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CHAI RVAN PEYSER: For those of you who are here, thank you. | know that Roberta
Schaefer, Board nenber, is planning to cone. | want to welconme you here, and
particularly want to wel come our panelists here. This is another in a
continuing series of Board of Education forunms on issues of particular

i mportance to the policy-making responsibilities of the Board of Education. This
subj ect, school interventions and turnaround strategies, is one that is
particularly tinely.

As | think those of you from Massachusetts know, we do have an accountability
systemin place here for schools and districts. That system has al ready been
activated. W have done evaluations of eight mddle schools, four of which have
been determ ned to be under-perform ng, which has set in notion fact-finding
teanms which will produce detailed reports and eval uati ons of those four niddle
schools. The schools will in turn produce school inmprovenent plans that wll
cone to the Board of Education for approval, beginning a two-year process that
ultimately could end if things go wong and I ead to nore direct state

i ntervention.

The Departnment and the Board of Education are now in a position of having to not
only tal k about the theoretical application of accountability systens and state
intervention but also the reality of it. It's with that in mnd that we are
having this forumtoday in order to inform our decision-making and di scussions
as we get into the actual inplenmentation of school district evaluation and state
i ntervention.
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I would like to introduce all of the panelists here today and then go fromleft
toright, in arbitrary order, to hear sone initial comrents from our panelists,
and then have sone discussion. Hopefully we can have a fairly good di scussion
anong ourselves. Then, we'll open it up to anyone here who has sone questions
or conments to add. Before | introduce our panelists, | would like to turn it
over to the Commi ssioner

COW SSI ONER DRI SCOLL: Thank you very much, M. Chairman. First of all, let me
agai n congratul ate you for another inportant forum W have | earned a great
deal fromthese foruns. W are very pleased to have our distingui shed panel

whi ch includes a couple of former Comm ssioners -- it's not a bad thing.

As the Chairman said, this is an inportant time for us on a nunber of fronts,
certainly on the school and district accountability front. W're heading into
sonme very inportant stages. Today's forumw Il certainly help. | want to
announce that this forumw Il be videotaped and shared with every school in the
Comonweal th t hrough what no longer called MCET; it has a new nane,
Massachusetts Interaction. Mass. Interaction will broadcast this forum on

tel evisions throughout the Comobnweal th, and we will nake the videotape

avail able to all of our schools.

CHAI RMAN PEYSER: Thank you, Conmmi ssioner. |[|'ll introduce our four panelists,
and then we'll begin the discussion. Immediately to ny left is Leo Klaghol z,
who is currently a Distinguished Schol ar of educational policy studies at

Ri chard Stockton College in New Jersey. From 1994 to 1999, as Conm ssi oner of
Education in Jersey, Dr. Klagholz successfully instituted a w de range of
measures to i nprove education the state, including -- and this sounds quite
famliar here in Massachusetts — nore rigorous academ c standards and graduation
requi renents, charter schools, public school choice, educational schoo

technol ogy, school finance reformand school accountability systems. Dr.

Kl aghol z supervi sed the takeover of the Newark Public Schools during his tenure
as Conmi ssioner of the Jersey City District, which was the first to be run by a
st at e- appoi nted adnini stration, and which inproved to the point that the state
Board of Education was able to begin the process of restoring |local control

Sitting to his left is Tom Payzant, Superintendent of Schools in Boston, and our
host for today. Dr. Payzant began serving as Superintendent of Boston in 1995.

H s goal has been to achieve 130 schools of excellence with quality teaching and
hi gh expectations for learning for every Boston student. Under Dr. Payzant's

| eader shi p, Boston has inplenented a district accountability systemin which
each of Boston's public schools undergoes formal accountability review every
four years. Prior to Boston, Dr. Payzant has served as superintendent in four
comunities, and was appoi nted by President Clinton as Assistant Secretary for

El ementary and Secondary Educati on.

Bill Slotnik is Executive Director of the Conmunity Training and Assistance
Center in Boston, one of the |eading educational reform organizations in the
country. Under M. Slotnik's direction, the Center has assisted numerous schoo
districts in successfully increasing student achi evement. The Center has
created the conprehensive district accountability systemto determ ne district,
school and cl assroom effectiveness. M. Slotnik was one of three principa

aut hors of the conprehensive study of the state takeover in Newark, New Jersey,
entitled Myths and Realities: The Inmpact of the Takeover on Students and School s
in Newark, released by CTAC in May 2000.
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Finally, Todd Ziebarth is a policy analyst at the recently created Nationa
Center for Innovation in Governing Anerican Education at the Education

Commi ssion of the States. M. Ziebarth has been at ECS since 1997. Wile
there, he has coordinated the devel opnent of, and also witten several reports
on a variety of governance issues, such as state takeovers, school choice, and
vouchers. He has al so coordinated the work of the ECS-sponsored Nationa

Commi ssi on on Governing America' s Schools, and wote the National Conmi ssion's
report entitled Governing America's Schools: Changing the Rules, released in
Noverber 1999.

Again, | want to welcome all of you here and thank you for your participation.

I think sonmething on the order of ten mnutes, but not rigorously applied, would
certainly be a good way to get things started, and I will turn it over to Leo

Kl aghol z.

DR. KLAGHOLZ: Thank you. |'d like to talk about New Jersey's policies and
experiences, and begin by saying that its intervention policies aren't static;
they' ve evol ved substantially, particularly in the last two or three years.

That evol ution has been driven by two sets of experiences that have noved al ong
in parallel. One is the experience with the nonitoring and takeover |aw, and
the other is with court interventions in the matter of school funding. Both
have been ai med at inproving educational |owperform ng districts, but there are
di fferences.

The nonitoring | aw has enphasi zed hol ding districts accountable for reform ng
their policies and practices with nore of an enphasis directly on outputs, while
the court decisions have enphasi zed hol ding the state accountable for assuring
the equality of inputs, particularly funding, with a relative focus nore than an
absol ute one on equality between urban and weal t hi er suburban districts, such
that the urban districts now are funded at a | evel of about $10,000 to $12, 000
per pupil. [I'd like to talk nostly about the nmonitoring system though; that's
where nost of the history of experience has been, and begin by describing it
briefly.

It is, | wuld say, parallel to the Massachusetts school and district
accountability system except for nost of its life it has had a district-1Ievel
focus. Districts are evaluated every seven years by a visiting accreditation
t eam appoi nted by the Comm ssioner, and that team evaluates the district in
terms of two sets of indicators: student performance indicators and district
policy and practice indicators -- curriculum planning, staffing, student
programs, things like that. A district can be either approved for seven years
and given nmore autonomy or flexibility, or it can be given two-year conditiona
approval, if there are mnor problens, or serious ones that are only first
appearing, or it's disapproved, and then subject to annual eval uation.

If a district is disapproved and continues not to achi eve one of the other two
categories, it can be noving to Level 2, the state nay send a team back in to
take a closer |ook; but essentially the district nust then develop a corrective
action plan that gets state approval, and then there are continued eval uations.
If that doesn't work for a period of years, the state has the option of noving
the district to a third level, the criterion being | ack of progress in

i mpl enenting the corrective action plan. What happens at that level is that

the plan is translated into state directives. So it's as nuch the state's plan
now as the district’'s, and there are continued annual reviews.
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There can be interimnmeasures as well, interimintervention. But if there is a
continued | ack of progress over a nunber of years, then the state can initiate
the next step, which is a conprehensive top-to-bottominvestigation, and the
purpose of that literally is to build a I egal case that the district central

office is either not willing or not able to inplenent its corrective action
plan. |If that case is nmade successfully in a trial before a judge, then there
is a takeover. The state has the full burden of proving the need. |If it does

so, then the Board and superintendent are renoved, and the state Board of
Educati on appoi nts a new superintendent, gives that person the powers of a
school board, waives regul ations so that the person can take flexible actions,
and the individual reports up to the state rather than the [ocal board. The
state's role is to prevent that individual frominproper influences so that he
or she is better able to nmake the proper decisions.

During the history of the lawin the |ast eleven years, there have been severa
interiminterventions, the main ones being the state's stationing of a fisca

auditor in the district without taking it over, placing a nonitor general wth
broader powers, the ability to veto the Board of Education on certain matters,

and even taking over finance and personnel, but not the whole district. In
addition, three districts have been taken over: Jersey City in 1989, Paterson
in 1992, and Newark in 1995, all large urban districts. | would just make two

points to put the experiences in context, that | think are inportant enough and
not perceived as being the case. One is, New Jersey districts don't get taken
over because they're |ow perform ng, or because the state thinks it knows better
how to fix the problens. They're only taken over when it's been proven in
court, after many chances over a long period of time, that they're not trying to
fix the problem-- refusal to inplenent the central office's own corrective
action plan.

In the three cases where that's happened, the underlying reason, | think it's
fair to say, has been dempnstrated corruption of the governance and management
system a synbiotic relationship between enployee groups and city politica
figures, and the central office being placed under the de facto control of both,
such that the district's budget is being used to support a jobs program --
unnecessary, non-educational jobs: bus nonitors, custodians, cafeteria workers
i n excessive nunbers and excessive conpensation. The other reason it happens is
because the state is held constitutionally responsible, and our courts have said
over and over, you can delegate that to a school board, but not indefinitely if

things are not going well. Far from having preset answers, in every case the
state went in reluctantly, sort of backed in, and it's been very nmuch an
extended | earning process. It still is that.

Neverthel ess, ny second point is that | think there clearly have been

i mprovenents. | think it's fair to say that the district central offices under
state control are not corrupt and they're not refusing to inprove. Are they
improving is a different question. But | do think, on that point, that there is
progress toward the ultimte goal for the first time in decades, and | would say
Jersey City is the best exanple. It's the one that's been under control the

| ongest. When it was taken over, it met only 30 percent of the state
indicators, and now it neets virtually all of them such that, as was nentioned,
the process of returning to | ocal control has begun. The last two years were
the first tinme in nmany, many years that it net dropout and attendance
requirenents. It nmet all requirenents in all three sections of the

ei ghth-grade test the |ast year | was Comm ssioner. It met the witing standard
on the graduation test, and it would have nmet the others, but the test has
changed. |It's harder since takeover, and the criterion has noved from 75
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percent of the district students passing to 85 percent of students in each
school. If that were not the case, it would have nmet the graduation test

requi renments. Anong the eleven |argest districts in the state, conparing Jersey
City to where it was in '89 and currently, it went fromseventh to fourth in
reading, tenth to fifth in math, and tenth to third in witing.

