perspective, if small schools
are making a dent in the currently catastrophic condi-
tions, that must be not only celebrated but replicated.
Given what they are up against, any improvements
small schools achieve in climate or stability or persist-
ence rates are a triumph. Small schools put students
and teachers into organizations that we can more
reasonably hold accountable. We suspect that
organizational design—like large size—is a significant

_needs of their particular students. Parer

build-on the abilities that- everyonc involved. brmgs.w—-—mé ‘
- Pnncnpala do that by Creating settings that ha‘vc vision,

“coherence, and responsiveness. Teachers|do chat in their
== All schools need what small schools need. What we —-——-

ability to analyze student skill development a:nd design .
instructional programs that target the interests and the
s and other __
partners do that as they develop a growing rc‘spect for
and a broader sense of the ways in which the‘l' can
conmbute to the school. Students do that when they
begin o see themselves as deserving of and capal)lc of
a decent, rigorous education. Together, small %;chools
create a site where ability, skill, and passion are
nurtured to lead and foster individual and organiza-
tional change. In Chicago, small schools have 'yie{ded
impressive gains for students. Because we bcl:icve that
the gains made are important and impressive,| we hope
that many other urban centers will have the courage to
follow Chicago’s lead.

Candace, a tenth-grade student in a small school, leaned
forward to describe why her school worked: |

" “Kids can feel when teachers care about lﬁzlm, ﬂ.%/.’é’ff adults
are for them. In our small school, we have a i{/}aol that
1s for peace, understanding, hard work, ‘{m’s gomg Dlaces.
The teackers and all the other people — tﬁry gzt involved
with us, give us as many possibilities as I/I('v am Jathom.
Thats mv&v we're gonna make it. You're gonnalsee
us again.”

|
|
i
|
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“Tin thls section. ” " - . - e ’ _

1
|
age

| academic magnets.are-removed. Thlrty exght per-

~“T'his academic advantage pers:sts even when- the sm:

——m————3 —.Gonventional schools -are ones that are not sma]l and do not. contam Schools Wlthm Schools (SWS). . A

4

The student mobility rate is based on the number of students who enroll in or leave school during the

cent of students attending historically small schools scored at or above national norms in readmg W hen o
T sma!l ac.ldemxc magnets were, excluded

—-—-ems pubhshcd by Chlcago Pubhc School (CPS)

.___w.m.m.s_ Due.to the small number of hngh schools. possessmg small schools_and. the small number of hxgh ‘school$

!
|
1school year. Students may be counted more than once. These analyses used the_school mobility_nu m_b_e::r,s
1
:

!

Test scores on the Iowa Test of Bam Skx!ls (ITBS) and TAP, the standardwed tests nsed in (‘hlcavo, afe -

~lin Chicago, the statistical significance of results needs o be baldnced againse absoluteeffect size” The";‘“'"""""“ T
“Isiiall Biber of schiools medhs that only moderice to vety strong effects will be found statistically signifi-

ot \TEPOItEd in grade equivalents. A difference of one on the grade_ equxva]cn_t scale can be interpreted as

meaning a difference in one grade of learning. For instance, if SWSs’ average achievement was one Igrade
equivalent greater than that of conventional elementary schools, this would be interpreted as meaning |

N

10

1t

12

13

-'students artending SWSs on average demonstratcd they had a ful school year ’s more skills than students

atwtending converitional elcmcntary schools. .. . . | S e e . |

P
P e i
H

Students who left the system to attend other schools or becaube they moved out of Chicago were cm:lud-
ed from the calculation of dropout rates. I

The attendance rates of SWSs founded after 1998 were not significantly different from those of the sys-|
tem or their host school. Students enrolled in these SWSs, however, attended almost one-and-a- half more
| i
days of school a semester than students attending their host school. This finding indicates that it may |
take small schools time to build a school identity strong enough to change students’ day-to-day behavior’.

