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‘No Child’ law
gives reformers
good tools
There is much to like in “No Child Left Behind,” the new
federal education law aimed at pressuring states and
school districts to lift the academic achievement of their
lowest performing schools and children. Had it been in
force six years ago, when Mayor Richard M. Daley appointed his first school team, Chicago likely would have been
farther down that path by now. Here are some of the reasons why:
TESTING The feds demand tests that measure students’ attainment of academic standards, and an accountability system that reports annual growth toward a
common goal that all children must reach in 12 years. In
contrast, Chicago has relied on a battery of tests, the Iowa
Tests of Basic Skills, that simply compares students to the
average performance of their peers nationwide, the socalled national norm, regardless of whether that average
reflects a level of achievement that children need to succeed. Chicago’s accountability system has required
schools to get a certain percentage of students up to the
national norm, which has prompted some schools to focus
their attention on students within reach of it, to the detriment of those farthest behind. In addition, Chicago has
sapped faculty morale in the schools farthest behind by
failing to reward annual progress. The feds got it right.
However, in a move they likely will regret, Congress
and the administration have let every state set its own
standards and develop its own tests, as if 4th-graders in,
say, Wyoming read differently than 4th-graders in Illinois.
Test development is an enormously difficult undertaking,
as Illinois’ experience with the IGAP and ISAT have
shown. Having 50 states do it is a waste time and money.
With testing expertise spread so thin, there undoubtedly
will be flaws that undermine confidence. If good sense
prevails, a consensus will develop for high-quality national assessments whose questions can subsequently be made
public so that students, parents and educators all know
what to shoot for.
QUALITY TEACHING Within four years, all teachers
are to be “highly qualified,” meaning they are certified and

have demonstrated competence in the academic subjects
they teach. In the meantime, states and districts must
take steps to ensure that minority and disadvantaged students get their fair share of “highly qualified” teachers.
While this goal can be easily subverted, it offers a stepping
stone to the Chicago Teachers Union in its intent to negotiate incentives to attract experienced teachers to the
toughest schools and keep them there.
In one of the more surprising developments, “No Child
Left Behind” also provides a boost to high-quality professional development, accurately defining it as “sustained,
intensive and classroom-focused” and “not 1-day or shortterm workshops or conferences.”
SCHOOL CHOICE The new federal law requires
school districts to allow children at schools that are not
making academic progress to transfer to a better school,
with the district paying for the ride. As CATALYST reporting has shown, Chicago already has a system of choice at
the high school level. Used principally by better-performing students, the system has left a dozen schools with
dense concentrations of low-achieving and special-education students. In contrast, the federal law gives transfer
preference to low-performing, low-income students.
Since excellence cannot be mandated, many aspects of
“No Child Left Behind” are unenforceable. Even so, the
law has great potential for advancing deep-seated school
improvement. Whether that happens will depend on the
vigilance of school reformers who understand how
schools work and change.
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Chicago reading initiative

Building a program
under the gun
by Maureen Kelleher

I

n early February, Arne Duncan takes
the mic in Chicago Vocational High
School’s auditorium to pump up the
leading actors in his administration’s most important production,
the Chicago reading initiative.
“Along with principals, you guys have
the toughest job in the school system,”
Duncan tells 114 reading specialists who
have been sent to the system’s lowestachieving elementary schools, including
51 on probation.
Still in training, the specialists are
being asked to do what more than a
decade of effort has failed to accomplish:
transform teaching. And whether
they’ve been in their schools for years or
just walked in the door, the specialists
can’t get far without a good principal on
their side, CATALYST reporting has
found.
Hanging over their heads, meanwhile, is pressure to demonstrate to
Mayor Richard M. Daley that reading
achievement is on the rise. In the January/February issue of the CPS newsletter
Chicago Educator, Daley praises his new
school leadership team because they
“accepted my challenge to take new
approaches to improve the reading skills
of our children.”
In addition to reading specialists, the
Chicago Reading Initiative also includes
new money for classroom libraries, a
required two hours a day of reading
instruction and training for principals
and teachers to improve instructional
techniques. (For details, see page 6.)
Together, these measures are aimed at

4

CATALYST CHICAGO/April 2002

directly changing what happens in regular classrooms during the regular
school day.
In contrast, the previous administration relied on the pressure of test-based
accountability and on supplemental programs, such as after-school and summer
classes, to improve reading achievement. That approach accelerated a rise
in reading test scores that began before
the arrival of former CEO Paul Vallas,
but scores hit a plateau in 1999, raising
Daley’s concern.
Speaking of the new effort, Mildred
Hillman, the reading specialist at Farren
Elementary in Grand Boulevard, says,
“I’ve never seen anything as serious, as
intense, as this on reading. I’ve been in
the system 30 years, and I’ve never seen
anything this serious.”
Catherine Snow, chair of a National
Academy of Sciences committee on preventing reading difficulties in young
children, says the switch in emphasis is
appropriate. “That’s what people in general would recommend—to increase the
resources available to the schools with
the greatest need, and to focus on providing teachers with serious opportunities for professional development, not
workshops, not just new curriculum.”
Like others, she warns that change
won’t come quickly. “It’s not a shortterm effort. That’s one of the difficulties.
People are often not willing to wait for
the changes to happen.”

Flexible or lax?
The reading initiative gives schools lots
of flexibility, requiring only that they
work in four areas during the two hours

of literacy instruction: word knowledge,
comprehension, writing and fluency,
which is the ability to read smoothly and
easily. This flexibility has drawn both
praise and questions. “I like the program. It doesn’t limit you,” says Carl
Lawson, principal of Price Elementary
School.
However, Deborah Lynch, president
of the Chicago Teachers Union, wonders
why the system isn’t offering a menu of
fully developed, research-backed programs, such as Success for All, to help
schools implement the framework. “We
would suggest they offer more opportunities to be aware of existing, nationally
recognized, schoolwide reform models
with important literacy components.”
She says there are about a half dozen
models for elementary schools that provide resources for teachers but fewer for
high schools.
Shanahan counters that even with
multiple choices, a menu would be limiting. “The notion of somehow constraining people’s choices when other
things work just as well doesn’t sit well
with me. As soon as you start constraining people’s choices arbitrarily I start to
wonder.”
Similarly, though reading specialists
get earfuls of recommendations, they
have wide latitude to guide teachers as
they see fit. “I’m not willing to tell teachers they can’t use a method I don’t like if
it works,” says Shanahan.
Most reading specialists are coming
in with strong credentials—two-thirds
of them hold master’s degrees or
endorsements in reading; the remainder
must earn at least an endorsement to
continue in the role.
But far fewer have experience work-

Principals pivotal
The reading specialists also have found
that they need the support of their principals. The majority “meet regularly
[and] keep the principal informed,” says
Shanahan. “They’re respectful of each
other, and they’re sharing information.”
But he acknowledges the relationships
need more time to develop. “I don’t
know that they are necessarily a team in
any true sense.”
To longtime observers, that’s no surprise. The working environments in bottom-tier schools are “very corrosive,”
says Anthony Bryk, a director of the
Consortium on Chicago School
Research. In Consortium surveys, these
schools “get very weak reports from
teachers on leadership, on trust. If

JOHN BOOZ

ing with teachers and developing schoolwide strategies to boost reading. “This
has turned out to be a lot harder than I
thought it would when I signed up,” says
one. “We’re used to dealing with children. Adults are a lot harder.”
Shanahan says many specialists are
locked into a view of professional development that stresses workshops and
equal time for everyone, rather than
strategizing how to maximize the
impact at a given school. “You’ve got to
start targeting who you can move,”
Shanahan advises. “Right now, they’re
not making those kinds of judgments.
That’s a problem.”
Solving it will require coaches for the
specialists, Shanahan has concluded.
Specialists currently attend training sessions led by Shanahan and the Center
for School Improvement at the University of Chicago. Shanahan wants to send
out mentors who can “sit down with
them and work out a plan. I need closein stuff where someone can come out
and say ‘I want to see you working with
a teacher.’”
The initiative went ahead without
this layer of coaching simply to get the
ball rolling. “There were some political
reasons to get out there,” observes
Sharon Greenberg, co-director of the
Center for School Improvement. “Then
they have to build it up as they go
along.”
For next year, Shanahan hopes to
provide one coach for every 15 to 20
reading specialists; they likely will be
recruited from among the specialists
themselves.

After reading a story about schedules, Henson Elementary 2nd-graders Breonna Robertson, left, and
Josephine Boston write their daily schedules. Later, the two will critique each other’s work.

you’ve got a school with very weak principal leadership and a weak history of
teachers working together, this is gonna
be a really tough job.”
Some fear principals don’t know
enough about effective reading instruction to be of help. “Frankly they should
have had the principals [attend training],” says Barbara Radner, a veteran
external partner and director of the Center for Urban Education at DePaul University. “The principals needed the full
two weeks.”
Some help is on the way. Last month,
a small group of principals piloted new
observation checklists aimed at helping
principals know what to look for and
determine where their teachers fall in a
continuum of practice. Al Bertani, chief
CPS officer for professional development, says the checklists are not meant
for formal evaluations.
Bertani’s office also is sending video
crews out through the end of the school
year “to capture on tape exemplary

examples of reading instruction.” They
will tape examples in all four areas of the
literacy framework, at all elementary
grade levels, and in a wide variety of
schools. The tapes will be used in training sessions with teachers and principals.
Bryk says that some teachers in lowachieving schools, which are high in
such debilitating factors as poverty and
mobility, were getting results before the
initiative. At some sites, students in one
classroom make a year and a quarter’s
worth of reading progress while students next door make only three-quarter’s, Consortium research has found.
“It’s not that the kids can’t do it,” says
Bryk. “It’s really about the quality of
instruction.”
Some classroom teachers argue that
what they really need is more classroom
teachers. “If you gave me another person
with these 32 children, I might be able
to do some real reading teaching, the
See BUILDING page 7
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Pulling the levers
The Chicago reading initiative is keeping it simple:
ON
ON

ON

Teach reading for two hours daily.
Divide that time among four areas: word knowledge,
comprehension, writing and fluency.
Use strategies supported by research.