Now, let ne shift gears to what has been | earned fromthose experiences, if
anything, and I, with great humlity, talk about this. These are practica
experi ences of one who has been involved in various capacities, but particularly
as Conmi ssioner for five or six years. Some of these are | essons |earned, and
some of them are types of interventions that | think are inportant. The first
is that | think a lesson learned is that conpetent and conscientious centra

of fi ce governance and managenent is essential, but not alone sufficient. That
was the reason the three districts were taken over, were problens in the centra
office; but merely fixing that was not enough. That was the early focus, and
think after five years, it was |earned that absence of corruption and even sound
managenment, while they're preconditions to inprovenment, they're not al one enough
to change student performance.

The second point that | would nmake is that the quality of people is extrenely

i mportant, the quality of the whole personnel issue. You need a talented and
dedi cated person in each job, but especially, and this is what | would
enphasi ze, | eadership in the central office and in each principalshipis
crucially inportant. Mnagenent ability, yes. Style is inmportant. But

| eadership is crucial. There are nmgjor challenges. The decisions and actions
that need to be taken are often very, very difficult. Change is difficult, and
there's understandabl e resistance, but there's also a vested interest in the
status quo, and often doing the right thing is mainly met with harsh criticism
So people of vision, integrity and courage are needed in those positions.

think, in terms of an intervention, if they don't exist, then getting themis a
crucially inportant intervention. Early takeover was predicated on replacing
the superintendent, but | think over tine we've |earned that sonetinmes the

exi sting superintendents are facing overwhel m ng pressure and could use state
help in finding ways of getting capable people in positions.

The third type of intervention | think is inportant is insulating | eaders from

i nappropriate influences. |In state takeover, | think we found that just because
the state appoints sonmeone and has that person report to the state, the
political influences and pressures don't go away; they're still there in

full force. The state-appointed adm nistrators experience themthe same way
their predecessors did, and it can be insurnountable, virtually insurnmountable,
even for a strong | eader. The state, in a takeover situation, has to insulate
the central office in a passive sense of approving sound decisions even if
they're resisted, but also | think in an active sense, in terms of |ending state
authority to the superintendent's nmaki ng of decisions, even though the pressure
is transferred up to the state level big time, frankly. | think the principals
have to be strong | eaders, central office has to insulate them and the state
has to insul ate the superintendent.

The fourth thing is that | think a school-level focus is extrenely inportant and
al nost the nost effective programstrategy. | nentioned we | earned that
district-level inprovenent is not enough. You can inmprove central office
operations, district-wide curriculum district-wi de staff devel opnment; but in
the takeover situations, in five years, it did not trickle down such that
student performance then popped out the other end. There was a need to becone
school -specific very, very quickly.
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One thing I'Il mention on that is that each of those three districts has a w de
range of school performance. There are high-performng schools in every one of
those districts. The |egislature comm ssioned a study at one point, and two of
them have found that the | evels of performance didn't correlate as much with the
students' socioecononmc status as it did with assessnents of principa

| eadership strength, where the principal was engaging the staff in a concerted
and concentrated reformeffort.

The fifth thing -- I'mmentioning seven of these -- is that in the takeover
experience, we found that the nost effective state-level school inprovenent
strategy was indeed working with the central office to engage each school in a
cyclical strategic planning process, where we had each school annually analyze
school test scores. W identified the |owest-perform ng ones, tried to get the
school team under the central office to set targets for thenmselves and to

hypot hesi ze reform strategies that they felt m ght work. Sonetinmes it was as
sweepi ng as a conprehensive school reformnodel; or it nmight be just attendance
officers or nmore frequent teacher eval uations or block scheduling; and then

there was an annual review to say, well, did that work? And then a nodification
of the strategy so that it would nmove forward, with positive and negative
consequences at the tail end. | believe that that process generated the

i mprovenents in student performance in Jersey City that had not been generated
when the focus was purely on the central office.

The sixth thing is that budgetary reallocation is an effective financial

i ntervention and integral to educational reform This is very nmuch tied into the
court decisions in New Jersey, which for 28 years had rightfully been saying,
urban districts need nore noney, nore noney, nmore nmoney, and there was a gradua
realization that how the nmoney is used is as inportant as how rmuch noney goes
in, that if it's just a matter of add-on progranms and fundi ng, and 90 percent

of the budget continues to support the status quo, that mainly you' re going to
have the same people doing the sanme things with a few extra people doing
different things. And that can be, if not counterproductive, at |least not fully
productive; sort of a case of paddling the canoe in different directions at the
same tinme. To the extent possible, there's a need to nake sure that new noney
is used for things that are going to work, and that existing funds are noved
fromthings that aren't working to ones that are. The phil osophy is that the
budget is either an instrunent of reformor an obstacle to it.

This, | think, is one of the nost difficult things, because funds are tied up in
contracts, mainly, and they're subject to bargaining, and certainly a
superintendent can only do it to a very limted point through collective
negoti ati ons, and very, very limted. This issue of reallocation has had the
full attention of the three branches of state governnent in New Jersey over the
last two or three years, and there have been a number of policy changes because
of it.

Finally, school-level parent and staff buy-in are crucially inportant, too.
Takeover is essentially an adversarial strategy, and | believe that sometinmes a
t op- down approach is necessary to break through deeply rooted and

i nappropri ate expectations and behavior. 1 also believe, and have said, that it
can produce substantial inprovenments, but only to a point. | think you hit a
wal | at some point, and you won't reach the ultinate goal. O if you do, it's

goi ng to backslide when you go back to local control unless there's the taking
of initiative at the school level, and belief in the strategies, and a
commtrment to working hard to nake them succeed -- all those kinds of things are
cruci al .
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"Il close by saying that over the years, we've had shifts in state policy that
have resulted fromthose things that |1've just tal ked about, and al so greater
agreenent between our three branches of state government on these

things. One is, | think there's less inclination to portray central offices
automatically as perpetrators. They're not held | ess accountable, but there's a
greater recognition of the kinds of pressures they face and the obstacl es that
confront them | don't think that there is any |longer a view that, therefore,
district governance and nanagenent is the sole focus or even the primary focus.
There's nore recognition of the need to enphasi ze i mprovenment in individua
schools, and these things are in policy. There's no |onger the approach

where the nonitoring system | described took this approach of giving a district
mles and mles of rope, and then hanging the district with the rope through
takeover at the tail end of the process. There is much greater effort to work
with the central office, try to insulate the central office from pressures that
m ght be placed on it, to grant waivers that would be granted if it had been
taken over. Don't wait until takeover; do it before then. Takeover remains in
pl ace for that circunmstance where, over tine, a central office will not

i mpl enent its own corrective actions, for whatever reasons, but there are
earlier interventions built in, and interventions that really amunt to the
central office and state joining forces at the school |evel

Wth the state's authority being Ient to the superintendent, which is no
panacea; | can say that, too. One area of authority is the authority to

reall ocate funds. 1In a landmark court decision in '98, our Suprene Court for
the first tine declined a petition to put nmore noney in the urban districts, and
i nstead opted to require each school to adopt one of the conprehensive schoo

ref orm nodel s, and enpowered the state to fund that first through reallocation;
and then failing that, to ask for noney on a case-by-case basis, such that the
money then would go to that school's budget that had holes in it. Couldn't be
done through allocation; we ask for nore noney, and now it goes to where the
nmoney i s needed.

All those changes in policy are only that at this point. They're in the infancy

stage of inplenentation, and I'll say this as a closing statenent, that the
extent to which they'll becone a reality in practice remains very nuch to be
seen.

CHAI RMAN PEYSER: Thank you very nuch. Tonf

DR. PAYZANT: Thank you very much. 1'd like to use my time to talk a little bit
about the accountability systemthat we're working with in Boston, and then make

a few general comrents about alignment with the state system | have a one-pager
that's a visual. | think you will see that this very nmuch follows the
princi pl es of a package of standards-based reform |If you |ook at the top of

the chart, it starts with our five-year plan, Focus on Children, which really
made out the major goals of the school system of which there are four, the big
one being inproving student achievenent to high levels for all students. This
five-year plan is inits fifth year of inplenentation, and we are in the process
now of doing Part 2 for the next three to five years.

It started with city-wide learning standards in the major disciplines to align
with the curriculumframeworks, because any standards-based reform systemhas to
start with a very clear set of expectations about what we want students to
learn. The strategy is for 130 schools, not just a few, and a whol e schoo

i mprovenent plan is required annually fromall schools. The whole schoo

i mprovenent plan is based on a nodel that we have established in Boston that is
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not rigid with respect to detail, but clear with respect to six essentials that
nmust be addressed in the plan.

The first elenent is clarity about an instructional focus, which began with
literacy and subsequently with math; not to the exclusion of the other

di sci plines and other subjects, but recognizing that, where we have a nunber of
students who are far behind where they need to be, given rigorous standards,
that there has to be a real focus on literacy efforts across the curriculum and
mat hemat i cs.

The second essential is really to use data for decision-making, and to not just
use quantitative data, but also for accountability purposes, which is in this
plan, to try and understand better what is working and is not working, and to
al l ow educators to reflect on instructional practice. For exanple, part of that
use of data is getting teachers together to | ook at student work, to devel op
rubrics to assess that work agai nst, and to have a good sense of what the
results of the teaching and | earning are by using those results to inprove that
teachi ng and | earning.

The third essential is to reflect on best practice, whether it be in a classroom
down the hall, in a school on the other side of the district or...(distortion in
vi deot ape) .. .wonderful education plans, but the real plan often is the budget.