SWSs, however, tend to lower absenteeism, versus their host school, relatively quickly. i
}

%f the dropout rate of high schools with SWS founded in 1998 and 1999 are included when calculatin{;
average system dropout rates, the difference between SWSs and the rest of the system drops to appro‘u-
mately three percent. Figure 4 includes 1998 and 1999 small schools in calculating the system avcragc.

i
|
Ilf students attended high school for only one semester, their course failure rate for that semester was |
multiplied by two. ‘

Il\iultischool students tended to fail at approximately the same rate as the system, 39.6 percent versus 40.

percent.

Students who failed to pass the promotional requirement but were promoted by the central office were
- . N .. .

not included in these analyses. In addition, the students who left the system during the year were
excluded from the sample.

If a school had 15 percent or less of its students scoring at or above national norms, it was placed on aca- |

6
|
{
I
v
!
dcmlc probation. ]
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14 The retention po

school scorcs m 1

16 We controlled for t

"' '“’18 -Only two high schools with- SWSs responded to the 1999 survcy SWS swdents' rcsponded only shghtly e s
o e I OTE posmvcly than students attcndmg their host schools. _ .. _. Lo

19 Alchough thc small schools had higher scorcs than most schools on the measure, the variance among high

t5-~Because the two buildings divided into mul nschools act- umque y, theu‘ resulcs fu'e nec reported —
These are reported in the companion technical report.

students-together.

hcy was mplemcntcd ful ly in thc 1996—199? ‘school year and began ] 1mpacvhlgl e
998."

[ Jo s
H
H
b

the number of years students attended high school so we could analyze a I\hi?g;h_schpé}l ST

!

17_ 1n Chicago, a school is generally not held accountable for the test scores of spemal educatlon students
- and students with four-years or-less of bilingual education.. .. - ..

[T —— g S

t -

e

_schools on the measures were small. This means the largc differences represent small to moderate differ-

. .ences in the actual school communities of the high schools.. e e ]

20 Although freshman academies were not cons:dered small schools based on the criteria of thls study

e (bemusc they only serve students for one year), CPS still considered them to bc small SChOOlb- s e

H




"Elementa F}'S’Eh'c% Is

_Level

Jand White .~ e e o AT

_rmooee 2) A composite measure of the socna! and economic condltmm of thc nc:ghborhwd‘ in which students wed:
T imeawre combined the fuiluwmg mdlccs- percent pubhc and 1997, 1994 rate of crime, concentration of poverty,

tudent Controls ‘ o T

i e l

——-~—-w—ﬁ———1) .Students’race.-Students.were. categorued mm ﬁvc groups Afncan Amer;can, Latmo, Asnan Natwe Ame

The

and social status

) | \'Lththcr the studcnts famn)y moved the sumimer bcforc or. during the school. year analy/cd

e -'—“"*—4) Whether students: cntered or-re-entered- the ‘school’ systcm ‘over-the summer or school year or lackcd a-lld .
“residential dddrebs N T T el

- } . - -
v ...._,___s) Gfadc LC\TCI - et v 14 s e s -

Level 2: School Level Controls

’ |
1) |Rac1al composition of the School. School were gmupcd into four categories: Predominantly Afncan Amer:canI
e lPredommantIy Latino, Racially Integrated, and Predominantly Minority

2) 'Average economic and social conditions of the neighborhoods in which students’ attending a school reside
3) Percent Special Education.

" For Measures of Growth & Retention o . o . ' 1
1) The students’ previous ITBS test score, - -~ - - o s o oo

[o 5

!

|
|

Level 3: Building |

1 The social and economic conditions of the neighborhood amund the school
2) Whether the school is an academic mugnet

Notes:

I\) The analyses of achievement only included students from the third through eighth grades because this |alli;;

t
N S TWM

with CPS Board Policy. Analyses with first and second graders were conducted to determine if the trends

were the same across grades. The results for the third through enghth grade and first through eighth grzldc {
analyses were comparable. .
Analyses of students’ one-year academic growth only included students who were continuously enrolled in | ‘
their school for the full academic year. Mobile students were excluded because it would be unfair to hold

schools accountable for a student who received hittle or no instruction from the school in which they were
tested.