“The key is to hit every lever,” says Tim Shanahan, reading initiative
director. For him, the key levers are teacher training, principal training
and materials. “Never rely on one thing,” he says. “I want to rely on as
many as we can touch.”
Teacher training

Materials

• Reading specialists in 114 schools,
more next year ($9 million)
• Saturday workshops for all interested
teachers
• Training for school-funded literacy
and curriculum coordinators
• Workshops for primary teachers on
the use of classroom libraries

• Classroom libraries in primary
grades ($3.5 million)
• Schools choose their own instructional materials

Principal training
• Principals trying out new observation forms
• Videotapes of exemplary teaching to
be shown this summer
• Presentations at conferences
arranged by the Chicago Principals
and Administrators Association.

Educating others
• Presentations to special education,
bilingual, ESL administrators
• Meetings with community groups,
including clergy and Local School
Councils

Monitoring
• Reading specialists submit weekly
summary reports on their work
• Observers from regions and Office
of Accountability asked to check
time spent on reading framework

Note: High school reading programs are on the drawing board and scheduled to start next fall.
Source: Chicago Public Schools officials

Survey shows need to teach fluency
In January, the reading initiative surveyed its specialists. Initiative director
Tim Shanahan is using the results to
make some minor mid-course corrections. Here are key findings from the
survey, and his responses:
• About 80 percent of the more than
2,000 teachers observed by specialists
are spending at least two hours each
day on reading.
“Given the brief time the specialists
have been in the schools, it seems fair
to say [that] much progress is being
made,” Shanahan observes.
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• The way teachers spend that time
still needs work. No part of the framework is consistently receiving enough
time or quality instruction. The areas
receiving the least attention and quality
instruction are understanding explanatory text, writing and fluency, which is
the ability to read smoothly and easily.
Shanahan recommends that CEO
Arne Duncan and Chief Education Officer Barbara Eason-Watkins deliver the
message to principals that teachers
must teach all areas of the framework,
not just assign reading materials.

Of the areas getting the shortest
shrift, Shanahan wants to push fluency
first because it can quickly boost comprehension. “Fluency is often not
taught at all, and when it is, it is often
in the form of round-robin reading,” he
observes. Shanahan says reading specialists should model techniques such
as pairing students to practice fluent
reading, and principals should make it
a priority. For starters, he is recommending that specialists get instructional materials on fluency to share
Maureen Kelleher
with teachers.

BUILDING
continued from page 5

way I know you need to do it when you
have a wide range of abilities,” says
Patricia Cheeks, a 5th-grade teacher at
Brown Elementary on the Near West
Side. Though she appreciates having a
specialist with whom to bounce around
ideas, her bottom line remains: “I need
another body.”
CPS has paid for an extra teacher at
each of the 114 schools to reduce class
size in the primary grades. Shanahan
says there isn’t money to do more.
“What’s the best way to use the limited
resources we have? If you don’t invest in
[staff development], the research says,
you don’t get that much out of reduced
class size.”

External partners
For the past six years, getting that quality up has been left to external partners,
typically university-based programs.
Some welcome the changing emphasis.
“I believe that the CPS effort to build
internal capacity is moving in the right
direction,” says Connie Bridge, executive
director of the Council on Teacher Education at the University of Illinois at
Chicago. “Without a knowledgeable
reading specialist in each building, it
will be difficult to maintain any changes
accomplished through an external partnership.”
Bridge works with Henson Elementary and Manley High. At Manley, the
leadership of a closely watched reading
improvement project is about to move
from outsiders to in-house teachers.
(See CATALYST, May 2000.)
At least one external partner sees her
species slowly becoming extinct. “I really do think we’re moving towards the
San Diego model” of in-house coaching,
observes Radner. (For more on San
Diego, see page 16.) External partners
that are heavily invested in reading may
be left in the cold. “If their focus has
solely been on reading, on that reading
score, then indeed that would say you
are superfluous,” Radner says. For them,
she adds, “I think it’s time to downsize.”
“It’s not that I’m anti-external partners,” says Shanahan, himself a former
external partner who helped Jungman
Elementary get off and stay off probation. (See story on page 12.) He says

“This has turned out to be a lot harder
than I thought it would when I
signed up. We’re used to dealing
with children. Adults are a lot
harder.”
A reading specialist

external partners sometimes helped
schools, but that in the end, they leave,
and much of the system’s investment
goes with them.
While Shanahan focuses on instruction, others are looking to see whether
his program will move test scores this
year. Some are guardedly optimistic. “I
think if schools are implementing it
properly, we will see improvement this
year,” says Radner. “You should see significant quartile shifts. This more
responsive approach allows the learners
who have been locked out of reading to
finally make some progress.”
But she cautions that the real test
will be in how much headway specialists
can make in working with their schools

to change practices. “I think it’s being
misunderstood in some schools, where
they are taking it as more work with
your [textbook],” she says. “As with anything, implementation is key.”
The research and advocacy group
Designs for Change spent seven years
working to improve reading achievement at five schools. The project included a reading coach, called a literacy
facilitator, for each school.
“It took two or three years for that to
show up in their scores,” says Don
Moore, executive director. “So the
notion that the scores are somehow
gonna go up this year is contrary to what
we know about how these schools
change.”

Score improvement stalls
The chart below tracks CPS elementary students’ performance on the reading portion of the
Iowa Tests of Basic Skills from 1991 to 2001. The rising line shows there are relatively more
students at or above national norms, the criterion used for school probation. The falling line
shows there are relatively fewer students in the bottom ranks of students nationally.
50%

40%

Percent At/Above
Nat’l Norms

30%

Bottom Quartile

20%

‘91

92

‘93

‘94

‘95

‘96

‘97

‘98

‘99

‘00

‘01

Year
Source: Chicago Public Schools
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ADONIA MILSAP: Master of rea
by Maureen Kelleher

A

donia Milsap, the reading
specialist at Price Elementary School in Kenwood,
got off to a running start.
While some specialists
were trying simply to get a desk, Milsap
was coaching teachers and working to
get her school better organized, thus
offering fellow specialists a glimpse of
work yet to come.
Personal and school experience paved
the way. Milsap has spent half of her 15year teaching career at Price and already
has put in two years as a literacy coordinator for primary teachers. As part of
that job, she has had two years of coach
training from the Center for School
Improvement at the University of Chicago.
As important, the school was primed
for the Chicago reading initiative
because it has a strong professional culture. According to faculty surveys conducted by the Consortium on Chicago
School Research, for the last five years
Price has had higher-than-average levels
of mutual trust and support for change;
it has much higher levels than demographically similar schools. On support
for instructional change, Price scored in
the top sixth of schools citywide.
Further, while Price’s reading scores
place the school in the bottom fifth of

Price student body
Enrollment:

554

Low income:

99%

Mobility:

21%

Black:

99%

Reading scores
At/above average:

21%

In bottom quartile:

40%

Source: Chicago Public Schools
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CPS elementary schools, the school has
never been on probation.
Yet even a strong, seasoned coach in
an unusually receptive school faces challenges. Here’s how Milsap has dealt with
some of them.

Coaching a veteran
David Israel, a veteran of more than 20
years, needs quiet. Commands like “No
talking!” “Hurry up!” “Stop playing!” cut
through his closed classroom door.
“Some teachers can handle more noise,
but I can’t,” he acknowledges. “I want
them to listen to me.” It’s a common
style, but it is ill suited for many of the
teaching strategies being promoted by
the Chicago reading initiative, such as
pairing students and having them read
aloud to each other.
Israel teaches special education. For
most of the day, he works alongside a
regular 4th-grade teacher, but for two
hours most mornings, he takes on 10 of
the poorest readers in the class. In a
morning in late November, that’s what
Milsap comes to see. Later in the day, the
two meet to discuss what she saw. There
is tension on both sides.
Early in the conversation, Israel
refers to his “non-readers.”
“They are not non-readers,” Milsap
responds. “They are reading significantly below grade level, but they are not
non-readers.”
Despite the tension, Israel allows that
she has made good decisions about how
to improve these students’ reading. “It
was a good idea for you to separate
them,” he tells her. “It was a good idea
for me, with all my special education
experience, to work with them. You
know because you come from special
education.”
Milsap has words of praise for Israel,
too. “You’ve done a really good job of
keeping the kids from calling out the
words” when a classmate gets stumped.
In such cases, the student should get
time to figure out the word on his own.
The session ends with a commitment
on each side: Israel is going to assign a
lower-level reading book to one or two
struggling students—he had thought
that the group should all be in the same

reader. Milsap is going to see if a boy
who misses school frequently because
he lives far away can be transferred to a
school closer to home.
Though the two have found some
common ground, there’s still a fundamental divide. Israel says that two
straight hours of literacy instruction is
too much. “I have to go from different
ways,” he tells Milsap. “I can’t just go
through the literacy block.” Later he
tells a reporter, “The literacy program
has a tendency to stifle my creativity if
I’ve got to stick to it all the time.”
But that’s exactly what Milsap is
pushing him to do—find a routine that
works and stick to it.
Though Milsap tries to assure teachers that she’s not there to evaluate them,
there are signs that teachers aren’t so
sure. For example, when she suggests
that Israel not put books on desks until
he’s ready to start reading them with the
students, he replies, “I didn’t want you
to cite me for not reading to them.”
“I’m coming to observe what you’re
doing, not to cite you for what you’re not
doing,” she says. Her focus: “How do we
take this and make it better?”