If the allocation of the resources does not align with the educationa
priorities, sonmething is awy. So that becones an essential that schools have
to address as they put together their whole school inprovenent plan

The nopst val uabl e resource that any school has is its people who are going to
work with children and students in the classroom so there's got to be a ngjor
Il ong-term high-quality focused strategy for professional devel opnent that wl

connect with the priorities of the school. If you' re going to have a bal anced
literacy nodel for reading and witing in the school, then you've got to have a
very thoughtful, connected professional devel opment plan that will help teachers

devel op the kinds of skills that are necessary to be effective in the classroom

Finally, it's the whole notion of partnerships. The schools can't do it al one,
but the family and conmmunity have to be engaged. This is a fundanental
essential as part of a whole school inmprovenent plan. Those essentials are not
negoti abl e, but there is roomfor variability and creativity in how a schoo
puts together its plan for addressing those essentials. You'll see next on the
chart, if you've got clear standards about what students should |learn, a
curriculumthat gives themaccess to it, good teaching practice supported by
prof essi onal devel opnent, a support system for teachers, then with assessnents
of a variety of types, students should be able to denobnstrate, because they have
been taught what we wanted themto |learn, that they have actually |earned

sonmet hing and can apply it.

Qur assessnment system has several neasures. In 1996, we went to the Stanford 9
Achi evenent Test, because it was just at the tine that the state was changi ng
its assessnent system and | believed that we had to have sone data. At the
time we went to the off-the-shelf test that we could use in reading and math for
that purpose. W've also, in the |ast several years, used the state assessnents
in Grades 4, 8 and 10, and |I'm actually happy to see that the assessnments wil

be distributed nore evenly across grade | evels, because |'ma strong believer in
the i nmportance of having cohort data where you can really follow the progress
that individual students are nmaking over time. If the gaps are too great between
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the adm nistration of the assessnents that you're using, it nmakes it very, very
hard to do that.

We've al so, just this past year, realized the inportance of the use of interim
measures during the course of the year. Now, you can say that good teachers
have al ways used them but we're tal king about interimneasures that can becone
part of a database, that while primarily used for the purpose of inmproving

i nstruction, could conceivably be another neasure to determ ne whether students
have nmet benchmarks for pronotion purposes or for other purposes. W are
requiring schools now as part of their plan to do formative assessnments in
reading and math in the fall, md-year, and in the spring. W're using
instruments like the SRI and DRA for reading. There are nore problens around
of f-the-shelf math assessnents, so we're devel opi ng some of our own, and hope
that we will have better diagnostic assessnents that can be used for formative
assessnment purposes. Any good businessperson will tell me in conversation, why
do you wait until the end of the year to see how you're doing? You nay say you
can't live week to week in school, but you could at least |live quarter to
quarter; we have to do it. There's a certain anount of power in that
observation, because the end-of-the-year results don't give you tinme to nake
some m d-course corrections. They do allow you to use them for powerfu

deci si on-nmaking in the years ahead.

A big piece for us was noving to performance standards and novi ng away fromthe
bel | -shaped curve, and even taking Stanford 9 results and reporting them as
performance Levels 1, 2, 3 and 4, just as the MCAS is reported in performance
Levels 1, 2, 3 and 4. That is critically inmportant to ne because when you've
got the bell-shaped-curve nentality, it's too easy for people to figure out that
there's always going to be a distribution. Whether it's true or not, it's
percei ved as wi nners and | osers. Wen you've got a standard that you believe
all students should neet, but some will take |onger to get there than others,
then it's not a question of spreading the distribution along the continuum but
working to get all students to that standard. It keeps people hopeful and in the
ball game in terns of the idea that we can do it. It may take us a bit |onger
but we can get there. You can't have it both ways and say you have a standard,
but it's okay only to get halfway to the standard, particularly if the standard
is going to be connected to access to opportunity, which it is in this day and
age.

The next piece of the assessment systemis what we call school quality reviews,
whi ch have two parts. There's an annual checkpoint review, which is really a
report on each school, with all of the quantitative indicators that we have:
attendance, drop-out rates, achievenent test data from Stanford 9, MCAS and so
forth. Then the school in-depth review, which really cane out of sonmething that
the pilot schools in Boston tried, they're really in district charters that are
the result of an agreenent between the Boston Teachers Union and the Schoo
Department, that allows el even schools to have a great deal of flexibility from
uni on contract to school committee policies. It is really recognizing that

just having the nunmbers isn't good enough; you' ve got to have a qualitative | ook
at a school that relies on people, a team of people conming into a school and
spendi ng a couple of days | ooking at the whole school plan, visiting classroons,
talking with parents, students and teachers to get a sense of what really is
happeni ng day in and day out at the school, and having a rubric or a set of

st andards agai nst which they can wite a qualitative report that gives sone
hel p, gui dance and support to the schools.
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Every school will go through this review every four years. W are now in our
second year of inplenmenting this. Last year we did thirty schools, and 80
percent of them met or exceeded standards. 20 percent did not. That has |led us
to some targeted intervention in those schools that did not neet standards. In
the next section you'll see that, as you go through this process, a school can
exceed or neet standards, and we have school inprovenment awards that recognize

t hat acconpli shnent.

School s that do not neet standards, and there can be targeted change, which may
be very specific to a standard or two that they' re not neeting, or if they have
br oader kinds of shortcom ngs with respect to neeting standards, there can be
intervention. Not unlike the state, often the first thing is, at the schoo

| evel, a change in the | eadership, the principal or headmaster. There may be
sel ective staff changes. Wat we can do on that front often is limted by what
the union contract says that we can do. And then there is reconstitution, which
we have not done in Boston.

One of the interventions that we do coll aboratively with the union, and | did
| ast spring, was, under the contract, there can be an intervention teamwhich is
jointly selected by the superintendent and the union president that goes into
the school, spends two or three days, sonetinmes nore, and wites a report on the

strengths and shortcom ngs of the school. While the composition of the team has
t hree peopl e appointed by the union president, two appointed by me, and | was a
little bit skeptical about whether it could work, | was really quite pleasantly

surprised, because the union president worked really hard to get top-notch
teachers on the teamwho went in and were really seriously interested in |ooking
at teaching and |l earning issues. Wile | got expected suggestions for change of
| eadership, | did not get suggested changes for moving sone specific teachers
out, although |I got a very, very straightforward and candi d assessnent of the
generic kinds of issues around teaching and |earning that needed to be addressed
in the school

As a result of those three intervention teamreports in three high schools --
Sout h Boston, Boston High and Dorchester -- there have been major changes nade
this year: |eadership changes in the adnministrative teans, all or in part,

di vidi ng the South Boston High School into four small |earning comunities with
smal |l |earning conmunity principals all new at that school, or three of the four
new. At Boston High three small |earning communities with a new headmaster and
buil ding on small [earning community work and curriculumwork that had been done
at Dorchester High. So that is a very specific kind of intervention that can be
used. The other schools that went through the in-depth review that have not met
standards are getting targeted support.

Al'l of this work has got to be reported to constituents. W do annual report
cards that are issued each January, just at the time that parents are visiting
school s and deci di ng which schools they're going to choose as part of our
student assignnent and school choice system

I"d just like to end by saying that | believe very strongly in the standards-
based approach. | think that in any accountability system there has to be a
focus on inprovenent. |If you just rely on absolute rankings based on a snapshot
of data at a particular point, then you run the risk of having | ow perform ng
schools, and certainly there are a greater nunber in our urban school districts
al ways finding thenselves at the bottom of the ranks. That can be an incentive
for theminproving to a point; but if they start to inprove and they're stil
ranked as | ow perform ng under an accountability system then it's very hard for
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themto get up every norning, teachers and principals, and say, |'mgoing to go
to school and nake a positive difference for kids today. There's got to be a
tough and rigorous accountability system but people and institutions within it
need to be given support for progress that they are nmmking, so that conceivably
you can have a school in the mddle of the ranking by a snapshot | ook agai nst
the indicators that is nmobving just a tiny bit, and | ow perform ng school s that
over several years are really naking dramatic gains. That has got to be
recogni zed.

The final thing I would say is that the support systems are tremendously
inmportant. It's not enough to just tell people why they' re not perform ng;

you' ve got to give thema chance and support and help and a plan for how to

i mprove. At each stage, as the stakes get higher, if they don't perform then
it seems to ne, the top-down strategy, the nore prescriptive strategy, has to
kick in. The trade-off is, to the extent you're not perform ng, you're not
changi ng, you're not doing a better job, you |ose some of your flexibility and
autonomny; but to the extent that you are maki ng progress and inproving, you get
some of it back. That's part of the reward and incentive system | think this
is pretty consistent. |'ve got a few differences on sone of the state system
but in terms of the overall approach, it's very simlar, and | think it's

i mportant that we align state and | ocal accountability systems so we're worKking
t oget her and not at cross-purposes.

CHAI RMAN PEYSER: Thank you very nuch.

MR. SLOTNIK: | think, as we | ook at this issue of state intervention, the core
issue is: How do we use accountability as a vehicle for school and district

i mprovenent, rather than as a hammer on under-performers or perceived under-
performers? As | discuss this issue -- and Leo has described the conprehensive
efforts in one state, Tomin a district -- I"mgoing to speak a bit nore
nationally. M frame of reference is the work of CTAC in twenty years of
working with school districts, primarily urban districts but not exclusively.
This ranges frominvolvenent in major state interventions, including district-

wi de takeovers in places such as Newark, Cleveland, and to a | esser extent,
Conpton, California, to initiatives that target specific under-performng
schools in states ranging from California, where they're nowin their second
year of a mmjor intervention that will be assisting 430 schools -- they assisted
430 | ast year -- to Kentucky, that works on a rmuch smaller scale. [1'Il be
drawi ng as well from other involvenments that address these sane issues, but from
a different angle or different perspective, including Denver's current effort to
become the first urban district to inplenent a pay-for-performnce system for
teachers in such a way that teacher conpensation in part will be linked to
student achi evenent; and then broad-based change efforts ranging fromlarge
districts such as Al buquerque, New Mexico, to Jackson, M ssissippi, and smaller
districts throughout California.