Other measures of school characteristics such as Percent Low Income or Mubxht» were used in some descri
tive analyses.

)

Demographic information about the neighborhood around studenes” homes was drawn from analyses of the census block group of,
census tract in which the student lived.

E
|
|
'
l
1
|

|
1
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i
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GreatStrides

Level 1z St‘

nghSchools T "'V" - f- rae L s I

—1) - Students’ race.- Scudcnts were categonzed into.five groups:.
“and White

2) A composite measure of the wcml and economic mnd:cxons of the nelghborhood in wh;ch smdent:- llvcd. T he .
measure combined the following ‘indices: pcrcent pubhc aid 1997, 1994 rate of cnmc, concemratum of poverty,

rncan-Amermn Latmo Astan, NacuT -Amert

[P PN—_— - —

and social status ‘ ‘.

3) "\th&hcr the students™family moved the summer-beforclor during‘thcwschéol year analyzed

4) ~Whether students entcrcd or re-cntcrcd the school system over the-summer or.school year-or lackes

Al addiess T T T T T

5) Gradc Level

- s s+

=== =1} Controlled for the students’ eighth grade achievement.——- -

|
"7 For Measures of Growth, Dropout Ratés;Atténdancé; and Failure Rates - : i R

Level 2: School Level Controls
1)y Average of studcnts eighth grade math and reading achievement for each school

i
B
i

~ 2) Average economic and social conditions of the ncnghborhood:, in which students’ attendmg a scl 001 rcslded

3) Percent Special Education

Level 3: Building
1) ‘The social and economic conditions of the neighborhood around the school

ST
|
|
|

Notes:

1) Analyses of Dropout, Attendance, and Grades were conducted both controlling for and not controlling for
eighth grade achievement.We employed a multi-methodological approach, collecting both quantitatéivc and
qualitative data to investigate our research questions. With the quantitative data, we compared small schools to
ather GPS schools as well as to their host schools. The qualitative analysis examined the conditions that
enabled small schools to become educationally effective and equitable. |

l
i
|

|
The remainder of this section describes the sampling processes and rationale for the quantitative and'
qualitative data sets. o

!
|

2 Demographic information about the neighborhood around students” homes was drawn from analyses of the census block group or

census tract in which the student lived.
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QuantltatweMethodology T

- Quantitative Sample

itative data were used to detcrmme who small: qchools ‘were serving,-how- small school environments daf-

- informed larger questions regarding systemic reform: can small schools be a systenm ap oach?‘ Under “hat condn»
- tions can small schools mcccssfully révitalize a school systcm?‘ S - :

fcr} from that of larger schools, and if small schools facilitate higher levels of academic. achxevement Thcse analvscs- h

. A major focus of_the study was to identify the small schools that existed in Chicago and to track the progrcss\ of stu-
e - JENS attendmg these-schools.--When we.initially proposed this project, we failed to appreciate the complemty of e T

m_m-wm-__Chlcago s small schools. In Chicago, over 90 percent of the small schools are SWSs_that do not have an mdepcndcnt
= -budget, are “governeéd by their host school, and lack an administrative unit number. - This was problematic beaame

T T ke was_no established method in thié CPS fof tracking the yéar-to-year progress of students attending sr smaﬂ [ e

T 3ch90!s that did not have unit numbers. Using information collected by the CPS about small schools in 19971 and

1999, we were able to track small school btudcnts by mkmg their classroom or division number with the SWS thley
- _,A__,_,atttjmdcd Duc to_the low response rates to the 1998 CPS small schools survey, this s survey was not uscd m'_the : )
study. i : ' ;