Milsap visits Israel’s classroom at least
once every other week. When she arrives
during a literacy block in late January,
his students are doing math. He quickly
switches to an impromptu reading lesson. “You may stop what you’re doing,”
he tells his eight students. “You are
going to be reading.”
“Please do not get me nervous,” he
adds tensely. He starts one Scholastic
magazine article but then rejects it, settling on “The Case of the Sleeping Prisoner.” Once he starts the piece, students
take turns reading it aloud, round-robin
style.
After a few minutes of observation,
Milsap offers the students some feedback. “I’ve noticed a lot of people touching the words as they’re reading. That’ll
slow you down. I want you to take your
finger away and read the word.”
Though she speaks to the students,
Israel announces stiffly: “I need this constructive criticism from Ms. Milsap. You

ading

jack
and of all trades

JOHN BOOZ

Price Elementary reading specialist Adonia Milsap, right, and teacher Celestene Edwards use a wall chart to track each elementary student’s reading
progress. During literacy time, children at similar reading levels are grouped together regardless of grade. The Post-its® are color-coded by group so
teachers can see where their students stand.

need to pay attention to whatever she
says, too. We work as a team. Thank you
very much, Ms. Milsap.”
Though an observer does not see
much change in Israel’s teaching from
November to January, Israel sees
progress with his students. “I’m happy
that a lot of them are reading now, and
they weren’t when I got them,” he says.
He credits part of his success to the
opportunity to work with them in a
small group.
When Israel talks about his students’
progress, his face opens with joy, and his
eyes glow with pride. “Yes,” he says.
“That’s why I feel good about this.”

Coaxing the higher grades
During training sessions last fall, reading initiative director Tim Shanahan
warned his new reading specialists not
to ignore middle- and upper-grade
teachers. “It’s OK to start with primary,
but know that this is a K through 8 initiative.”
That’s easier said than done. Beginning in the 4th grade, teachers typically
see their students as reading to learn
rather than learning to read; few are
trained to help students digest nonfiction, such as science and social studies
materials. “Upper-grade teachers are just

beginning to be aware that they have to
do something besides say, ‘Read the
chapter and answer the questions,’” says
Price Principal Carl Lawson.
For Milsap and many other new reading specialists, there’s also the issue of
their own experience—about half were
primary-grade teachers. On a videotape
shown to the reading specialists in January, Milsap tells a story about being challenged by a 6th-grade teacher on this
point. Her reply: “I taught kindergarten,
I wasn’t in kindergarten.” That comment draws hoots of appreciative laughter. “You go, girl!” a colleague cries out.
“That ended it,” Milsap tells the
group after the tape ends. “And she has
come around.”
But not everyone has. Back home at
Price, Milsap tells her fellow primarylevel teachers that she’s still having
trouble convincing their upper-grade
colleagues to attend unpaid workshops
on literacy sponsored by the Center for
School Improvement.
“Are you giving them the two lanes of
credit?” one primary teacher asks. “Are
you throwing them that bone? I was
crabbing all the way last year, but I
thought, ‘at least they’re throwing us
that bone.’”
“Yes, we’re giving them the same
bone,” Milsap assures her.

“I’ve spoken to several,” says another.
“They want to get paid for coming. And
they’re saying we’re crazy for coming.”

The topmost grades present special
logistical challenges. Because 7th- and
8th -grade students move among teachers for their different subjects, creating a
two-hour block just for literacy is daunting. By February, the upper grades have
worked out a schedule in which each
group of students receives a weekly twohour literacy block through their language arts teacher.
At Price, these grades are situated in
a building down the block. To make
space for its fine arts program, Price has
shipped most of its 7th- and 8th -graders
off to the nearly empty King High
School. The physical isolation of those
teachers makes it more difficult for Milsap to see them informally and to build
trust.
Already this year, two other Price
staffers have taken a stab at working
with upper-grade teachers on reading;
both quit within weeks. The Center for
School Improvement prefers to have two
literacy coordinators in each school, but
for now, Milsap is going it alone, just like
her reading specialist colleagues across
CATALYST CHICAGO/April 2002
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CPS. “It’s an overwhelming, thankless
task. You have to be a little insane to
take this on,” Milsap says with a wry
chuckle.

The specialist corps
Central office hired 117 teachers to
serve as reading specialists in
elementary schools. Three have
withdrawn to return to regular
teaching. The following describes
who they are:
Credentials
Master’s in reading:

54%

Reading endorsement:

56%

Neither:

31%

Demographics
Black:

74%

White:

22%

Hispanic:

3%

Asian:

1%

Male:

2%

Female:

98%

Years of service
Average:

16

School served
Home school:

45%

New school:

55%

Source: Chicago Public Schools

ON THE WEB
www.catalyst-chica go.or g
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Managing the environment
Thanks to her experience as primary literacy coordinator for the last two years,
Milsap has learned that to get reading
results, she needs to pay attention to
issues in the larger school environment
as well as in the classroom. At an earlymorning management team meeting on
Valentine’s Day, for example, she helped
avert a number of aggravations that
might have sapped staff energy.
One that came to light during the
meeting was that some 8th-graders were
scheduled to be in two places at once at
9 a.m. that day, taking the National
Assessment of Educational Progress
(NAEP), which will become a benchmark under new federal law, and performing in a play.
“I am so happy I have these administrative meetings,” Principal Lawson tells
a reporter in attendance. “I would not
have caught this error [otherwise].”
At the end of the meeting, Lawson
takes a few minutes to work out a solution: The play will be pushed to 10:30
a.m. Since the public address system
can’t be used during NAEP testing, Lawson and others go door to door getting
the word out.
The management team also discussed a spelling bee scheduled for the
next day for grades 4 to 8. “There’s a lot
of primary teachers involved,” acting as
judges, Milsap notes. “Should they take
their classes [with them], so we don’t
have to worry about how to cover
them?” The answer is, yes.
She’s on top of an overlooked issue in
the after-school program, too. During
after-school snack time, participating
students will be issued paper IDs with
their name and the program they will
participate in. Milsap notes, however,
that 12 participating students are scheduled to be elsewhere during that time.

Reading teacher Christine Owens
tells the group about attending a workshop sponsored by well-known educational publisher Heinemann and shows
off a book she picked up on frogs.
“We don’t have enough nonfiction
materials,” Milsap observes. “I’m searching for nonfiction, leveled readers.
Heinemann materials are good. If we
could get some time to make a choice
based on a consensus, when could we do
that?”
Lawson suggests the overnight staff
retreat, scheduled for March 22 and 23.
Once again, Milsap tries to stave off
scheduling conflicts. “Does the Illinois
textbook money have to be spent by the
end of March?” she asks Price’s budget
guru, special education teacher Joanne
Owens. Owens has had trouble getting
information and can’t give her an
answer right away.
Besides keeping things on schedule,
Milsap can take even the most mundane
administrative chore and use it to help
others focus on instructional priorities.
Later in the day, counselor Deborah
Broyles consults with her while ordering
certificates for an awards assembly.
Broyles assumes the certificates will
go to students who have made gains on
the Iowa Tests of Basic Skills. Milsap
thinks otherwise.
“I want all the people who have
moved from here to here recognized,”
she says, placing her hands a few inches
apart on the table. “Sometimes that
doesn’t show up on the Iowa.” She
prefers to use teacher recommendations
and an assessment devised by the Center
for School Improvement.
Later, Broyles spots writing certificates in the catalog. “We’re pushing
writing, aren’t we?” she asks.
“Yeah, we are,” says Milsap. She suggests they buy in bulk. “Two packages.”
Repeatedly tending to such little
things adds up to respect from her principal. Asked about Milsap’s role in keeping Price focused, Lawson’s voice grows
quiet and deep. “She does a good job,” he
intones.

• A summary of the findings from
the National Reading Panel, a
group of scholars that screened
reading research to find studies
with rigorous, scientific evidence

•

linking teaching practice to
reading achievement.
CPS reading list for the new
reading specialists.

Briefing page:

The Chicago reading initiative
In summary

Questions to ask

What’s the problem?
Only one-third of CPS elementary students read at or above national norms.

Parents to teachers:

What’s the CPS strategy?
Starting with the 114 lowestscoring schools, change teaching by
having specialists work with teachers
in four areas. Known as the CPS
Reading Framework, these areas are
word knowledge, comprehension,
writing and fluency, which is the
ability to read smoothly and easily.
The School Board also has provided an additional teacher to these
schools to reduce class size in the
primary grades.
All schools received money to
create classroom libraries in the primary grades.

How are teachers getting time to
learn new reading strategies?

What are you doing to help my
child read more quickly and easily?
(Possible answers include: rereading
text to build speed and practice reading
aloud with a classmate)

Resources
“Good-Bye Round Robin: TwentyFive Effective Oral Reading Strategies,” by Michael F. Opitz, Timothy V.
Rasinski and Lois Bridges Bird.
Heinemann, 1998.

Can you tell me about how many
words per minute my child should be
reading and whether he is doing
that?

“Strategies That Work: Teaching
Comprehension to Enhance Understanding,” by Stephanie Harvey and
Anne Goudvis. Stenhouse Publishers,
2000.

What are my children reading?
(The answer should include nonfiction, such as newspaper articles and
nature books.)

Recommendations of the National Reading Panel. (The CATALYST
web site, www.catalyst-chicago.org,
has a link to this document.)

LSCs to principals:
What materials do you need for
next year to promote reading?

The high school plan is on the
drawing board.

“I’ve been in the
system 30 years,
and I’ve never
seen anything
this serious.”
JOHN BOOZ

What challenges does this
strategy face?
1. In many schools, disorganized or
uninformed principals.
2. Few of the new reading specialists
have experience working with adults; to
remedy this, CPS plans to field coaches
next school year.
3. Some classrooms are overcrowded.
What’s the forecast?
It will be slow going. “It’s not a shortterm effort,” warns Catherine Snow,
who chaired a National Academy of Sciences committee on preventing reading
difficulties in young children. “That’s
one of the difficulties. People are often
not willing to wait for the changes to
happen.”