I'"d like to start, though, by looking at the overall context for this. Right
now, nationally, twenty-three states have the authority to take over schools or
districts or both. Thirteen have already utilized this authority, and as in
Massachusetts, many nore are considering noving in this direction. The premnm se
toit all is that inmprovenent will get better under state |eadership. The
challenge is, | think, as people in New Jersey and California and others have

di scovered, denobnstrating you can help is often nore difficult. | think when we
| ook at these issues of state interventions -- and this struck ne actually the
nost when | received your programin the mail -- is state interventions at
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school and district levels are very, very different kinds of interventions. Not
only by type, but they also vary within type, and they differ significantly in
terms of scale, in terms of scope, and even the |evel of prescription.

| also think that when you | ook at district takeovers, what works for snall
districts doesn't always work for large districts. For exanple, fromthe New
Jersey experience, one of the requirenents under the takeover legislation is
within a year and a half, you have to evaluate every principal and vice-
principal in a district. 1In a small district, that m ght involve evaluating
twenty people, and that can be done over a year and a half period of time. 1In a
pl ace |ike Newark, it involved al nost two hundred people, and was significantly
nore chal | engi ng

The school interventions also vary fromtargeted interventions to takeovers of

i ndi vi dual schools; yet one thing we have to bear in mnd, particularly as
Massachusetts | ooks at the possibility of school interventions, is under-
perform ng schools by and large tend to exist in the context of under-perform ng
school districts. Just as there are risks and dangers involved in working at
the district level, there are also flaws if you don't work at that |evel

The third point I'd make -- and I think the New Jersey experience has really
borne this out and, | think, in very positive ways -- is state intervention is
not, and cannot be, the intervention of last resort to i nprove a schoo

district. At root in this country, education is a local enterprise, and there
is an intrinsic tension between state intervention in a |local enterprise.

I think there are some things that state intervention can do, whether it be at
the school or the district level. It can get very serious problens on the radar
screen where they've often been overlooked. It can be a catalyst for

i mprovenent. |t can address issues of corruption, and here | mean two types of
corruption. One is the legal corruption. For exanple, at one point in Newark,
there were three federal grand juries investigating past practice. It was |ike
wat chi ng one of the |legal programs on television, but with nore serious

stakes. But there's also another type of corruption that can exist in many
districts where people don't know that there are other ways of doing business.
For exanple, an issue that has domi nated discussion nationally in elenmentary
school s is, should we pursue whol e | anguage, or should we pursue phonics? In a
nunber of the districts that have been taken over, that discussion is not on the
radar screen. So even sonme core concepts that liberals and conservatives alike
woul d agree are key to a good school are not always w dely understood.

It al so can address dysfunctions in fiscal systens, personnel systens -- |'d use
the triage concept: It can stop henorrhaging. [|ndeed, when you |l ook at the
State of California and what triggers takeovers, the Conpton takeover is the
only one where education was one of the triggers. At root, it's a budgetary
formula that triggers takeovers in California. Utimtely, long-term

i mprovenent depends on local initiative and | ocal capacity. So the key, froma
state perspective, is howto trigger and build the foundation for that capacity.

| spoke to Jimyesterday, and having worked closely with the Newark situation

I took a guess at what sone of Leo was going to tal k about, and Ji m asked that |
focus nore on interventions at the school level. As | talk about these, I'd
like to also point out where | think there are inplications for ways the state
Depart ment of Education needs to reorganize or adjust its capacities to help
peopl e out or find people who can do that help. | would focus on six pieces
that | think the state needs to think about, and you'll start seeing sone

overl ap between what |'m sayi ng and what Leo and Tom have sai d before.
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The first is that the initial intervention has got to be comunicated with great
care, and against a set of very, very explicit criteria. Now, these vary
tremendously. The New Jersey takeover |egislation, for exanple, spells out the
entire process, and Leo wal ked you through the three I evels of that review

In California, it's based on a fiscal involvenent at the district |evel

But in other places it functions very, very differently. For exanple, in
California, it's largely based on student performance agai nst normreference
tests. In Kentucky, they' ve taken it to some different levels. For exanple,
one of the schools that was taken over in Kentucky is unfortunately one of the
hi ghest-performng mddl e schools in the state. The problem was, because it was
al ready performng at a high level, it wasn't showing any nore gain. This is

per haps not the best use of resources in a state that in many ways has thought
through state issues very, very thoughtfully. But you also need to have an

under standi ng of |ocal context. For exanple, you may have a school that shows
up as performng at the 40th percentile. You decide that's inadequate, and you
deci de perhaps it's a candidate for intervention. But that may be a school that
has had a new principal in the |last two years; and unless you can track the gain

going on -- maybe that's a school that has made a junp froma 20th percentile
performance to 40th percentile. |In case, if you viewit as where they are right
now, a real estate agent would say it's not a very good school. But | don't

think there's any educator in this or any other essential admnistration in the
country that wouldn't like to see that kind of gain. So understanding |oca
contexts is extrenmely inportant.

It's also inmportant, as you intervene, to figure out who you need to hook up
with. | think one of the things we |earned in New Jersey is, even when the
state bends over backwards and the state-appointed superintendent bends over
backwards to reach out to the community, state departnents of education are

not grass-roots organi zations, and they don't have the resources or skills to do
that. If you don't find ways to hook into community constituencies, you can
often be dooned before you get off the train because you'll be perceived as an
occupying force, perhaps be perceived as arrogant, and you're already entering
situations that are often highly politically charged. | think a recurring issue
we see nationally is that teachers and principals get very upset when they're
brushed with a broad stroke, suggesting that they're under-perform ng. They may
not all be; and in fact, what you can be doing by broad-brush labeling is adding
to the burden of those who are conpetent and who you're going to need as allies,
because the first year of intervention is often a very rough year. So the first
point is around the initial intervention and conmmuni cation

The second is to build in positive incentives. It was interesting for nme, one
of the points that Tom had tal ked about as part of his forrmula here in Boston

is you have to build in a very significant capacity-building function, which is
to say, if you're doing a school-site intervention, you have to be able to
provi de people with a professional devel opnent programthat relates specifically
to their local, individualized needs. The state either has to have that ability
or has to develop it, because again, many of these schools exist in districts
that don't have that ability.

From a state perspective, you have to weigh the issue of financial resources and
what kind of incentives you can build there. State intervention cannot be

anot her unfunded mandate. It will not work. To build on what my predecessors
have tal ked about, a budget is basically a statement of what you believe in. |If
the budgetary authority isn't there to back up the intervention, particularly at
strategic points, you'll fall short of the nmark.



Board of Education Forum
November 14, 2000
Page 14 of 30

I'"d now like to move fromthose two what | woul d consider state process issues
to really the substance of the intervention, and | think these have to be
grounded in the area of school inprovenment planning and inplenentation. Here,

my third point overall is that the first step of an intervention has to be
di agnosis. | think we have to be very, very careful about broad generalizations
we may draw about a school. By diagnosis in that first step, |'mtal king about

a very rigorous and conprehensive anal ysis of student achi evenent data.

Let me frane this in a national context. Sone of the people in this room
weren't even born forty years ago, but | think you all know that in his

i naugural address in 1960, John Kennedy said that we will make it to the noon in
ten years. People still renmenber that forty years later. | think the reason
for that is, everybody knew where Earth was, and everybody knew where the Moon
was, so it was a matter of bridging that distance. But that's not always the
case within schools. W need to know not only what district trends are, but

al so school by school, grade by grade, student by student, how are we achievi ng?
What are our |levels of achievenment? Because if we can't disaggregate data to
this level, then we're largely going to be maki ng our planning and genera

deci si on-maki ng driven by intuitive assunptions about what we think woul d work
rather than by what the data is really telling us about student achievement. To

give you a sense as to howdifficult this is -- Tomreferenced cohort groups.
If I had a red flag, | would have put it over that comment and agree with it
entirely.

In Newark, for exanple, when we studied the first four years of the state
takeover, we were only able to track |ongitudinally, meaning the same kids each
and every year, in a district with 44,000 students, we could only track 2,500

ki ds over those four years, the sane kids in ternms of their performance. Now, |
think what that did in Newark -- and there are copies of the Newark report here
for those of you who are interested -- in fact, | think that not only undercut
the improvenment efforts at the sites, but | think Newark has quite a story to
tell at the elenentary level in terns of their acconplishnments which the data
does not now allow themto tell

The second area that | think we have to get at in ternms of diagnosis, and al so
tied into school inprovenents -- this will be my fourth overall point -- is we
have to rigorously analyze organi zational conditions; and | want to tell you
where that mindset cones from Qur earliest involvenents were in the '80s in
school desegregation in Canbridge when they came up with their voluntary
desegregation plan. Despite school departnent slogans, such as "All children can
| earn,™ or "Student achievement is job one" -- isn't that great when we can
nodel our slogan after the Ford Modtor Conpany? -- the issue is, in a lot of
districts, there have been a | ot of kids who have been witten off.

During the '80s and early '90s, a lot of times you'd see an abandoned el enentary
school or storefront |earning center, and a bunch of kids would be put into that
building with some faculty, often very young and dynam c, who believed in them
and a bunch of kids who people often thought couldn't learn, if you go back
there six nonths later, are |learning at higher and hi gher |evels, which suggests
to us there is a relationship between organi zational conditions and student

achi evenent .

By "organizational conditions,” |I don't nean working conditions; that's the
dormai n of collective bargaining. | nmean rigorously analyzing involving an entire
school conmmunity: the administrators, all the administrators, all the teachers,
signi fi cant nunbers of parents, not just the nine or ten who mght be in the hip
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pocket of the school council or the principal. W wuld argue in Grades 5 and
above, you can also involve students. As a matter of fact, the nore we work
with schools, the more I'm convinced that nost students genetically are
soci ol ogi sts, and they can tell you a |ot about what's going on in a building.
What you want to | ook at, having rigorously analyzed the student achi evenent
data, is the issue of causality. W' ve spent a lot of tine in the area of
education focusing on ‘What are we going to do? How are we going to do it?
Let's not rush to adopt the program nodel w thout understandi ng why we're having
the I evel s of achievenment that we're having. Were we're having high

achi evenent, why are we having it? Because those are the pockets of success
that we want to extend throughout our school and throughout the district. Where
we have underachi evenent, again, why are we having it?

People will say, ‘Mbility is out of our control. Poverty is out of our
control. W're doing really as well as we've ever done before. The problemis
the kids have changed’. The m nute you allow that to becone enbedded in the
culture of the school, | think you' ve |lost the battle. What you' ve got to do is

| ook at the factors that people in a building have influence over, if not
control, such as, how are we using assessnent data at the school site? What's
the quality of the instructional methodol ogies here? What are our attitudes
towards the students and the parents? What's our relationship between our
overall |earning goals and our school inprovenent plans? What's actually taking
place in the classroons, and what's happening in homework? When you start doing
this, even jaded faculties and very entrenched faculties often can enbrace the
conditions there.