, , |
. Part of our Lha]lenge was to make a clear determination about what constitutes a small school Our fi cldworl§ and
quantitative data revealed that educators disagreed over the definition of a small school. For instance, in 1997, elc-
mentary and high school teachers throughout Chicago were asked if their school contained or hosted a small schoo!
In43 elementary schools and 16 high schools, fewer than 75% of teachers in a school answered in a Lonsmcn't fash-

ion. Moreover, comparisons of the CPS’s 1997 and 1999 small schools surveys, the Consortium on Chicago Schoo]
Research’s (CCSR) 1997 teacher survey, and CCSR’s 1999 principal survey revealed that school admmmtrator!s, |
principals, and teachers identified overlapping but different groups of small schools. ~Our fieldwork also revc%alcd

that some of the schools that were identified as SWSs operated more as programs than as schools.

|
survey and they were identified as a small school by at least one of the following data sources: 1999 CPS sma

schools surveys, CCSR’s 1997 Teacher Survey. or Small School Directories provided by the Small Schools Wo rk—
shop (58W) and Business and Professional People for the Public Interest (BPI). By using two distinct picccs\of
information to identify each smiall school. we attempted to exclude programs such as honors programs or special
education programs that had erroneously been reported as small schools in the 1997 CPS survey.

|
Schools were included in the quantitative database only if they self-identified as a small school on the 1997 CPS i
)
|

1
Onc: hundred and forty-three small schools located in 54 buildings were included in the quantitative part of the ‘l
stud&y At the elementary level, the sample consisted of 32 SWS located in 23 schools, 54 SWS located in 12 mulu—
schqols. and 5 freestanding schools. At the high schoal level, the sample consisted of 22 SWS located in 8 uhools,
27 SEWS located in 3 multischools, and 3 freestanding schools, In addition, 5 new small elementary schools and 3
small high schools that opened in 1998 where also included in the 1999 analyses. These new schools includeb

three small elementary schools, one small high school, and two combination junior high and high schools thatiwere
opened in 1998 under Illinois’ new charter legisfation.

In addmon to the small freestanding schools that opened in 1998, a large number of new SWS were founded
bem{een 1998 and 1999. Fourteen elementary schools and eight high schools that did not report hosting SWS in
1997 reported hosting new SWSs in 1999. Moreover, 13 elementary schools reported that they had reorganized
thcn}selvcs completely into small schools since 1997. This report, however, primarily focuses on the small schools
that existed in 1997 for two reasons. First, we believed small schools needed time to organize themselves before |
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they were thomughly examined. Second in 1999 we were unable to Lompdc as many outside’ S‘mdl schoo! data-
" bases to help d:stmgumh SWSs™fron s¢hool | progrims 5 Therefore; the analyses of the 1999 new small schools may

bc confaunded because the cham.e of school programs being erraneously labeled small $¢hools i

Oncc we ‘compiled the_ 1997 sample of small schools, we were left with thc task of crcatmg an appropna‘te compari-
SON group. Should students in small schnols be u)mparcd to their peers in host schools? In nenghborhood schools?

In the entire district?- In- the suburbs? ~Realizing that each comparison has methodological,-political \and‘cthtcal v s et =
implications, we made the following choices. To the extent possible, they are compared o (a) students attendmg

then‘ host schaols 4nd (b) non=sinall elcmentary and highschools in Chicago.~For SWSs; this-dual le‘n\c selrmblcd 1 E—

-—-to-simultaneously assess whether SWSs were working to improve. the achievement levelsof. the$choolsTi in Cwhich™===
thcy were ]ocatcd and how,SW'Ss _.performancc ’)mpared thh Othcr xnhon!s in the syscem i

o | o

1

Early analyses found thit emall school§ focas on lowerachieving schools, are morelikely to bc located in- Afrmaxn-*—"-—w —
-~ American schools at the high school level and serve lower percentages of special education students.. I\Ioreover‘ -

" the students attending SWSs differed significantly from scudents attending their host school on some vanablcs. In -
ordei to control for these and other differences between and among small schools-and other CPS schoo]s' compar- -~

isons among small schools, their host scheols, and other schools in the system conrrolled for differences in students’

characteristics;-the schools-student composition, and the neighborhood.in.which the. school was located (See .
' Appendix A' for a list of control variables).