Mildred Hilman, reading
specialist, Farren Elementary

Price Elementary 3rd-grader Larry Moore
CATALYST CHICAGO/April 2002
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The Jungman story

by Maureen Kelleher

I

n 1996, Jungman Elementary
School in Pilsen, along with 70
other elementary schools, was put
on probation for low reading scores.
Only 12 percent of its students were
scoring at or above national norms on
the Iowa Tests of Basic Skills. Within two
years, the percentage had soared past 30.
Jungman insiders say the key to their
progress was the combination of smart,
stable school leadership and Tim Shanahan’s literacy framework. “It’s a great
program,” raves Interim Principal Zaida
Hernandez, a former Jungman teacher
who became assistant principal in 1997.
“It was a big, big change to get all of us
on the same page … to get everyone to
see the importance of reading.”
“That probably was the most essential
piece of the puzzle that was missing,”
says former principal Fausto Lopez, who
left Jungman in 2000 to become principal of Bowen High School.
But that piece fit because so many
others were already in place. “It wasn’t
just the framework,” says veteran 1stgrade teacher Anne Barry. “We were a
school that wasn’t in a lot of flux. We had
a principal who had been here a long
time.” And not just any principal. “He’s
highly read,” Barry says of Lopez. “We
talked about best practices all the time.”
Long before probation began, Lopez
had invested in professional development through Project CANAL (Creating
a New Approach to Learning) and the
Teachers Academy for Mathematics and
Science (TAMS). He also had dismantled
many of the barriers that often separate
bilingual and monolingual teachers at a
school—nearly half of Jungman’s children are in bilingual programs.
When probation arrived, Lopez
skipped the approved list of external
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JOHN BOOZ

Good programs
need good principals
partners and asked central office to let
him have Shanahan, who had previously
supervised student teachers at Jungman
and worked with parents through the
Center for Literacy at the University of
Illinois at Chicago.
“We saw everybody doing their own
thing,” recalls Shanahan. “Everyone
taught reading, but they taught it as
long as they wanted to. There were no
kinds of mandates on things. They had
25 reading programs, essentially.”
Teacher Mary Beth Clark credits
Shanahan with providing a clear focus
and a straightforward set of priorities
that all teachers could accept. “This is
sound practice whether you are teaching
in Spanish or English,” she says. “Fluency is important in any language. Writing
is important in any language.”
Shanahan’s style also won over teachers. He went the extra mile by getting
into classrooms and bringing in
resources. “He showed by his teaching,
too,” says Barry. “He’d pull a couple of
kids together and teach fluency …
which was cool.”

Jungman
student body
Enrollment:

460

Low income:

91%

Mobility:

39%

Hispanic:

94%

Reading scores
At/above average:

29%

In bottom quartile:

27%

Source: Chicago Public Schools

Jungman Elementary Principal Zaida
Hernandez received a hero’s welcome after a
semester off. "We had parties for a week," says
one teacher.

Even at the end of his stay, Shanahan
arranged for teachers to get more books.
“Goodness,” says Barry, incredulity in
her voice. “We were able to buy some
books for our classroom libraries.”
While the external partner offered
carrots, the stick of probation pushed
the staff into collaboration. “When probation came, it shocked us into reality,”
says Clark. “It forced us to come together: We’re going to choose one reading
series. We’re all going to use it, not just
say we’re using it. We’re going to do all
that it requires us to do, not just the
parts we like to do.”
Probation also gave the school’s
administration extra gas for its drive to
revise the work schedule. Lopez created
three common preparation periods per
week for teachers of children in the
same grade to plan together. “This was
the first time we really got [common
preps] to work,” says Hernandez.
“Having those opportunities [for discussion] is what helps break down walls
and gets teachers talking to each other,”
observes Clark. But it doesn’t come naturally. “You have to be courageous
enough to say ‘I don’t know how to do
this,’ not just sit there feeling uncomfortable and say, ‘Well, I just won’t do
that part since I don’t know how.’”
Shanahan says Principal Lopez was
an essential partner. “Fausto, to his
credit, spent a great deal of time when I
wasn’t around walking around classrooms, looking for the things I was
telling him to look for,” he says. He continued doing this even when Shanahan

sent graduate students to observe and
give feedback. “If he had disengaged,”
says Shanahan, “they wouldn’t have seen
the big improvement.”
Lopez himself sees the observations
as secondary to his professional knowledge and relationship-building skills. “I
am conversant with the framework. I
can interpret data from the ITBS,” he
notes. “I think the teachers respected
that. I could engage them on a level of
professional conversation.”
Teachers add that the power of expectations had a big impact. “It was always
assumed, of course you did the framework,” says Barry.

Passing the torch

administrator who’s organized, who’s on
the ball, who’s doing what needs to be
done. We didn’t have that support from
the administration. It wasn’t there. We
had no idea what goes on behind the
scenes until it wasn’t there.”
Faculty members faced a choice,
Clark says: “Either we can continue
what we’ve been doing without any support, or we can take it easy for a few
months because we know nobody is
watching us.”
For Barry, the choice was clear. “As a
teacher, I set my own goals. If I do my
job, I do my job. The framework is natural to me.”
For a core group of teachers, that’s
likely to have been the case. But Hernandez acknowledges she’s still picking
up the pieces. “It could impact student
achievement this year; I’m not sure,”
she says.
In uncertain waters, teachers considered jumping ship. “A lot of people started working on their resumes,” says
Clark. “Hopefully, now that things are
back the way they were, they’ll change
their minds.”
Hernandez knows that even if they
stay, she’ll still have work to do. “The
teachers are more open to talking, but
we still need to work on the idea that it’s
OK to go visit each other’s classrooms
and share ideas,” she says. “It’s a big challenge. I hope one day before I leave this
place, that we can accomplish that.”

JOHN BOOZ

More than a dozen schools now on probation are recidivists—they had been off
for a year or two and then bounced back
on. In contrast, Jungman’s achievement
gains have held up over five years. Those
years include the transition from Lopez
to Hernandez as principal.
“By the time I left, my teachers were
my partners in leadership,” says Lopez.
None more so than Hernandez, a former kindergarten teacher whose
advance to the principalship was gradual. Her first step was from classroom
teacher to bilingual coordinator. When
she started that job, she spent part of
each day mentoring the new kindergarten teacher. “I would go back to the
classroom as needed. I could collaborate
with the other teacher,” she recalls. “The
transition was slow, which helped the
students, who didn’t feel abandoned, and
also [helped] the teacher coming in. It
gave me the opportunity to start working with teachers little by little. I think
that was a benefit for all of us.”
During that time, Hernandez started
courses for an administrator’s certificate
“so that I could be assistant principal. It
didn’t happen all of a sudden.” She
became assistant principal in the fall of
1996, just before the probation ax fell.
But probation didn’t change Lopez’s
management style, one Hernandez was
committed to developing in herself. “We
worked very hard on developing schoolbased management. To me, that is key,”
says Hernandez. “If teachers feel that

ownership, they are more willing to collaborate.”
In the summer of 2000, the gradual
transition ended; Lopez agreed to take
the top spot at Bowen as it was put on
intervention, and Hernandez became
interim principal at Jungman. Hernandez had just finished her summer
coursework with LAUNCH, an innovative training program for principals, and
was planning to leave Jungman to do her
LAUNCH-required internship.
“[Lopez] called Friday. I had to make
a decision by Monday,” she recalls. The
school clerk was leaving, too, she knew.
If Hernandez left, Jungman’s entire
administrative staff would turn over at
once. “It would be too many new people
in the leadership,” she says, so she
stayed and worked out an arrangement
with LAUNCH.
“I believe the majority of the staff was
pleased I decided to stay,” says Hernandez. When she took the job, she had to
find an assistant principal and a bilingual coordinator, plus train a new clerk.
“Thanks to the staff—and I think it was
their appreciation of me coming back—
we pulled through.”
This year has been a bigger challenge. Hernandez took a five-month
leave of absence, and the acting principal sent from central office upset the
apple cart.
“It was a wake-up call to the staff,”
says Clark. “We were accustomed to an

Mary Beth Clark, a teacher at Jungman, listens
to 4th-graders Aracely Zardo, left, and Joseph
Zavala take turn reading aloud. The exercise
helps Clark assess their reading fluency.
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Stuck on probation

Hartigan, McNair present
two different challenges
Hartigan elementary
Grand Boulevard

Obstacle: Too many programs. The
school spread itself thin by adopting too
many new programs at once, according
to Jessie Williams of the CPS Office of

JOHN BOOZ

Background: Hartigan has been on probation for six years running. In 1998, the
percentage of students reading at or
above national norms came within a percentage point of the mark then needed
to climb off probation, 20 percent. Then,

counter to all expectations, test scores
took a two-year tumble. Last year, Hartigan’s scores rebounded to 18 percent at
or above norms, seven points shy of the
new, higher standard.

Reading specialist Sandra Crowther, standing, meets with her team to review reading materials for
Hartigan Elementary. Team members, from left, are: Dave Johnson, school resource coordinator;
Jasmine Keys, reading resource teacher; and facilitator Gaylord Workman.
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Accountability. “The sharing and collaboration was not what it should be
because everyone was going all those
directions.”
Since the early 1990s, Hartigan had
successfully partnered with a university
to work on curriculum design and reading comprehension strategies. Reading
scores had risen steadily for five years
but dropped in 1999. That year, the
school’s regional education officer urged
schools on probation to try a new program that sought to match instructional strategies with each student’s
interests and achievement level, for
example by setting up “learning centers”
throughout the classroom. At the same
time, a foundation contacted several
struggling schools, including Hartigan,
and offered money to adopt Direct
Instruction (DI), a phonics-based reading program.
With one program a virtual directive
from her supervisor, and the other a bargain for her cash-strapped school, Principal Betty Greer felt obliged to accept
both. Test scores hit a five-year low. In
retrospect, Greer says she should have
selected one or the other. “We were overwhelmed, we really were,” she says.
Staff members say that compounding
their frustration over different directions, the DI training proved insufficient. Foundation funds covered only
one visit a month by a training consultant. As a result, teachers lacked the
coaching needed to manage the complex
program. “DI without support is ugly.
It’s that simple,” explains Pamela Carlson of the Office of Accountability.
“Nobody was getting what they needed:
the teachers weren’t, the kids weren’t.”
Role of the reading specialist: New to
Hartigan this year, Sandra Crowther is
helping teachers follow the board’s literacy framework, which calls for a focus
on fluency, word knowledge, comprehension and writing. Teachers say the
framework has helped them further

JOHN BOOZ

Debra Fitzgerald, left, a reading specialist at McNair Elementary, created flashcards of commonly
occurring words. Lucille Sutton, a 2nd grade teacher, will use them to improve her students’ reading
fluency.

refine what they were already doing.
For instance, teachers who use learning centers are now designing center
activities to match the four literacy components. Examples include vocabulary
card games that build word knowledge
and questions that inspire personal
essays.
Crowther’s methods include visiting
classrooms, attending grade-level meetings, conferring with individual teachers
and conducting workshops.
Earlier this school year, Crowther
presented a workshop entitled “Good
bye, Round Robin,” which was aimed at
eliminating this traditional method of
whole-class reading instruction, where
students take turns reading aloud.
Instead, Crowther encourages small
reading groups and pairing students to
practice fluency, strategies that promote
greater reading fluency.
Staff members say they sense Hartigan’s reading program beginning to gel.
The school used a grant to hire two consultants this year to observe and model
DI lessons two or three times a week.
Teachers say they are finally getting the
support they need. Crowther and a lead
teacher are in training to take over the
DI coaching once the consultants leave.
Staff members say the reading specialist is an integral part of the school’s
progress.