From t hose, you then cone to point five, which is the resultant plans. This,
too, is an issue that some states have run into problens with, and New Jersey
did initially, which is, we can't treat acceptable behavi or and unacceptabl e
behavi or the sane way. If we do, it's a slap in the face to the people who are
behavi ng acceptably, and it's reinforcing the very wong thing. If you start
getting plans out of school sites, if you're doing individual schoo

i nterventions, and you don't see that the school plans are based on the analysis
of data, you don't see that probe for causality that involves the schoo
comunity, you can't just approve that, because then you're not going to have
any success. | think one of the major things we've |earned through these kinds
of interventions is that there's a significant distinction between

acconpli shmrent and activity. Wat you're trying to do is promote the former and
not allow the latter to suffice for that.

My sixth point -- and | renmenber when | was the person who interviewed Leo as
part of our study of Newark, and we spent quite a bit of tinme on this -- you
have to have very, very reasonable tine |ines and targets. One of the ngjor

| essons we | earned in Newark through a state takeover is the sane | esson we

| earned previous to that in C eveland, Chio, through a state takeover, which is,
if you set targets that are unrealistic and nobody thinks can be net, and then
you don't neet them you don't advance the cause of reformat all. (Videotape

bl acked out briefly; possible small section of presentation not recorded.)

The first is student achievement. Despite so many protests to the contrary,
this is a bottomline business. Qur goal is to increase the |levels of student
achi evenent, so that whatever reformefforts we do, the beneficiaries are the

students rather than just the adults who work with the students. | think if
we're really helping kids, the adults will get hel ped along the way. But we
have to have evidence that's both denonstrable and sustainable. | think if the

state gets involved in this area, this is a marathon; this is not a sprint. W
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have to have credi bl e nmeasures and assessnents to really have validity, to
really determine if we're making progress. | would stress the word progress,
because what you want to have in districts -- and this, again, was a |earning
out of New Jersey -- is be able to show that you're having a continuing progress
towards a set of achi evenent standards.

Qur neasures really do have to be valid, and I think realistically -- and the
state Board has already seen this in Massachusetts -- there are basically two
types of validity. One is the educational and statistical type; the second is
political. And it has to work at both |evels.

The second area beyond student achievenent is that we also want to see gains in
organi zational capacity. This puts a burden in terns of judgnments on the state
Depart ment of Education, or whoever works at this kind of effort. You want to
see evidence that people are using planning and budgetary resources to
positively inprove and change both instruction and the institutions where

i nstruction takes place. For exanple, in California, where they just went
through what's called the I1USP, the Intermediate Intervention in Under-
perform ng Schools Program-- and | ast year it worked with 440 schools -- one of
the maj or problens that energed in a couple of the larger counties in
California is that they had a great deal of trouble seeing after they've gone
through this whole review and pl anni ng process as to whether those plans really
bore any relationship to instruction. There are a lot of fix-its you can do in
this field that don't necessarily bring you to the classroom You want to nake
sure there's evidence that organizational capacity is noving in that area.

The third, which | think these two words are often the curse for states, is

I ocal control. Before you ever get involved in the area of intervention, the
state had better factor into its gane plan how, on the front end, it is planning
to return schools to |local control and what the criteria for that ought to be.
You really don't want the intervention to turn into Vietnam | think, under

| ocal control, there are two issues: again, the readi ness and capacity to nove
a school or district forward on behalf of children; and the second, as Leo

tal ked about, which is what triggered the intervention in Newark, is the intent
to use this capacity. Having |ooked at the state takeover |laws in many, many
states, some of which have already been used to take over school districts, npst
of themare witten and have a path that would | ead you not to want to take over
a district. That's not their goal; their goal is to avoid that.

My fourth point under success -- and | would say this is the nost critical, and
national |y has proven to be the nost elusive -- the real neasure of success
long-termis, have we changed the ways people think and behave within the
schools and within the school district? Because this is really the key to |ong-
termresults. Do we have schools that are really driven by the needs of
children? Do we have school districts that are really driven by the needs and
priorities of the school sites? From ny experience, | think this takes a half-
generation to acconplish. Indeed, when you | ook at the successfu

superi ntendents around the country, whether it be in places from Jefferson
County to here in Canbridge to San Di ego, when Tom was there, these are

superi ntendents who have been there for a while because they understand it's a
| ong-term process.

| think there's a lot nore involved here than putting a few people in place or
havi ng high-quality plans. 90 percent of the people, if not nore -- and | nean
prof essionals -- who you're going to be dependi ng upon to have the long-term
success of your district and whose futures of the kids you're placing in their
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hands, they're the people who are already in those districts. So you really want
to see evidence of change in how they're doing business, because ultimtely
you're trying to nove fromwhere the reaction to the intervention by the state
isn't one of conpliance, but is one of a true comnmtnment towards a new way of
doi ng business. Thank you

CHAI RMAN PEYSER: Thank you, Bill. And finally, Todd?

MR. ZI EBARTH: Good evening. It's a pleasure to be here with you today, and to
have the opportunity to discuss the difficult, yet inportant issue of state
interventions in public schools. I"mgoing to spend ny tine tal king about nore
specifically about takeovers of districts and schools; and given where | cone
from the Education Conm ssion of the States of Denver, | want to provide a

pi cture of what's happening across the nation in this issue.

As Bill nentioned, at the present tinme, twenty-three states have policies on the
books that allow themto take over a district because of academ c probl ens; and
I think it's inmportant to distinguish between sone of these types of policies.
In some states, the policies apply in general to all of the school districts
within a state. They establish acceptabl e and unacceptable | evels of
performance based on certain indicators, and usually provide a succession of
sanctions for academ c problens, with takeovers being the ultimte sanction.

Sone of the exanples of these policies are in Al abama, West Virginia, and, as
Leo and Bill have mentioned, in New Jersey. Oher states have enacted policies
that target specific districts for a takeover, by either the state or another
entity such as a university, or, nmore commonly, a mayor. Exanples of policies
speci fying districts for state takeover include Connecticut's policy for the
Hartford Public Schools, New York's policy for the Roosevelt Union Free Schoo
District, and California's policy for the Conpton Unified School District. And,
as folks in Massachusetts are well aware, there are a number of states that have
policies which target districts for nmayoral takeover, Boston being one of them
I1linois enacted a policy for Chicago; and Chio eventually did for C evel and;
and nost recently, Mchigan enacted a policy to give the nayor authority to run
the schools in Detroit.

In practice, the Ilevel of state control and |local influence in takeovers

varies fromstate to state. 1In some cases, such as New Jersey, state officials
relieve school board nenmbers and hi gh-level admi nistrators of their

responsi bilities and appoint others to manage the school district in their

pl ace. |In other places, such as West Virginia, school board nenbers and high-

| evel administrators remain in place as an advisory group. These officials
advi se state-appoi nted decision-nmakers on fiscal and budgetary matters, but

mai ntain authority to make decisions in the area of curriculumand instruction

Most recently, several states have broadened the takeover notion to allow state
t akeovers of schools based on acadenic problens. At the present tinme, 15 states
have enacted such policies. However, only two of these states have actually
used this authority take over and run a school. These two have done it in very
different ways. One is Al abama, where in 1999, they took over one school, a
hi gh school in a rural county; and then this year they took over five nore
school s, including elenentary, mddle, junior, and high schools. The other
state which has begun to experinent with this is Maryland, where first in the
m d- 1990s they established an accountability system which categorized schools
based on perfornmance. One of these categories is ternmed reconstitution-
eligible, and if a school is placed in this category, they are at risk of being
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taken over by the state. Earlier this year, Maryland actually took over three

of the schools that had been in that category for quite some time, and what is

uni que about Maryland's intervention is that they have decided to contract with
Edi son Schools to run these three schools.

Let me briefly turn to the effects of takeovers, and | think it's inportant to
note that there is really a scarcity of research on the effects of takeovers of
districts and schools, and there's also a shortage of unqualified success
stories of these kinds of interventions. That said, though, | will address this
i ssue of effects by summarizing what we do know i n general about the effects of
t akeovers.

As Leo nmentioned, for the npbst part, takeovers seemto be yielding nore gains in
central office activities than in classroominstructional inprovements. As
evidence, if you | ook across the 18 states that have actually intervened in
school districts, you can pull out a handful of effects that are fairly

consi stent across these places. One is that takeovers have elim nated nepotism
within a district's decision-nmaking processes, specifically in the area of
personnel decisions. The takeovers have inproved the district's adnministrative
and financial managenent processes; oftentinmes they have renoved the threat of
teacher strikes within a district. |In a couple of places, nost significantly
Chi cago, they have upgraded the physical condition of schools within a district;
and finally, they are credited with often inplenenting innovative prograns for
targeted schools within a district.

Despite these positive results, takeovers have produced effects to the contrary,
such as the $70 mllion deficit incurred by a state-appointed admnistrator in
Newar k, and al so the ten-day teachers' strike in Detroit which occurred six
nonths after the mayor assumed control of the district. So while for the nost
part they've produced positive gains in the areas that |'ve nmentioned, there are
exceptions to the rule.

Furthernore, and perhaps nore inportantly, student achievement still often falls
short of expectations after a takeover. |In npbst cases, academic results are
usual ly mi xed, at best, with increases in student performance in sonme areas and
decreases in student performance in other areas. The bottomline is that

t akeovers for the nost part have failed to produce dramatic and consi stent

i ncreases in student performance, as is necessary in many of the districts and
school s that are taken over. Two prom sing experiences stand out anmong the

t akeovers, however, and 1'd like to briefly note them

Bill made an excellent point of distinguishing between takeovers in smaller
districts and takeovers in larger districts, and the first exanple I'mgoing to
provide is the West Virginia takeover, the Logan County Schools, which is a
smaller district in rural West Virginia. |In 1996, the state took over the
district, and over the course of a few years, test scores have increased,
managenment has i nproved, and | ocal support was strengthened by the state's
effort. According to the former West Virginia Superintendent of Schools, from
hi s perspective, the state succeeded nostly because it kept the school board in
pl ace, albeit with reduced powers. State officials felt the district's

deci si on-makers needed to be a part of the recovery process, largely so they
woul d know what to do when the district regained sole control of its operations.