Databases: Data b - L ;
The quantitative analyses were based on f‘ ve databases: -
. Chncago Public Schools (CPS) 1997 and 1999 Small Schools Survey—In 1997 and 1999, CPS asked a I pul Hlic
elementary and high schools to report if they hosted SWS% This database identified small school in Chicago
and the students who attended them. To ensure high response rates, the 1999 CPS small schoalx survey was
conducted in three stages. Schools were first sent a brief one-page survey asking them to tdennf‘y thcl small
schools inside their school. Schools that failed to respond to the survey were then phoned. F maHy, CPS staff
contacted schools that reported containing small schools in 1997 and failed to respond to the survey m 1999.
This method produced an almost perfect response rate of 99%.

Consortium on Chicago School Research (CCSR) 1997 Student and Teacher Surveys, and 1999 Studcnt and
Principal Surveys — In 1997, CCSR conducted a survey of all the teachers in the CPS and 6th, Sth and 10¢h-
grade students. Four hundred and twenty-two of 477 elementary schools and 55 of 67 high schoolf; part:cnpatcd
in the survey. The survey measured a wide range of organizational, instructional, and social characteristics of
schools such as student safety, level of trust among teachers, and the coherency of instructional pr(i)grar’ns in the
school. In 1999, CCSR expanded the student survey to include 7th and 9th graders as well as 6th, 8thi and 10th
graders. Seventy-three percent of the elementary schools and seventy-six percent of the high schools|partici-
pated in this survey. Most of the scales used in the 1997 survey were also used in the 1999 survey. Unfortu-
nately, insufficient 1999 teacher responses to the small schools questions prohibited us from conducting longitu-
dinal analysis on teacher’s attitudes. In 1999, CCSR also surveyed 61 percent of elementary school|prin
and 67 percent the high school principals. Their responses were used to explore how small schools
tively operated. |
CPS Administrative Files — The CPS administrative files provide information on the status of all students
attending a Chicago Public School between 1991 and 1999. The files were used to calculate dropou rates,
derive school mobility rates, and track students attending small schools. l

CPS Standardized Test Files — The test database used in the study contains the test results of all studl‘ents test-

ed between 1996 and 1999. Longitudinal analyses of the I'TBS and TAP scores are problematic I)e!:ausie they

i
o

principals
adininistra-
{

i
i
|
H
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lcnt forms of the ITBS and TAP test have been administered between 1996 and 1999, Therefore, improve-:

T ments of declines in achievement over time may result from differences in the testforms-as well-as real Chdngﬁ“ T T e

‘ wcre not dcmgned to measure longitidinal Lhangex ifi studenits” or Schools’ performance:. ~Different non-equiva—-— -~ ~

I
e “"'1In academic performance.At the elementary level-CCSR-has addressed this problem by equating the.t dlfl'ferent T
forms of the ITBS using itemy’ response theory techniques (Bryk, Thum, Easton, & Luppescu, 1998).--When {--- -
s of the ITBS data, our study utilized the CCSR athievement'measures instead =~ -

_performing longitudinal analyse
~~m—-~————-~uf the raw.scores in.order.to.control for the differences in the. ITBS. test forms._No equated measures for the |

TAP were avallable.