McNair elementary
Austin
Background: McNair elementary has
been on academic probation for four of
the past six years. Last spring, 17 percent of students scored at or above
national norms in reading.
Obstacle: Disorganized leadership.
Teachers complain of a lack of instructional materials, poor collaboration and
high staff turnover. In the past two years
alone, half the teaching staff departed,
school records show. Citing poor working conditions, several current teachers
say they intend to leave at the end of this
year.
Several years ago, the school adopted
a basal reading series, but crucial parts,
such as assessments and some teachers’
editions, were either never ordered or
lost in storage, staff report. Meanwhile,
textbooks, science kits and other materials are stacked in boxes up to the ceiling
in the resource room, making it an
ordeal for teachers to get them.
Teachers say there’s a lack of cooperative effort; they blame it in part on
uncoordinated school schedules. For
one, teachers at the same grade level do
not have a common free period to plan
instruction, as do faculty in many Chicago schools. In addition, McNair runs on
a year-round schedule that puts a quar-

ter of the faculty on vacation at any
given time. The schedule was originally
intended to ease crowding, but the
school is no longer crowded.
School politics also prevent the teamwork that could improve instruction,
many teachers say. “At McNair, we’re
more interested in getting someone in
trouble than in educating the child,” one
comments. “We’re not a team here,”
another agrees.
DePaul University’s Center for Urban
Education has been the school’s external
partner for two years, but director Barbara Radner says she has yet to see her
program fully implemented. She blames
that on inconsistent monitoring by
administrators and scarce planning time
for teachers.
Principal Solomon Gibbs says he
does not know why teachers are leaving,
or why test scores have fallen. “They just
dropped,” he explains. “For what reason,
I really haven’t been able to pinpoint.”
Role of the reading specialist: Debra
Fitzgerald, who is new to McNair, wants
to win teachers’ trust and ease their
workload by providing them with needed classroom materials. First, she inventoried the basal reading series,
discovered the missing components and
getting them ordered. She supplied primary students with personal sets of
reading flashcards. Now she intends to
organize the resource room so teachers
can find what they need.
Next, she plans to outline the school’s
curriculum so that teachers can see how
DePaul’s program fits with the district’s
new reading strategies.
Fitzgerald encourages teachers to
replace traditional, whole-class reading
lessons with strategies that give students
more individual practice, such as reading with a partner. She observes reading
lessons, takes detailed notes and offers
suggestions. Many teachers report having tried the new strategies and liking
them.
Fitzgerald is having a bigger impact
on the school than DePaul because she’s
there every day, some note. Still, teachers doubt that her efforts will lift the
school off probation. Radner of DePaul
agrees. “If you don’t have a principal
who is leading the school in a clear
direction focused on instruction, the
reading specialist is probably going to
have a very marginal impact.”
Elizabeth Duffrin
CATALYST CHICAGO/April 2002
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Lessons from San Diego

Top-down tactics a killer for top-notch program
by Elizabeth Duffrin

T

he San Diego Unified
School District, the country’s eighth-largest urban
district, has a plan for
improving reading achievement
that has won admirers both
inside its classrooms and across
the country.
Now in its fourth year, the
plan dictates a structure for lessons that is supported by the latest research and replaces reading
textbooks with children’s literature. To guide teachers through
the whirlwind of new requirements, each school has a peer
coach, and some large or lowperforming schools have two.
However, the plan’s roll-out
has stirred so much dissention
among teachers and parents that
some observers question whether
it will survive.
San Diego teachers who asked
for coaching praise it as invaluable and see the new requirements as good instructional

Lesson #1

Politics can do you in.
In July 1998, Alan Bersin, a federal prosecutor, became the first non-educator in
San Diego to hold the job of superintendent. He chose as his second-in-command Anthony Alvarado, superintendent
of a New York City subdistrict whose
professional development practices had
long been considered a national model.
Bersin believed that only a quick,
corporate-style shakeup could overcome
the system’s inertia; Alvarado thought
that any delay would ill serve the students. Charging ahead, the team made
enemies by failing to seek input from
teachers and parent groups.
The previous superintendent, Bertha
Pendleton, had adopted a more collaborative style in the wake of a 1996 teach-
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practice, two independent studies have found, but teachers continue to resent the “top-down”
way they were implemented.
A third study, conducted by
the American Institutes for
Research and released in midFebruary, found that teachers are
better trained but not necessarily
motivated to use their new skills.
Co-author Beverly Farr has
observed disgruntled teachers
mechanically complying with
new lesson formats and having
little impact on students.
San Diego’s reform effort is
one of the few in the country
that has focused on instruction
and invested so heavily in professional development, she says.
“We’re interested in whether it
will survive the resistance.”
Meanwhile, the district’s 190
peer coaches press on under less
than ideal conditions, but at
times with heartening results.
Their experiences as well as those
of the district as a whole have
identified a number of pitfalls.
ers strike. During her tenure, teachers
union President Marc Knapp functioned
almost as a co-superintendent, according to one university researcher.
With Bersin, Knapp saw his influence
wane; he and others considered the
team’s unilateral actions condescending.
In Knapp’s view, the team was saying,
“We need peer coaches because I went to
six schools today and didn’t see one good
teacher.”
A chief point of contention was who
would select the peer coaches. Many
teachers feared the coaches would be
“spies” for a central administration they
now distrusted. The union demanded
that schools select their own coaches.
Citing quality control, Bersin and
Alvarado wanted the central administration to select them.
The union threatened not to approve
the new position. The district then said

it would call peer coaches “curriculum
resource teachers,” a position already
covered by the union contract. Thousands of teachers picketed district headquarters in protest.
Finally, after the president of San
Diego State University stepped in to
mediate, the district agreed to a compromise. Schools would select their own
coaches, who would report to principals,
not central office. Each year, the local
school council would vote on whether
to retain the coach. San Diego State
helps monitor quality by screening and
certifying coaches.
But the bad feelings linger on. “If
you’re for the district, you’re on the
dark side,” complains one peer coach at
a low-performing middle school. “If you
support the reform effort, you’re
‘Them.’” Colleagues warn her that if
Bersin’s contract is not renewed—it’s
up for a vote this month by a divided
school board—she’ll be out of a job.
Even if Bersin remains, teacher
resistance may undermine his efforts,
according to the American Institutes for
Research report.

Lesson #2
Building relationships with
teachers is key.
San Diego’s peer coaches cannot stress
this point enough: Teachers will not
accept feedback from a coach they do
not trust. Period.
“If they feel you are non-threatening,
you can make a lot of mileage,” says
Shandon Harbour, one of two coaches at
low-performing Mann Middle School.
“If they think you are an evaluator, the
road stops there. Nobody wants that in
their classroom.”
Like other coaches, Harbour and colleague Tiffiny Shockley have found
working with unwilling teachers an
exercise in futility. Some have dodged
their visits by canceling at the last
minute or not showing up for work at
all, they report.
Instead, the two concentrate on
receptive teachers, a policy the district
encourages as a way to entice others.

Lesson #3
Principals make or break the
effort.
With time, patience and a gentle touch,
coaches say, they can make inroads even
with resistant faculties. But one
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“Teachers talk at lunch, in the hallway or
the bathroom,” Shockley notes. “The
unofficial modes of communication
between teachers are very powerful.”
At Mann, building trust likely will
take time, the two coaches believe, especially since both of them are new to the
school this year. “You’re not from here,
you don’t know our kids, you don’t know
our problems,” they hear.
So instead of telling staff what to do,
“We’ve turned it around and said, ‘You
tell us what you need.’” They ask teachers to fill out applications describing the
help they want.
Coaches who came from the faculty
ranks at their schools report quicker
progress, but even they find they need to
tread lightly.
Coach Brenda Allen says fellow teachers at Fletcher Elementary School urged
her to apply for the job. Still, the idea of
being observed made them uneasy.
To break the ice, Allen took a tip from
her district training. Explaining that she
wanted to learn more about the needs of
varied readers, she asked a teacher for a
favor: Could the teacher identify three
students in her 3rd-grade classroom: a
high achiever, an English learner and
one with a reading problem that puzzled
her? And could Allen observe them?
The teacher agreed, and Allen got her
foot in the classroom door. The problem
solving that ensued intrigued them
both. For instance, the “puzzling” reader could recount events from the story
with great accuracy but failed to grasp
abstractions such as the story’s message.
Eventually, they hit upon a strategy that
helped the boy figure out what the
author was trying to tell him: They
asked him to pick out story details that
would create a picture in his mind.
At a faculty meeting, Allen casually
mentioned her experiment with the boy.
Other teachers chimed in, “I have a reader in my classroom like that.” Thus
came more requests for classroom visits,
which sparked further discussions at
Fletcher about teaching reading, Allen
recalls. “Focusing on the kids was the
least threatening way to have these conversations.”