The other prom sing experience is a larger district, and it's one that has
received quite a bit of publicity over the last five years, and that's the
mayor al takeover of the Chicago Public Schools. This is one of the few pl aces
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where we actually have academ c studies of the effects of the takeovers, and
studi es by the University of Chicago and the Consortium on Chicago Schoo
Research have shown both inproved managerial efficiencies in the district, as
wel | as substantial inprovenents in achievenent in a |arge nunber of Chicago’s
public el ementary school s.

| think it's inmportant to point out what's uni que about the Chicago takeover is
that when the state | egislature enacted the policy to give the mayor control of
the district, they also did a couple of other things. They gave the district
adm nistrators a lot nore flexibility in determ ning howto spend their funding
allotnments fromthe state; so a ot of the noney was given to themin broad
categories as opposed to specifically earmarked funding. They also tackled the
col l ective bargaining agreenent at the state |evel and changed the paranmeters of
what could and coul d not be negotiated, which gave the adm nistration a
tremendous anount of, or relatively trenmendous anmount of flexibility in how they
assi gned teachers.

In closing, let ne state that although takeovers are not a silver-bullet
solution to the problem of |ow performng districts and schools, they are
forcing policymakers to re-exam ne their state accountability systems. And as
they do this, at ECS we woul d encourage themto think about accountability and
to consider the following things as they do so: (1) Use nultiple indicators to
measur e performance; (2)Use val ue-added assessnents to neasure a school and
teachers’ inpact on a student; (3) Disaggregate the data within a school by
race, ethnicity, gender, income, |anguage, and special education; (4)Categorize
districts and schools by Ilevel of performance; (5)Provide additional and
targeted funding to lowperformng districts and school s as necessary; and

(6) Provide technical assistance to |lowperformng districts and schools as
necessary. The bottom|line, from our perspective and our experience in |ooking
at this issue, is that any changes in governance through takeovers need to be
connected to changes in teaching and |earning that happen in a classroom By
doi ng that, takeovers may be able to contribute to inproved performance. But
that connection needs to be made in a strong way.

CHAI RMAN PEYSER: Thank you very nuch, Todd. One of the issues that | find
conplicated here, and sone of you have touched on it, is the relationship
between the school and the state. The idea is to intervene in an under-
perform ng school, which of course is enbedded within a district. One night
presune that if the school is really performng at truly unacceptable |evels,
that inplies something is wong in the district itself. 1t could be, in theory,
the district that is so large that this school has just fallen between the
cracks. | don't think that would typically be the case in Massachusetts. So if
you're confronted with a situation, | guess the first question is, to what
extent do you hold the district accountable for the performnce of the school ?
To what extent do you attenpt to either reformthe district, and thereby nmake it
possi bl e for the school to succeed, or to create separation between the district
and the school? Putting it another way, are there situations where divorce is
the best solution rather than trying to reconcile the famly menbers?

DR. PAYZANT: | think you have to | ook at the school in the context of the
district, initially, and work with the district on the strategies for targeting
ways to inmprove the school if the district hasn't already attenpted to do so.
And | say "in the context of the district," because you could have a district
with a third of the schools that are not performng well, and two-thirds that
are; and does that really nean that the district has got it all wong, or just
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that they really need some hel p and support in figuring out howto deal with
their | owest-perform ng school s?

Now, if you go through that, and there are one or two exceptions or sonme nunber,
and the district isn't being responsive, and doesn't have a plan, and can't show
any progress, then | don't really have a problemw th nmore dramatic intervention
by the state. But | think the district has to be given a chance, working with
the state, to show that there is a plan for inprovenment, and there is a
reasonable tine, at least a year or two, for the school to denobnstrate that
progress is being nmade.

DR. KLAGHOLZ: |1'd say, too, along the same lines, that it depends; and if | saw
a plan like Toms, 1'd be inclined to stay out. This is a solid effort to

i mprove, and so | would say, what can the state do? And one thing state
departnments can't do is be sources of w sdom and expertise about this stuff.
That's a false assunption; it's a very difficult challenge.

I think sone things the state can do in a circunstance like that is that if
there are decisions -- give the superintendent coverage, for one thing, that if
there are tough decisions that need to be made, that sonmetinmes state authority
can help do that. Certainly fiscal support is another thing, and so forth.

The reason the New Jersey law is designed the way it is, to avoid a takeover, is
the local control issue; and that is only if there's nothing like this in New
Jersey, that the district isn't doing it, that then the state gets invol ved.

The history of it gets involved at the district level; but this 1998 court

deci sion has focused the state's attention on the school in a way that says,

we're concerned -- this is the Supreme Court -- we're concerned enough, after
decades of raising school funding, about l[ack of results in how noney is being
spent that we want to see a budget for each school. This is what the court is

saying. If the school doesn't have an adequate budget to do what it says it
needs to do, the state needs to work that out with the district central office,
and has the ability to take funds fromthe central office or el sewhere in the

district budget and put themin that school. |If it can't do that w thout
creating educational harm sonewhere else, then it's got to go to the legislature
and the Governor, and request an appropriation for the school, which will be

used to support the changes.

This is very tough stuff, and I1'd always err on the side of |ocal control
unl ess there's overwhel m ng evidence that the central office isn't doing the
j ob.

DR. SCHAEFER: This nay have been di scussed already before | cane in, but |'m
curious about the role of parents, when the decision is made take over the
school. What role do they play? How do you address then? My second question
is, you raised the issue of finances. |s there an instance of a school being
turned back after it has turned around, where its finances are now i ndependent,
and the school is trying to show itself, as opposed to being otherw se under the
district ... (Inaudible).

DR. KLAGHOLZ: My experience is that you can -- | think, at its essence, takeover
is the suspension of local control over the school. That's what it is, and it
is that for Constitutional reasons that at some point in this discussion,

think we need to talk about. So it's inherently disenfranchising, unless you
take some extraordi nary nmeasures. | think ny experience would say that you can
make i mprovenents that are worth meking, by getting everyone out of the way and
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saying, no, we're just going to do this for a concerted period of tine. But
it's not going to be the ultimte goal wi thout also building local initiative,
| ocal support, conm tnment, involvenent, all those things at the school |evel

New Jersey's practices evolved within the Iimts of it being a takeover
Initially, the state would just renove the superintendent and announce the new
superintendent, and woul d not have any -- they wouldn't even tell people in the
comunity who the new superintendent was. Over tinme, there was a change such
that by the tine Newark canme around, the superintendent was appointed for |ega
reasons on an interimbasis, and then there were open opportunities for people
to comment on that person's performance and so forth. But | find it’s very
difficult to match the nature of takeover with the |ocal involvenment.

DR. SCHAEFER: | nean, what did parents say? ©h, that's okay, or do they pul
their kids out?

DR. KLAGHOLZ: It's divided, where there are parents saying, thank goodness that
sonmeone has finally cone in, and there are others who feel it's a self-
determ nation i ssue, and we don't want the state in, and the state can't
identify with our problems; they can't help. There are argunents on both sides.

I'"l'l say this, using it as an anecdote, that the forces in Newark in the first
year were trying to get the state out; and actually those opposed to the
takeover held a city-wide election. They put it on the ballot, non-binding
referendum on the work of the takeover after a year-plus; and it was 50/50, the
vote. From a subjective and biased view of soneone at the state |evel, the
opponents | obbied |ike crazy against it, but it still didn't...

DR. SCHAEFER: So when you go and you don't initially meet with the parents and
explain to themwhat's going on and what is happening --

DR, KLAGHOLZ: Yes. | nmet in Newark -- it's the only one | was there in the
initial stages -- for months with the parents. |s that enough conmunication?
There's never enough comruni cation, and it's inherently adversarial. 1It's the
nature of it. At some point | really want to tal k about this local contro

i ssue, because that's, |I think, at the heart of it, and what makes it so
difficult.

CHAl RMAN PEYSER: We'll cone back to that | ater

MR, SLOTNIK: 1'd like to respond to a couple of the issues you raised around
this issue of parent involvement. The first is in the pre-takeover stage.
Despite many neetings that occurred in Newark, and | esser nunber of nmeetings
that have taken place in Conpton, when you neet with parents in those
comunities and survey parents in those communities, they by and |large stil
don't understand why the state intervened. |In part, it's because the bul k of
the word getting out on that was nade by the state and its designees in both
pl aces. | have never seen a state Departnment of Education do what it did in
Newark in ternms of community meetings; but it was viewed as the occupier.

In the nore entrenched situations, something we really have to learn fromthese
situations is that the forces of msinfornmation are always stronger than the
forces of accurate information, assum ng you have the capability to get out
accurate information. But | think that's one part, which is inform ng the
comunity on the front end of a takeover. During a takeover, whether it be at
the school site or at the district level, fromour experience, districts and
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states run into the sane problenms that nost districts run into in general around
the i ssue of parent involvenent, which is, they fail to answer the question
Parent involvenment for what? | nean, | |ove popcorn and I |ove brownies; but if
you only want parents involved on the nights where you' re serving those things
and having parent nights, you don't truly want parent involvenment. The nore you
can help parents see that they have a rightful role in a school inprovenent

pl anni ng process -- |'mnot tal king about a Chicago type of approach that lets
educators, at least in the early days, off the hook; |I'mtalking about nore
where parent involvenment is seen as a conplenent to professional conpetence, not
as a replacenent for it, because their perceptions are really quite critical in
the school inprovenent planni ng process.

In districts -- and | think this ties into the previous question about the
rel ati onship of schools and districts -- one of the reasons you really have to
tiein the district conponent -- and | agree with what both Leo and Tomsaid --

is that in many districts, the problemisn't the lack of vision or even the | ack
of a basic plan that might have sone soundness to it. From our perspective,
it's a lack of inplenmentation know how, how to get fromhere to there with
volune in a way that's filling the capacity of the school system |In many of
the districts, you'll see problenms in terns of a professional devel opnent
cat al ogue that m ght have a | arge number of professional offerings that cone out
in August, yet don't relate to the issues that are emergi ng out of the schoo

i mprovenent planning process. So what you lacked is an issue of organizationa
alignnent; and when that's a problem that's where you need to be able to help
districts if you want to be able to help school sites.

The second part of your question dealt with budgets; and here, it really ranges
quite dramatically. For exanple, in California, where there are problens around
budgets that trigger the takeovers, it involves the county offices of education
which we don't quite have a parallel to that here in Massachusetts. It also
requires sort of a quasi-public entity called the Fiscal Crisis Managenent

Assi stant Team or FCMAT, whose area of specialty is intervening with the schoo
systens around the very operational issues that Leo was referencing in his
comments before. So it's really handled differently state by state.