---—fw»m‘Quantxtanve Outcomes T : S ———

TTTUON standdrducd tests):”

PERpR— - !

l“?easures of School Community P s o ¢ e

tmm on Chicago School Research posits that high levels of school achievement as well as the ability of a schoul

mmmre e - e 10 iMprove its educational effectiveness are supported by five characteristics. of a.schools’ environment: school .

|
Icladershnp, parent and community partnerships, student-centered learning climate, professional development |

T
i
v
: Al’!d collaboration, and-quality instructional programs. A school needs to possess each of these five eﬁscntlal ele-

ments in order to foster high levels of academic achievement-among their student body (Sebring et al,, 1995)
Since higher le»eh of the five essential supports are related to higher levels of acadcmw perfarmqnce, we coms
pared the school climate of the small schools to that of their host and the average school in the system using
measures such as school safety and professional community. These analyses enabled us w determine if smiall
schools were building school.environments that would favor high levels of academic achievement in the near
future. Since the vast majority of small schools in the study were only one to two years old at the l)eginninlg_; of
the study, we were concerned that the length of the study would only be sufficient to detect changes in the

cn,vimnments of small schools and may be insufficient to detect significant increases in small schools’ academic
achievement.

:
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-
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Measures of School Progress

Chicago has recently implemented a new “no social promotional” pohcy for third, sixth, and eighth graders that

!
!
i
|
i

requnrc the students to achieve a certain score on the ITBS test before they are allowed t progress onto the ]

next grade. In addition, CPS has implemented a new range of graduation requirements at the high school level.

Atlthe elementary level, the study analyzed retention rates and stability rates of small elementary schools. For
. . . - » . . 1
instance, the study assessed whether attending a small school changed a students” likelihood of being retained

in third, sixth, and eighth grade. Second, research documents the negative effects changing schools has on stu-
dents’ level of achievement and the disruptive effects it has on the schools they leave (Kerbow, 1995). Siucé
the closer relationships in small schools may encourage students to stay at the same school, the study examined |
whether small schools are more stable than other schools ance residential instability is controlled.

In concordance with previous research, we helieved that the closer and more personal relationships found in
small high schools would enable them to lower their dropout rates. In order to test this argument, we compa‘]red
the|dropout rates of small high schools with the dropout rates of their host school or other high schools in the

i

!
!

|

i
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|
|
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i
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i
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|
i
i

The strength of a school’s community was assessed using an evaluative modcl created by CCSR. -The Consor: -
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systcm T hc stud', also examined students’ hlgh school tmnscnpts in order to determmc if students attcndmg

small schools fallcd fewcr courses than scudents attendlng largct high schools.

_"Measures of Academic Achievement™ =~ 7 T T o s

“The relanonshlp between small schools and their students’ ‘performance on the I'BS and "TAP test was

|
-« assessed in order to determine if small school size fostered hlgher levels of academic achievement, In Chicago,

€lementaryand high school students are required to take standardized tests that-measure their millth and reading
skills. Most third through eighth. grade students are required to take the Iowa Test of Basic Skl]ls (I l»BS) read-

“ing and math sections every y year'.” Moreover, 4 large majority of first and second grade students also cake the

{
(I “‘I I'BS~At-the high school level; ninth and-eleventh graders-math and reading skills are measured using the =

lf}l",var}d}n 1999 ten_th grgders }&gre als_o_testcd. o ; I -

S

~ Both the absolute level of studénts’ achievement afid theif growth (€7 the d:ﬁerencc between” tl}czr perform=—-
_‘ance’on the 1999 and 1998 tests) were analyzcd “Analyses of students’growth as well as their abs«:\;luze achieve-
mcnt levcls were Assessed because gro“ th analyscs revcal how much a school adds to a students’ knowlcdge

dents with extremely low academic skxlls In this case, regardless of how much the school teachcs}the student

enter the school one and a half year behind grade level and teaches them one and half years worth.of material in
their first year, those students will still bea grade behind grade level at the end of the year even though they

- Jearned a tremendous amount of material during the school year. Only after two or three vears in a hxgh achiev-
ing small school will these higher than average growth rates accumulate to the point where the students
absolute achievement reaches grade level. Itis important to measure students’ academic growth as wc_l! as aca-
demic achievement because academic growth measures the amount of material students are learning di}lring the
academic year at a school. ;

i
Absolute measures of achievement, however, are also important because Chicago has established cr-iterita that
certain levels of achievement are unacceptable for any child. "Therefore, regardless of how much a istud‘cnt
learned in one year, certain absolute levels of skills are just unacceptable for students at a certain age. A bal-

anced picture of schoéol achievement can be achieved by analyzing both academic growth and absol ute Ievels of
achievement.