At Carson Elementary in San Diego, peer coach Lisa Miller videotapes 2nd grade teacher Susan Arnold
working one-on-one on a reading lesson with a student. Later, Miller will use the tape to coach Arnold.

problem is insurmountable, they agree:
a principal who fails to support them.
Some principals reportedly have
asked coaches to perform tasks such as
filing papers, supervising lunch or documenting teacher performance. This year,
the district is requiring monthly workshops for principals and coaches to plan
their work together.
Further, when teachers don’t trust
the principal, they don’t trust the coach,
teachers say. “They’re concerned that
their peer coaches are reporting back to
the principal what their problems are,”
explains a kindergarten teacher at Carson Elementary.
At Carson, trust is the order of the
day.
A diverse, low-income school, Carson
has posted some of the district’s highest
test-score gains. Here, teachers and

their coach are constantly searching the
professional literature for new techniques, trying and refining them,
reports one 1st-grade teacher. “You take
some lumps along the way.”
Carson’s principal, Carol Barry, says
that in order to grow, teachers need to
feel confident. When some returned discouraged from a district workshop
because a demonstration varied from
their own practice, Barry reassured
them: Just because someone is teaching
differently, that doesn’t mean you’re
doing it wrong.
The purpose of peer coaching, she
insists, is to get teachers to think critically about their own practice, not to
blindly follow a district framework. “It’s
working here because we make sure
[teachers] understand they’re the
experts.”
CATALYST CHICAGO/April 2002
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San Diego profile
San Diego’s public school system is
about a third the size of Chicago’s.
Under new leadership, reading
scores on the Stanford Achievement
Test have risen at almost every
grade.
Enrollment:

140,700

Low income:

57%

Mobility:

32%

Latino:

39 %

White:

27%

Black:

16%

Asian:

18%

Reading scores
At/above average:

46%

In bottom quartile:

29%

Source: San Diego Unified School District

Manuel Gomez, who teaches 4th- and
5th-graders, is a case in point. A few
years back, he used a reading textbook
and conducted lessons for the entire
class. During independent reading time,
he didn’t pay attention to whether kids
were reading or just flipping pages.
“Before, you used to get upset with a kid
and send him to a corner [to] read a
book. It was a punishment.”
Now Gomez juggles seven reading
groups, tailoring each reading lesson to
students’ needs. For instance, one group
might interpret metaphors while another analyzes graphics from a non-fiction
selection. For each lesson, he must
select a children’s book that matches the
group’s reading level and the skill he
aims to teach.
Learning the new strategies often
frustrated him, Gomez recalls, but his
coaches were with him every step of the
way. They modeled lessons, they gave
him ideas, and they never put him down.
Without their support, he would have
given up on the district’s literacy plan. “I
would have refused to do it,” he says.

Lesson #6
Lesson #4
Coaching is not for the
weakest teachers.
Barry has a theory about coaching that
seems counter-intuitive: It’s for the best
teachers, not the worst ones.
The weakest teachers typically struggle with the basics, such as classroom
management, she says. “I can help them
with that. Another teacher can help
them with that. I’m not going to waste
[the] time of a great staff developer.”

Lesson #5
Coaches are essential to change
teaching.
King Elementary School has two peer
coaches. Principal Stacy Jones says she
couldn’t get along without them. Her
low-performing school faces state intervention if it fails to hit state test-score
targets.
Each month, Jones sits down with
teachers individually to discuss student
progress. Those who have had coaching
can diagnose reading difficulties with an
insight that amazes her. She notices the
change in their classrooms, too. “You
can definitely tell the difference
[between] who has been coached and
who hasn’t been. It’s pretty startling.”
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Coaches can’t do it all.
With so many teachers needing so much
help, some coaches say they tried to take
on everybody at once. That was a mistake, they found.
This winter, the two coaches at Central Elementary School, Diane Lott and
Dana Benevento, got together over coffee to plot a new strategy for their large
faculty.
For each grade level, they would concentrate their coaching efforts on a single teacher and one new teaching
technique at a time. That teacher would
then serve as a “lab teacher,” or model
for others to observe.
The idea came from their district
training, but Lott and Benevento knew it
would be easier said than done. They
drew up a list of likely candidates. “Then
we tightened our belts and said, ‘OK,
we’ve got to talk to them,’” Lott recalls.
As expected, teachers balked; they
were afraid of being portrayed as “the
expert.” The coaches countered with
lots of reassurance and a few carrots:
Lab teachers would get extra planning
time. They would get help planning
model lessons.
“That’s the kind of support they like
to see,” she says.
The teachers agreed to give it a try.

When their lessons were ready, the
coaches gathered each grade level to
explain the purpose of the observation:
“We’re not going in to look at her room
and criticize. We’re not going to look at
the discipline. We’re going to look at the
lesson and only the lesson.” Lott feared
that a visiting teacher might say something that would undermine the effort.
The lab teachers were still nervous—
one almost cancelled the night before.
But the conversations stayed on target;
the lab teachers were relieved, Lott
reports. “Most said, ‘Hey that wasn’t so
bad, when are we doing the next one?’”

Lesson #7
High schools are the toughest
to change.
By and large, San Diego’s elementary
school teachers have been more receptive than high school teachers to the literacy plan. As one former coach
explains: “The high school position is,
‘By the time they get to me, they should
have those [reading] skills; I shouldn’t
have to go back and teach them because
that isn’t what I was trained to do.’”
To spur instructional change in high
schools, the district created a new position this year that combines the instructional know-how of a peer coach with
the power of an assistant principal. “Literacy administrators” run the English
department, organizing staff development, supervising the peer coach and
evaluating teachers.
Unlike other high school administrators, they have a reading background
and a job free of building and discipline
duties. Unlike a peer coach, they can
hold teachers accountable, explains
Brenda Bilsted of the Secondary Literacy
Department. “Peer coaches haven’t been
able to make the impact in high school
that they have in elementary school.
…We needed to get more administrative
support.”
Finding teachers to fill the high
school coaching bill is more difficult, she
adds. Instructional coaches with high
school experience are unlikely to know
how to teach reading, and those with elementary school experience have less
credibility with high school teachers.
Bilsted senses high school English
teachers beginning to accept their new
role. Finding enough teachers qualified
to coach them remains a challenge.
“That’s the next struggle for us,” she
says.

Chicago Community Trust
$200,000 to the Chicago School Leadership Cooperative for the LSC Capacity Initiative to increase the councils’ impact on school
quality.
$150,000 to Designs for Change to
collaborate with LSCs to aid them in evaluating, selecting and working with their principals.
$95,000 to the City Colleges of Chicago-WYCC Channel 20 for programming and
public service announcements on LSC elections.

John D. and Catherine T. MacArthur
Foundation
$400,000 to CPS to support the development of a Strategic Planning and Development Office.
$275,000 to the Chicago Principals
and Administrators Association to support
principal training.
$150,000 to Designs for Change to
support LSC training in principal evaluation
and selection.
$90,000 to CPS in support of a candidate support program for National Board Certification.
$75,000 to the Chicago School Leadership Cooperative to develop LSC training
programs in high-quality teaching and instruction.
$75,000 to the Umoja Student Development Corporation to increase student participation in class work and to expand the
program citywide.

Woods Fund of Chicago
$50,000 to the North Lawndale Learning Community to train parents from 11 CPS
schools to work with teachers to improve
classroom learning.
$50,000 over two years to the Small
Schools Workshop to support an organizer
staff position.
$40,000 over two years to the Chicago
Arts Partnerships in Education for arts integration programs in Chicago public schools.
$40,000 over two years to Parents
United for Responsible Education (PURE) for
training, communications and advocacy for
LSCs.
$30,000 to the Chicago School Leadership Cooperative to recruit candidates to run

in the 2002 LSC elections.
$20,000 to the Cross City Campaign
for Urban School Reform for general operating
support.

$1,600 to Richards Career Academy to
buy a multicultural mural for the cafeteria.
$1,600 to Mayo Elementary to support
arts education.

Girl’s Best Friend Foundation

Organization of Black
Designers/Chicago

$15,000 to Chicago Women in Trades
for their Aspiring Women program for high
school girls who are enrolled in vocational
classes.
$14,000 to Project Exploration to
expose girls to science careers at Triumphant
Charter School.
$12,000 to the Community Television
Network for a production skills and media literacy program for girls at Ames Middle
School.
$11,500 to the Institute of Positive
Education for an African-centered values program for girls at Shabazz Charter School.
$10,000 to The Guild Complex for a
playwriting and performance program at
Young Women’s Leadership Charter School.
$7,000 to the School Street Movement
for an HIV/AIDS awareness program for pregnant and parenting teens at Tesla Alternative
High School.

Field Foundation
$20,000 to Williams Elementary for a
parental involvement theater program led by
the Black Ensemble Theater.
$19,500 to Nash Elementary for professional development in social studies
instruction for teachers.
$15,000 to Parents United for
Responsible Education (PURE) to support a
development coordinator position.
$7,500 to Building Opportunities for
Leadership Development (BOLD) Chicago
Institute for general operating support.
$7,500 to Art Resources in Teaching
for a visual arts professional development program at Smith Elementary.

$1,500 to Ray Graham Training Center
to support the school’s arts program and community art projects.

Public Media Incorporated
$10,000 to Trumbull School for an
after-school math and science program.

The Quaker Oats Foundation
$10,000 to Byrd Community Academy
for after-school busing for students enrolled in
math and reading tutoring.

Salomon Smith Barney
$5,000 to McCormick Elementary for a
consultant to work with the Chicago Children’s
choir at the school.

Wieboldt Foundation
$15,000 to Coalition for Improved Education in South Shore for general operating
support.
$10,000 to Chicago Panel on School
Policy for general operating support.

AXA Foundation
$75,000 to Juarez Community Academy
to purchase computer equipment and software.

Bank One
$25,000 to Mayo Elementary to buy new
books for the school library.

The Big Ten Conference
$15,010 to Louis Armstrong Elementary
for new computers, classroom libraries and
student incentives.