CHAI RMAN PEYSER: Following up on this a little bit, it seenms to nme that there
are a nunmber of school -based problenms that are inherently structural, related to
just the way the district is organized, related to the politics of a schoo
district, related to the collective bargaining agreenments, related to a | ot of
other things, that can't be fixed for an individual school short of its
qgquarantining or renoval fromthe district in sonme way. Returning a school that
has gone through sone treatnment and shown sone inprovenent to the sane
structural problemseens to nme to be sending it back to its former condition
eventually. Then there are other situations where the problens that exist in a
school exist there because of a particular history at that school, certain
inertial factors, other things that can be essentially shaken up and shaken

| oose from sone intervention, and then returned into the district and into the
structure, but in a healthier condition. So the question I'mraising is whether
in fact there may be different strategies, different approaches, for different
schools. | know in saying that, of course, it's obviously true; but does it go
so far as say that in some cases, the right decision may be that this schoo
really needs to be insulated in sone substantial way froma district? Rather
than the state taking on the responsibility of fixing the district in order to
fix the school, it says, the district needs to deal with its own problenms and
own issues, but let's deal with the school and let's not contaninate the schoo
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after we've inproved it, or at least given it its treatnent, by putting it back
into the district?

MR, ZIEBARTH: | think up to this point, nost states have opted for the forner
approach, and North Carolina and Kentucky cone to mnd as places that have had
some intervention experience with specific schools, and then turned them --
they've remained in the district. One place that cones to mnd, which in the
future may try a different approach, is Colorado. |In this legislative session

t hey' ve passed a major reformbill. As part of it, they categorized schools,
and after three years, | think, if a school has not inproved, the state takes it
over and converts it to a charter school. So it would renove it fromthe
district's authority and separate it that way. That's the only one that I'm
fam liar wth.

CHAI RVAN PEYSER: One ot her unrel ated question: |I'mcurious whet her anyone has
observed any effects of accountability systenms and interventions that have been
i ndirect on other schools, that have not been directly subject to it, so whether
it's internally in Boston, through the actions of free high schools, has that
created a new dynam c on the other high schools... (Tape distortion)

DR. PAYZANT: ... three or four major urban districts that are in these Level 2
and Level 3, they and their city communities just pulled things together and
achieved state certification. And no question in my mnd that the takeover
provided a |arge part of the... (I naudi bl e)

CHAI RMAN PEYSER: If it's true that the indirect effects may be greater than the
direct effects on a specific district, it seens that nay rai se an i ssue about
using the authority strategically, so that, for instance, rather than having a
system t hat sonewhat nechanically says here are the districts who qualify for
intervention, let's proceed to intervene in all of them and treat them equally,
t hat maybe we ought to be thinking about identifying those handful or even
smal | er nunmber of school districts for which an intervention has the greatest
chance of success, and it nay send the strongest signal to other schools or
districts? First of all, have you heard about anyone doing it that way? |Is it
actually defensible in court or el sewhere, by exercising that kind of judgnent?

DR. KLAGHOLZ: | would say that it is better to do a few well-chosen strategic

i nterventions than to do many, and it has synbolic value, in effect; but also,
ny experience in New Jersey is that New Jersey has not found a way to return one
of these districts to local control without risk of reversion to

pre-takeover circunmstances. The accumnul ation of three districts, |arge urban
districts, is just a logistically order of nagnitude inpossible.

DR. SCHAEFER: But you would say in order to have that effect on other districts,
you have to do at |east one?

DR. KLAGHOLZ: | think so

DR. PAYZANT: | think the experience in Boston, the intervention strategy was
used maybe seven or eight years ago with sonme pretty hard-hitting intervention
team reports, but then nothing happened with them Then there was a real gap
until | used it last spring, and it's too early to tell what the residuals wll
be, but the fact that there were sonme i medi ate actions taken within a couple
weeks of the report's being issued has certainly gotten people's attention so
that they know that it's a strategy that's there and can be used. | was really
amazed. M deputies and | spend a half a day at different high schools as a
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team each nonth; and we went to one of the intervention high schools today.
And it's only m d-Novenber; there's a conpletely new | eadership team Just
wal king into the school, it's a different place, and already the focus is on
what's going on in the classroom

So they've gotten through the structural pieces and created the kinds of
conditions that really much earlier than you would have anticipated is resulting
in themreally addressing the teaching and | earning i ssues and focusing on the
bottomline: How do we help students get to higher standards, and what does it
mean in terms of our work as teachers and adm nistrators in this school ?

MR, SLOTNI K: There's a dinmension of this that | think we have to | ook at as wel
which is the interrelationship of the districts that are under takeover to those
that could easily be under takeover but are not. For exanple, in Newark, when
we | ooked at the progress being made by the high schools -- and | believe there
are el even high schools there -- in the aggregate, they not only showed

i mprovenent, but they showed significant inprovenent conpared to a conparable
group of urban districts within twenty-eight special-needs districts in New
Jersey. Well, that's the good news.

The bad news is, and this is based on the high school proficiency tests in the

el eventh grade in the state -- when you pull out the three magnet school s that
are very high-performng in Newark, and conpare their performance to the rest of
the high schools in the district, you see a gap that is startling. In ternms of

categories of, say, high conpetence, m ddle range and | ow conpetence, you see a
range, if it was in percentile points, it would be a 70 percentile point range.
In other words, you've got three schools that are perfornmng extrenmely highly.
The others are not performng very well at all. Indeed, if you took a puppy and
you wet its feet with ink and you had it run across the test, they could perform
at some of those |evels.

Now, this pattern, it turns out, was a pattern that was also in sonme of the
other districts that were under takeover; but as we were exploring this data,
then started |looking at the district factor group data for New Jersey, we
started seeing that this was a pattern even in the districts that weren't under
t akeover, which would suggest -- now, |'m always skeptical of approaches that
just pull one level of a school system away from a broader K-12 system -- but
you' ve got some issues that regardless of the district, a state intervention
could be extrenely hel pful here. And not a punitive intervention, or not
necessarily even a takeover, but perhaps nodel ed on the relationship that, for
exanpl e, in Kentucky, the Louisville or Jefferson County School System had
during the early years of reformin Kentucky, as they were comi ng across issues
and findings they becane essentially a regional training center or professiona
devel opnent center for a lot of districts in that part of Kentucky.

That kind of intervention is a creative intervention, and I think it would be an
intervention that falls significantly short of takeover, but is one that would
have an appeal to the other districts because they'd see there's a help with the
core problemthat they're having. So I think it's an offshoot of the question

t hat you're asking.

CHAI RMAN PEYSER: One of the other core issues related to intervention which is
consi stent across educational reform and school inprovenent generally is, where
do the people cone fromwho will |lead these interventions? Were are these new
princi pals who would cone in and turn a school around? On the one hand, if
they're already in the system then we're taking one good school |eader out of a



Board of Education Forum
November 14, 2000
Page 25 of 30

pl ace where he or she is needed and putting them sonewhere el se, and there may
not be any net gain for the systemas a whole. Alternatively, if they're
somewhere el se, how do we identify them recruit them train them and throw
theminto a crisis situation, which presumably would require the kind of skil
and experience that you don't typically find? Gven all of our good intentions
around identifying the schools that need help and putting in place plans and
strategies for turning them around, how do we actually inplenent those things
wi th enough qualified people to make it work?

DR. PAYZANT: |In urban school districts, nmy experience in three over the | ast
fifteen years -- Cklahoma City, San Diego and here -- is that you have to grow
your own. That isn't to say that you can't recruit from outside and get people
to come in fromel sewhere, but not anywhere near the nunbers that you need.

The good news is that we've had a two-year programin Boston. This will be our
third year, and it's fairly rigorous in terns of selection. W get in the
nei ghbor hood of fifty to sixty applicants for eight to ten slots. It's a

combi nation of an internship with a mentor principal, one of our best

principals, which is the nost costly and nost inportant part of the program

The first year it was a three-month internship. Last year we dropped it to

four or five weeks because of money. It includes a sem nar networking-type
experience where we work with our own people and a couple people fromloca
col | eges and universities on an academ ¢ but practically based nodel of |earning
and | eadershi p and becom ng a princi pal

The other significant thing was that we get lots of interest at the el enentary

| evel, and hardly any at the high school level. The people at South Boston High
School, where there are four small |earning comunity principals, one has cone
directly froma classroom Another was a teacher here, went to a suburban
conmunity as an assistant principal, and we got him back. A third was an

adm nistrator in one of the exam schools, and the fourth was an assi stant
headmast er at South Boston High.

The school | went to this norning, the person who was an assistant headmaster,
had no experience as a principal headnmaster, and once in a while you'll get
someone who's ready and can nove right in, and she's doing a fantastic job only
three or four nonths in. So we've got to do a lot of different things, but you
do have to have a target to grow your own program

CHAI RMAN PEYSER: I n thinking about state intervention in a particular school
woul d you recomend to whoever is doing the hiring that the first pool of
candi dates to | ook at would be people within the system wthin the school or
within the district itself, whether they' re existing principals, or whether
they're, you know --

DR. PAYZANT: | think that's so context-specific. |'mvery sensitive obviously
to the I ocal control and the inside-outside issue; but when you' re dealing with
situations like this, you ve got to find the best person who will be the best

fit for that job. Now, you m ght have a school where the context was such that
the inside culture would suggest that in one school, you really need to have an
outsider cone in and just blow it up, the culture, |I nean, and change it

conpl etely.

I n anot her situation, you m ght have an insider who could conme in, and because
you woul dn't have the inside-outside issue, but you had an insider who was very
committed to the change process, could be more effective in the change process,
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could be nore effective in that setting. So for ne, not to be glibit, it is a
best-fit situation; and you've alnost got to go school by school and try to get
that best fit.

MR, ZI EBARTH: Jim assunming that the staff is kept in place for the nobst part in

the school, | think Chicago provi des an exanple of using universities rather
extensively to provide technical assistance to schools that are placed on
probation, for instance. It relied heavily on a lot of university expertise in

the area to provide that kind of assistance. The Consortium on Chicago

School Research is actually in the mdst of studying the whole intervention
process in Chicago and trying to determ ne what works in what schools and what
doesn't. | think they'll probably have a fairly hel pful set of findings wthin
the next year.