Analytic Strategy

The data was analyzed using a statistical method called Hierarchal Linear Modeling (HL.M). This mcthod pro-
vides the most appropriate method to analyze information that is' nested within a variety of levels or groups For
instance, in this study, students attending small schools are first grouped by the small school they atten‘d and then
these small schools are grouped by the larger schools or buildings that host them. By incorporating the nesting of
the dara in the analyses, many analytical advantages are gained. For instance, one can determine how much of a
students’ academic achievement is related to individual characteristics such as SES or organizational chlaraCtensncs
such as crime in the school neighborhood (Bryk & Raudenbush, 1992). In this study, a three-level HLM was used
to analyze most of the outcomes. One major advantage of this model was that it enables simultaneous comparisons

between the performance of small schools, their host school, and other schools in the system. E

I
In the discussion section of this report, however, we also present the unadjusted profiles of the schools. l'his is
important because some schools may appear to be outperforming their host and even the average school in the sys-
tem, but be performing extremely poorly on an absolute level. 1
!
|

3 Bilingual scudents with less than 3 years of bilingual education and special education students are not required to take :hé test

over the course of the year his or her score will still be low.- For instance,-if a school educates students who .. ...



Quahtatxve Samplmg o DT e e e s

’ 'I‘he quahtauve data’ were used to address the following research-questions. -In regard to student ach:evemcnt . il
o what are the effects of small schools 6 student achieverént?, and what'are the variety of indicators that allow: us e

|
l
|

“ment?. “These data further helped us to think about the que

T— Setectnon Process , - : : ‘

- witnderstand student achievement, and what are their effects? In regard to leadership and i instruction, what 72
change\ are teachers and pnnupals m.lkmg in sroall schoole thit they believe positively impact student achieve- |

estions regarding’ system:c “reform, specnf'ca Y under i
e what conditions-can small schools successfully revitalize-a'school system?

t
i
i
y
[
|
{

—"When this study- began 4 comprehensivé list of. sall; sc,hools wnd theiracademic perfonnanuc did not exist.{In 4 T

. Stage process.. First, key. participants jio Chicago’s small school movement ! who represent a vanety of rctorm groups

such a5 the Small Schools Workshop; Lieadership for Quality Education (LQE),-Business-and Professional 1 Peop!e]
~for Pubhc Interest (BP1), the Small Schools Coalition, the Quest.Center, and (‘htcaga Public Schools (CPS) were |

" interviewed. The interviewees were asked to identify small Schools that had interesting programmatic focus, 'orga-
T 'm/anonal structure, ‘or history. “Twenty-five schools located throughout Chicago were identified. The second stage
mvolvcd arranging site visits and gathering information on the schools’ student bodies, missions, staffing, parmer-‘
~ - -ships, and academic pcrformangc. ‘Members of the research.team visited 22 of the 25 schools. Three schools were _
not visited because they were either closing the followmg year or the research staff was unable to gain access to the

schools.

Synthcswmg information from the interviews and site visits, thc rcsearch team used a number of factor‘:, which w

|
- hoped would yield a broad representation of small schools in Chicago. We considered a variety of factors when

non-RFP schools), origin of school (by teachers, principals, university, community groups, etw.); Jocation; external

i

|

i
e

1

|

selecnlting the schools such as whether the schools received Chicago Public School funds for start-up costs (RFE vs.|
i

]

partnershlp, racialfethnic composition of students; grade levels and type of school (e.g. freestanding, school-within-

schnol etc.).

|

. . . ' . !
We selected eight schools that we found to be both representative and generative. By representative we mean|that
those selected reflect the range of forms of small schools in Chicago. We have included freestanding schools, mul-l
nplexland scatterplex schools, schools on probation, schools that are geographically distributed across the city, those

enrolling predominantly poor and working class African-American and Latino students; elementary/middle, dnd

high schools. By generative, we mean a set of schools that demonstrate how “small” enables quality i mstructmn
and improved outcomes.