Cisco Systems, Inc.
$1 million to 14 Chicago public high
schools to buy computer equipment, software
and services to encourage careers in information technology. The schools are: Amundsen,
Austin, Bogan, Clemente, Chicago Vocational,
Englewood, Fenger, Hyde Park, Juarez, Kelly,
Kenwood, Morgan Park, Schurz and Taft.

Calgary Baptist Church of Glenwood
$1,000 to Sherwood Elementary to purchase coats and school uniforms.

ROTARY/One Foundation, Inc.
$1,000 to Ray Graham Training Center
to support an all-school activity to be selected
by the school.

Oppenheimer Family Foundation
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Board looks to retool
district deseg plan
by Dan Weissmann

T

he School Board is re-examining
its 21-year-old desegregation
plan, which it has been unable
to fully live up to.
The board has hired a legal expert
and a team of consultants to chart its
course for future desegregation policy.
The consultants will study the existing
plan’s effects on integrating school faculties and student bodies, then report
back to the board in April. By September, says Marilyn Johnson, the board’s
chief attorney, the board will be ready to
“roll out” a plan.
Board President Michael Scott and
schools CEO Arne Duncan have been
careful to characterize the effort as an
evaluation, not a move to end the program. However, the move could lead to
an end of court supervision and to “unitary status”—a finding by a court that
the district has satisfied its legal obligation to desegregate.
A number of Supreme Court decisions from the 1990s are “telling us that
we can’t remain under court orders forever,” says Maree Sneed, a national
expert in school desegregation law
whom the board hired as outside counsel. “If our experts find that we haven’t
done everything we’re supposed to do [to
desegregate], then we’ll develop a plan
… because that’s the ultimate goal.”
Since the early 1990s, many school
districts have asked courts to end legally
mandated desegregation plans, and the
courts have often agreed. In one judicial
circuit, courts have turned the tables on
school districts, requiring that they
show evidence that makes the case for
continuing court supervision of their
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desegregation plans.
However, local civil rights advocates
are concerned that the end result may
take some options away from minority
students, such as the opportunity to
attend magnet schools that set aside the
majority of their seats for minority students.
Meanwhile, the district is not enforcing all the provisions of the current plan,
and in some areas it has lost ground in
recent years. The existing plan set a cap
for white students at neighborhood
schools, established goals for faculty
integration, created magnet schools and
programs and provided for extra money
to go to inner-city schools that the district did not expect to integrate.
Majority-white schools: The plan
caps white enrollment at any given

school at 65 percent. In 1983, the year
the provision took effect, six schools
exceeded the limit. This year, 15 schools
are more than 65 percent white.
Faculty integration: The plan requires that the racial make-up of each
school’s faculty fall within 15 percentage
points of the racial make-up of the district’s entire teaching force. Currently,
that means that each elementary school
should have no more than 60 percent
white teachers and no more than 70 percent minority teachers, for high schools,
no more than 63 percent white or 67
percent minority. More than half of all
schools fail to hit the mark, Human
Resources Director Carlos Ponce told
the board’s Desegregation Monitoring
Commission in a February 2002 meeting.
The board has repeatedly tried and
failed to get the U.S. Justice Department
to ease hiring guidelines. But even if its
proposed formula had been approved,
more than 80 schools would still be out
of compliance, according to a CATALYST
analysis of March 2002 CPS Human
Resources Department data.
Magnet schools: The plan says that
magnet schools should use lotteries to

Majority white schools

I

n 1983, the year the CPS desegregation plan took effect, there were
six schools with more than 65 percent white students. As of fall 2001,
there are 15.

Bridge

72

Canty

72

Dever

74

Edison Park
Ebinger

82

Forest Glen
Edgebrook

Norwood Park

Morgan Park

Dunning

76

Source: Chicago Public Schools

Vick EC

70

Mount Greenwood
Cassell

79

Mt. Greenwood

77

Garvy

75

Norwood Park

76

Onahan

75

Oriole Park

75

O’Hare

Portage Park
Prussing

69

Smyser

65

Dirksen

74

Attorney Maree Sneed, desegregation expert

keep white enrollment between 17 percent and 35 percent. Some schools never
hit the range because they had too few
white students. Since the board changed
admissions and transportation policies
in 1998, even more have joined the outof-compliance list.
Two highly rated magnet elementary
schools, Hawthorne and Decatur, now
have white enrollments of more than 43
percent, well above the cap, according to
this year’s CPS Racial-Ethnic Survey.
And only one of the five new college
prep magnet high schools—Walter Payton—falls within the target range. White
student enrollment at Northside College
Prep is nearly 48 percent; it’s well below
17 percent at Gwendolyn Brooks, Lindblom and Jones.
Magnet programs: Under the plan,
hundreds of magnet programs were created at neighborhood schools to boost
student integration at non-magnet
schools. By most accounts, the quality of
the programs was mixed, and there was
little oversight. Before he was appointed
CEO, Arne Duncan worked to retool that
patchwork into a “magnet cluster” program that encouraged neighboring
schools to work together, reduced the
number of academic specialties and limited busing.
Last year, the board’s Desegregation
Monitoring Commission studied the
effects of magnet clusters and found that
streamlined academic offerings and
more teamwork made educational sense.

However, the study also found that getting rid of busing rendered clusters a
bust as a desegregation initiative
because students could not escape segregated neighborhoods to go to school. “As
the Magnet Cluster Program is currently organized, the Monitoring Commission does not believe that it is a coherent
desegregation strategy,” says a written
report.
Some magnet cluster schools in
white neighborhoods became more segregated since then, but the study found
that they continue to get extra “desegregation” funds to hire additional staff.
Garvy Elementary, a school on the
Northwest Side that is 81 percent white,
gets desegregation money for its magnet
cluster program. “The program has
worked very favorably for us,” says Principal Julie McGlade. “We’ve been able to
get a staff person and a very good program in science and math.”
Targeted funds: The desegregation
plan acknowledges that many inner-city
schools will probably never be desegregated. As a result, it calls for special
funds to create programs at so-called
racially isolated schools to compensate
for the effects of segregation. This year,
the Office of Academic Enhancement,

which administers desegregation programs, budgeted $14.8 million for such
schools.
Last year, researchers for the Desegregation Monitoring Commission found
that at least 12 percent of the schools
receiving special “compensatory” funds
for racially isolated schools were actually integrated, with 25 percent or more
white students. Meanwhile, hundreds of
racially isolated schools received no
compensatory funds.

What might happen if CPS leaves court
supervision is anybody’s guess, and civil
rights advocates here are concerned
about the prospects.
“I’m trying to figure it out, what’s the
agenda?” says civil rights attorney Patricia Mendoza, regional counsel for the
Mexican American Legal Defense and
Education Fund.
“My concern is the impact on Latino
kids,” Mendoza explains. “What access
will they have to quality programs?
Under the busing system, we’re not getting our fair shake, but show me how
See DESEGREGATION page 22

Desegregation plan history

I

n 1980, the U.S. Justice Department threatened to sue the School
Board for running a segregated
school system. Rather than go to
trial, CPS signed a court-supervised
agreement—called a consent
decree—that suggested steps the district could take to become less segregated.
The consent decree spells out targets for faculty integration, but otherwise does not require CPS to meet
specific goals. Instead, it identifies
areas where the board is expected to
take action—reducing student segregation, providing extra resources to
racially isolated schools and providing quality bilingual education programs.
The board later adopted a plan to
create racially integrated magnet
schools, to desegregate all-white
schools and to develop special programs for schools that the board did
not expect to become integrated. CPS

rules governing magnet schools
enrollment, for instance, are part of
the board’s plan, not the decree itself.
However, the Justice Department can
ask the court to intervene if it
believes that the plan—or the board’s
implementation of it—does not meet
the requirements of the decree.
To end a consent decree, courts
require that a district has made a
good-faith effort to follow its plan
and to remedy the negative effects of
segregation.
Chicago may have a relatively easy
time making its case, says attorney
Andrew Foose, who monitored CPS’s
desegregation program for the Justice Department in the late 1990s.
“The Chicago schools decree is one of
the least specific that I came across,”
says Foose. “And that probably gives
[CPS officials] greater room to show
to a court that they have satisfied it.”
Dan Weissmann
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CPS to adopt new tool
for principal evaluations
cipals and Administrators Association. It
integrates corporate models of employee
evaluation with CPS research on creating supportive learning environments.
Human resource consultants Exxceed
Inc. provided technical assistance.
“If you don’t give [principals] a quality evaluation, they don’t know how to do
better,” says John Ayers, LQE’s executive
director. “People aren’t afraid of evaluations if they’re fair and developmental.”
Most of those who use EXCEL say the
process is easier to use and more flexible
than the CPS version.
Since it adopted EXCEL two years
ago, the LSC at Galileo has a better
understanding of what the principal is
supposed to do, and the principal “feels
much more comfortable” with the evaluation process, says LSC chair Claudia
Mazola.
Ray Elementary Principal Cydney
Fields says EXCEL helps her to focus on
the priorities set by the LSC. “It minimizes the frustration,” Fields says.
“There are so many things to do in the
course of a day; [EXCEL] brings me back

by Leah Kerkman

T

he Chicago Public Schools is
poised to ramp up a new way for
local school councils to evaluate
their principals.
The model for the new evaluation
process, now in use at 40 schools, brings
LSCs and principals together at the start
of the school year to set goals and provides for ongoing dialogue.
In contrast, the standard evaluation
that most councils use is one-sided and
takes place once a year in the spring.
“Effective evaluation cannot be a oneshot deal at the end [of a school year],”
says Carlos Azcoitia, deputy chief education officer and an early supporter of the
new model, called EXCEL for Evaluation
Expertise for Councils and Educational
Leaders.
EXCEL grew out of a collaboration
involving CPS, Leadership for Quality
Education (LQE) and the Chicago Prin-

DESEGREGATION
continued from page 21

JOHN BOOZ

we’re going to do better.”
A study by the Consortium on Chicago School Research found that Latino
neighborhoods have fewer magnet
schools than other parts of the city, and
African American students travel farther
than other students to attend magnets.
A recent report that the board had
“de-magnetized” Sayre Elementary in
Austin and was considering similar
moves elsewhere fueled speculation
about the status of magnet schools without the consent decree. (See sidebar,
page 21). However, CPS attorney Johnson says the board wants to increase the
number of magnet programs. “That is
inevitably going to cause some shift—
some programs may not ultimately be
School Board President Michael Scott
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to what my goals are.”
A prototype of EXCEL was tested in
10 CPS schools in 1999, and the process
was fine-tuned based on participants’
feedback, then expanded to 33 schools
the following year.
Councils and principals using
EXCEL are trained in the fall to do initial evaluations and set goals for the
year. Principals are provided with an
Internet-based program that tracks
their progress and produces monthly
reports for their LSCs.
In the spring, council members and
principals are trained to fill out evaluation forms, then meet to discuss the
results and set goals for the following
year.
In all, there are six hours of on-site
training and 20 hours of technical support by an EXCEL consultant, who helps
LSCs set goals and timetables, trains
principals to use the Internet software
and helps both parties at the year-end
joint feedback session.
However, adapting EXCEL—training
and consulting time intact—systemwide would be too costly for CPS to
implement, says Lisa McMahon, an
EXCEL project manager for LQE.
To be cost effective, CPS will likely
change or eliminate some features of
the EXCEL process, she adds. Private
foundations pick up expenses for the

magnet programs,” she says.
Ending the consent decree might
mean less flexibility for the board to use
race-based lotteries to ensure that magnet schools enroll minority students, says
attorney Harvey Grossman of the American Civil Liberties Union in Chicago.
Federal courts have struck down
race-based admissions policies in some
districts that don’t have consent decrees,
but not in others. “The decisions are sort
of all over the map,” says Dennis Parker,
an NAACP Legal Defense Fund attorney.
“At some point, one of these cases is
going to go up to the Supreme Court.”
CPS legal advisor Sneed says the consent decree is not a shield for the board
from reverse-discrimination lawsuits.
“We’re not trying to hide behind a court
order,” she says. “The school board has a
responsibility to do analysis and determine where they stand before they get a
legal challenge.”

UPDATES

pilot schools. “Right now, we have the
Cadillac version,” McMahon says. “It
would be a very expensive process for the
system to roll out.” With all the bells and
whistles, EXCEL would cost $3,000 a
year for each school, she estimates.
Access to consultants is a key element of EXCEL, says Mazola of Galileo.
If CPS is going to change its principal
evaluation process, “it has to adopt the
consulting part,” she cautions. “That’s
the part that makes it work. If you’re
having a problem with a principal, it
doesn’t [turn into] finger-pointing.”
Fields agrees. “If [training] could be
more tailor-made, it can be very effective
in helping people develop leadership in a
positive way,” she says.
Azcoitia is optimistic that CPS will
find a cost effective way to adapt EXCEL.
“We’ll just incorporate EXCEL into the
new [LSC] training,” Azcoitia says. “It’s
doable.”
Ayers of LQE is recommending that
CPS phase in the new evaluation program to give LSCs and principals time to
adjust.
“Anytime you introduce something
new, it’s going to be more work for
everyone,” he says. “If we keep our eye
on quality, then we’ll avoid the worst pitfalls.”
CPS officials are expected to make a
decision later this spring.

One of the board’s consultants, Gordon Foster, says that given how few
white students remain in the system, the
board may want to limit its ambitions
for desegregation. Since the board
entered the consent decree in 1980,
white enrollment has dropped from
about 17 percent to only 10 percent.
Under those circumstances, “not too
much is feasible,” says Foster.
He suggests that CPS follow the lead
of Miami, where he helped craft a desegregation plan that focused on the part of
the district where most white students
lived. Now, he says, that area is “almost
completely desegregated,” while the rest
of the district is 98 percent minority.
Chicago might focus its efforts on the
district’s Region 1, which covers the city
north of Belmont Avenue. “The rest of it
is all Hispanic or all black, pretty much,”
he says. “It’s obvious to anybody … that
there’s not much to play with.”

CTU launches
graduate school
for teacher leadership

T

he Chicago Teachers Union is
embarking on a path that may be
a first for a teachers union local:
operating a graduate degree program.
The Jacqueline B. Vaughn Graduate
School for Teacher Leadership, named
for the union’s late, feisty president, is
slated to open next January, enrolling
225 teachers.
The Vaughn graduate school will
offer a two-year course of study that
leads to a masters’ degree in teacher
leadership. The only similar program
run locally is at St. Xavier University.
CTU President Deborah Lynch says
creating the Vaughn school is the first
step towards creating a career ladder for
Chicago teachers, which is one of her
priorities.
Vaughn will be temporarily housed in
space adjoining CTU headquarters at the
Merchandise Mart; and classes will be
taught in the evening by veteran CPS
teachers and university education
instructors.
The idea for the school was conceived
in 1994, when Lynch was director of the
CTU Quest Center, a professional development program for teachers.
A year later, the Illinois Board of
Higher Education granted operating
authority for the school; they did it on
the day Lynch resigned her post to

return to classroom teaching. The plan
then lay dormant; reviving it was one of
Lynch’s top priorities when she won
office in last year’s election.
It may take another two years for the
graduate school to secure full accreditation, she says. Until then, the union is
looking to partner with another institution—talks are underway with the University of Illinois at Chicago—for a joint
masters’ program. Tuition is estimated
to run $9,100.
Quest Center Director Allen Bearden
is on tap to become the school’s parttime president; Connee Fitch-Blank will
resign her post as Quest assistant director to become the school’s dean.
Teacher leaders would mentor and
support colleagues, steer curriculum
development and take an active role in
improving their schools, Lynch explains.
And they would not have to leave the
classroom, she adds. “Even good principals can’t possibly do all the leadership
tasks in a school.”
The school district in Rochester, NY,
offers such a model. Teachers there do
not have to become principals to gain
greater responsibilities in their schools,
Lynch notes.
CTU’s graduate degree program in
teacher leadership will help dispel the
notion that school leadership is synonymous with principals, says Rochester
Teachers Association President Adam
Urbanski. “It will become a benchmark
for progressive unionism.”

Mario G. Ortiz

Coming in the May issue of
CATALYST…
Duncan’s first year

look at what Schools CEO Arne Duncan and his management
• Ateam
have done in their first 12 months and what hurdles they
face in the future.

College Challenge

this fourth installment, the series turns to the subject of
• Inrecruiting
minority teachers and profiles three African American
and Latino students who are studing to become educators.
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COMINGS AND

. . . . . . . . . . . . . . . . . . . .

AT CLARK STREET Xavier Botana, a former administrator with the Illinois State
Board of Education, has been appointed
director of teacher accountability. Botana
replaces Sandra A. Givens, who retired.
…Carlos Rosa, previously director of
school quality assurance in the Office of
Accountability, has been appointed deputy
chief accountability officer. Rosa replaces
Alice Perez-Peters, who retired. Joseph
Atria will take over Rosa’s former post.
…Joseph Hahn is now director of assessment and compliance, a new title. Responsibility for research, which Hahn
previously managed, was shifted to the
department of research and program evaluation.
MOVING IN/MOVING ON Effective
June 1, Sara Lawrence-Lightfoot has been
named chair of the board of directors at
the John D. and Catherine T. MacArthur
Foundation.
Lawrence-Lightfoot, the Emily
Hargroves Fisher Professor of
Education at
Harvard University, has been a
board member
since 1991. She
succeeds outgoing chair John
E. Corbally. …
Sara LawrenceFormer Chicago Lightfoot

GOINGS

Tribune writer John McCarron left his post
as communications director at the Metropolitan Planning Council in January. Kim
Grimshaw Bolton is replacing him.

Dawes Elementary and Mireles Academy.
The competition was sponsored by the
Chicago Successful Schools Project and a
committee of civic and community leaders.

PRINCIPAL RETIREMENTS The following
principals have retired: Sheila Schlaggar,
Edison Regional Gifted Center; Charlotte
Ann Blackman, Chalmers; Gloria RiceWoolfolk, Faraday; Curtis Murphy, Carver
Military Academy. Saundra Gray, previously assistant principal, is acting principal at
Edison. Patricia Vaughn-Dossiea, previously assistant principal, is contract principal at Chalmers. Victoria Ford, former
principal at Calhoun North, is acting principal at Faraday. Cynthia Hannah is acting
principal at Calhoun North. Dr. William
Johnson, former assistant principal, is acting principal at Carver.

BRIDGE OF BOOKS PROJECT Sue Hepker, a consultant for the Illinois Resource
Center, will head up Bridge of Books, a
project that pairs four public elementary
schools in Chicago with four schools in
Gauteng, South Africa. Fifth-graders from
both schools will use the Internet and email to teach each other about their
respective cultures. Hepker, who was educated in South Africa, emigrated to Chicago in 1996 and has been working with the
Bridge of Books project for the Illinois
Resource Center since 1997. Hepker also
serves as co-director of Hug-A-Book, an
inner-city literacy program used by Head
Start and day care centers.

PRINCIPAL CONTRACTS Phyliss Crombie-Brown, previously desegregation coordinator for Region 5, has been named
contract principal at Ron Brown Elementary. Arey DeSadier, former assistant principal at Lewis, is now contract principal at
Fort Dearborn. He replaces Nina Cook,
who retired.
LSC AWARDS Six schools were honored
at the Union League Club with “Gold Star”
awards, which recognize exemplary councils for their work. The winners include:
Lake View High, Nash Elementary, Galileo
Elementary, Telpochcalli Elementary,

PROFESSIONAL DEVELOPMENT
SEMINAR The Chicago Assistant Principals Association is hosting a seminar Saturday, April 6, from 9 a.m. to 11 a.m. at
the Quality Inn at 1 S. Halsted. Michael
Mahone, chief investigator for the department of school and community relations,
is the guest speaker. The free seminar is
open to non-members and carries a unit of
professional development credit. For more
information, call (773) 553-2406.
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