Although small schools have existed in Chicago for 2 long time at the elementary level, the more recent small |
schools movement has targeted more impoverished neighborhoods and more students of color. Further, the vast
majority of small schools formed under this movement were new, and not yet stable. Coupling of “small” with
“new”|raised concerns that the possible positive effects of size may be overshadowed by basic organizational tasks

that ()ffen absorb new schools. In an effort to minimize this problem, the selection process focused on finding
small schools that promised stability.

We followed these eight schools closely, both qualitatively and quantitatively. In addition to interviews, ohserva-
tions, a

,nd focus groups with the administrators, teachers, and students, we also created a quantitative profile of
each school that was tracked over time.

‘a
|
l

T otder to identify the schools from which the ethnographic sample was chosen; the research team cngaged ina WO- - -
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Small Schools )

Freéstandiﬂg
Historical
Schools-Within-Building (SWB)
Schools-Within-School (SWS)

Multiplex

Multischoo]

New

Scatterplex

‘Small Schools Workshop L

Elemcntarv schools that serve 350 studenxs or less

-
and h\gh
_“s'c_hqgl; that serve app{gg&_}mateiy 500 students |

ISPV FETP PN DU R O T

. |
!

Buildings with thcnr own space, budgct. ancl pnncnpal !

!

Freestanding elementary schools created before 1990, that are

not alternative or special education schools that serve more

affluent populations. ‘1

: ' T
Schools that are housed in buildings with other schools in

either a multiplex or school-within-school arrangemcnti

§

|

host-small

Schools that are housed in other buildings in eitherja os
!
i
!
|

school relationship or in a2 multischool arrangement.

Schools that share a building and a principal, but have
their own unit numbers and operate independently from
other schools in the building. : xl

A form of the school-within-school where the entire bui‘lding is

reconfigured into SWSs.

Small schools created from 1990 and on.

|
i
|
(
!
Schools that have their own space and budget, and %haré a
principal with schools at different sites. ‘
' |
|
|
|
1
i

i
|
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" Early Academic Warnings ; S

|
|
!
|

Schpols are dessgmtcd for.this. hst bascd on their low performance on the state assessment, formerly called the
- IGAP, now called the ISAT. A substantial majority of the schools on this list are located in Chicago. Some of them

are Selected to receive the-assistance of a state'service provider, Project Jumpstart. Schools
~ Warning List are eligible for the State Watch List.

4

!
- l

T T 1

that-do not move- off thc I

Reconstatut;on

T S . ,“““‘”T‘”ﬁ T
B . ¥ pr{ocess, uscd thus far on]y in 1997 where CPS leed seven hxg sdmols. Teacher% and admmmtramrs were ... -

and ofier pecr assistance to unsatnsfactory teachers

A

-Remediation ot e e
Alsolknown as “C schnols

remcdmtmn schools are those whose ITBS test scores declme by 2 percent or morlc for
two um‘;ecutwe years. Remediation schools are asked to write a corrective action plan and they are assigned sorrie-

|
one from theé Department of School Intervention to monitor their reading improvement plan. There are currer}tly
seven schools on'thé remediation list. Schools that remain on the list for more than three years are eligible for pro-
bation, even if their scores do not fali below 20 percent of students reading at or above grade level.

Probation

Probation schools are those with 13 percent or fewer of its students reading at national norms on the Towa Test|of
BasiclSkills. To move off of academic probation, schools must have 20 percent or more of its students reading at

norms. In 2000, these criteria will rise to 20 and 25 percent respectively. These schools receive assistance from ;m
extenlml partner and monitoring of the improvement effore from a probation manager. Since 1996, 133 elementary

and hllgh schools have been placed on academic probation. 53 elementary schools and 11 high schools have sunlew-
fully moved off of probation.
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