COWM SSI ONER DRI SCOLL: As we | ook backward, either in Newark or these other

pl aces, we also have to |l ook forward. Many of the | essons we've |earned, of
course, are very inportant, and the conditions are going to change. So this

i ssue of growi ng your own | eaders or sone of the creative things you've done --
al t hough here in Boston we've | ost sone very capable headmasters to charter

schools and otherwise -- is it going to be a new world very soon? W'll have a
ot of retirees to pick from but I'mnot sure they're the right ones in sonme
ways, as you tal k about knowi ng the culture and so forth. | think the world is
going to change. 1'd be interested to know, on these issues of who has been
used in the past and who will be available in the future, and the whol e idea of
having effective principals in the urban areas. | think it's going to take a | ot

nore creativity, because if you had sonething that worked and could do it in the
past, you may not be able to do it in this way.

DR. PAYZANT: | think that, in part, goes to the thinking outside of the box
with respect to what kind of people, with what kind of experience, can really
make a contribution in | eadership positions; and I"'mnot at all a purist on
this, except that if you're going to bring a non-traditional candidate into the
superi ntendency, one who has | ed sonething el se but not an educationa
institution, that person has got to be, | think, extraordinary in terns of
havi ng sone know edge about teaching and | earning that they've picked up
somewhere along the line, or they' ve got to be a | eader who can really divide
the job up into a couple of pieces where they can use all of the |eadership
strengths that you need to provide, create the conditions, provide the support
system and so on, and then have sonmebody joined at the hip with themthat really
knows what teaching and learning is all about, because that's our bottom line.

I kid about this, but | don't see anybody at the Pentagon inviting ne to conme
down and be a mlitary |l eader, because | don't know anything about the mlitary;
but I do know sonet hi ng about | eadership and organizations. And | think that's
fair.

So there's got to be the fit there with sonmebody that knows the work of the
organi zation, whether it's the product produced, the service provided, or in our
case, the education provided, and can get at the teaching and | earning issues,
because that's what's going to turn schools and districts around.

DR. KLAGHOLZ: New Jersey has an option where several years ago we got rid of the
regul atory requirenent that we (Inaudible)... As a principal, and there have
been districts now over tinme that have hired non-traditional candidates, and you
know, it tends to be the person who isn't the extrene non-educator, but

sonmeone who has | eadership and has had sone contact with kids in non-traditiona
ways. | think selectively, that's an option |ooking forward that has to be in
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the arsenal; but | always think, too, that you can grow | eadership internally
and have the best of both worlds. Certainly our superintendents have tended to
want to do that. You have a known quantity, not known by references but
firsthand observation, and the candi date knows the system And perhaps | woul d,
too. But selectively, to have the option and to use it selectively, | think, is
a good thing.

MR, SLOTNIK: Sinply put, | think regardless of the field, there is a direct
linear rel ationship between the quality of the |eadership of an organization and
what the organization acconplishes, whether it be at the central level or in the
case of schools at the school site level. Not to disagree with the perspective
of growi ng your own, but | think that's one part of the solution, not the
solution itself, because certainly one of the dynam cs that you often have is,
principals are often stolen fromeach other's districts. Superintendents are as
wel | .

We're even seeing that dynamic in large scale in California with teachers, where
the average el ementary school in the last three to four years has had a turnover
of 50 percent or more of the teaching popul ati on, and when we start talking
about teachers who have a range of specialized skills, it becones even higher
Growi ng your own is one way to go, and | think it's a key way in |arge
districts; but there are a lot of other intervention points. And here, in
Massachusetts, there are states that you could be |ooking at, in terms of
Kentucky and California in particular, where they've seized this issue, because
as they've | ooked around at their districts, they've seen that not only are we
goi ng through a pattern now of interim superintendencies, which | think we've
had for five or six years. So the crisis you're anticipating is already
happening in other parts of the country, but increasingly we're noving in states
towards interimprincipal ships, and that's scary, because if you have to pl ace
your bet in a significant system that's where you want to have your core

| eader shi p because they're the ones who are going to drive the site reforns.

| think this is an area where the state has got to be part of the constituency.
Uni versities can be part of it as well; non-profits and the like. But not only
in terms of developing this group, but | think we've got to start training
peopl e on nore of a cross-sectional basis because there are factors that site
and central adm nistrators are facing today that really are different than the
chal l enges they faced twenty years ago. Tom | hate to ask you -- 1'll ask you
this question, but what percentage of your time do you focus on student

achi evenment right now as conpared to what you'd like to be doing?

DR. PAYZANT: Well, it has never been enough; but interestingly enough, with the
exception of certain crises that come along, | am spending as much or nore tine
now than | ever have, because |I'm convinced |I've got to nodel that behavior, or
I can't convince others, starting with principals and headmasters, to do it,
because we're all pulled in so many directions by so many different things.

I nmust confess, though, because nmy career is not a conventional one, | never was
a principal. | never was an assistant superintendent. | taught for three
years, had an adm nistrative assistant's job, and got |ucky and got my first
superintendency. So |I'm not one who believes that there's just one road to
travel to get there; it would be disingenuous to say that given ny own

experi ence.

MR, SLOTNI K: The reason | asked the question wasn't to put you on the spot, but
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if our enterprise is student achi evenent, we want to have our |eaders focus as
much on that as an area of enphasis as possible. To take Newark as an exanpl e,
the effort in Newark under a takeover situation was to see with the
superintendent if we could crack |oose three hours a week to focus specifically
on student achi evenent, because there were so many other issues in terns of
managenent of core operations, de-politicizing the system de-corrupting the
system that took up the tinme. So that all has to be factored into the breadth
of skills that you'd be |ooking for in the | eaders.

DR. KLAGHOLZ: | think this |leadership issue is central. There are two or three

things, and this is one of them | think selection is nore inportant than
training. | think they're both inportant, but selection is nore inportant, and
| just really think that to get |eadership quality is crucial. At least while
I"'msaying this, | want to conment on grow ng your own. G ow ng your own in the

New Jersey system and | think one of the places it has been linked in the
certification has been succession through seniority largely through the
princi pal ship. You get your three years of teaching -- and these are al
certification requirements. What are the course requirenents for 24 credits?

If you |l ooked at them they were historically things that if you were teaching,
you probably had, curriculum and those kinds of things. And so if you boiled
it down, there were these six credits that the adm nistration... (Inaudible)

So that really was the thing, and all that was the final step to put you

inline for succession. | think there's a need to encourage growi ng your own in
different things, and that's really sel ecting people who have the capabilities
and talents, and to bring themalong. But | also agree with everything you
said. You wouldn't want an internal-only systemfor... (Inaudible)

DR. PAYZANT: Just one nore quick point on that. | nentioned it before, but |
thi nk nore inportant than growi ng your own or using outside sources is that I'm
convinced that a really solid full-time internship with a strong nmentor,

what ever the | eadership position, is the best factor to build into a

| eader shi p devel opment program and we don't do it, not because we don't
understand that, but because it's also the nmost costly. So one of the things
that we've got to do is to put together a realistic way of thinking about the
costs of doing this well. In terms of an external |eadership, | work a lot with
the urban superintendents program |'ve had three interns over the years; |'ve
ended up hiring all of themafter six nonths. Full-tine internship is part of
the doctorate, and I don't think you can beat that kind of intensive hands-on
experience with real responsibility involving not just shadowi ng a mentor.
We've got to figure out a way to do that better

CHAI RMAN PEYSER: We're running over the time, but | do want to ask if anyone in
t he audi ence has a comrent or a question to make.

WOVAN FROM AUDI ENCE: |'m a student in the urban superintendents program so

t hank you for that, Dr. Payzant. You mentioned about tackling the collective
bargai ning contract. | have a two-part question, for all of you. One is, what
ki nds of things should a district keep in mnd when negotiating a contract with
the union to give the flexibility needed to have an accountability systemthat
you deem a local district should have? Also, with a takeover, how do you dea
with the contract? Do you just do without it, or how do you work around that?

MR. ZI EBARTH: I n Chicago, at the sanme tine that they enacted changes to the
col l ective bargai ning agreenment, they gave the teachers a four-year raise; so
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t hi nk that probably hel ped soothe some of the hard feelings that may have been

i nvoked because of the changes to the agreenment. And in Detroit, when the state
took over, the district was in the process of negotiations, so the new board
just took over that process, and the teachers ended up going on strike six
nmonths later. Eventually it was resolved after ten days. But | would actually
ask Dr. Payzant to tal k about what districts can do in terns of the collective
bar gai ni ng process to maybe |ink up the autonony and responsibility that we want
our leaders to have. How does the agreement affect that?

COWM SSI ONER DRI SCOLL: Tom | think there was a couple weeks there that you
weren't spending all your time on student achi evement.

DR. PAYZANT: This is not an easy question to give a one-mnute response to.
First of all, it starts, with the assunption that -- |let ne use an anal ogy --
the nedia can be your eneny or friend. So can the union. You've got to |ook at
the win for both the union and nanagenent, and figuring out a partnership and a
way to work together.

Having said that, there will be a certain percentage of the interests that

wi |l coal esce and be the sane; but occasionally, there will be interests that
the union has in nmeeting what its menbers see as priorities that may be
different from what managenent sees in terms of nmeeting the priorities that are
nore connected to the students. You've got to work through that, and sonetines
you have to go to the brink of work actions and a strike to get people to really
make sone changes that they woul d never nake on both sides, and be able to get
to the point that you can wal k away and say that both sides have won, but nost
of all, the kids the long haul will be better off. | think you have to
realistically target two or three things that you go for. It's incremental and
slow, and that's essentially what we've done in Boston this time; we really
focused on some changes in hiring practices and a couple of hot-button issues
that nmade it a very, very tough negotiation. But there were also some common
interests that noney would fix, which was reduced cl ass sizes and a decent

sal ary i ncrease.

So at the end of the day, there were those kinds of trade-offs. Did we go as
far as we wanted? No, but we got farther along than a | ot of people thought we
woul d. | guess the other irony is that in 1965, | wote my qualifying paper for
my doctorate on the Massachusetts public enpl oyee collective bargaining | aw, and
it's been haunting ne ever since.

DR. KLAGHOLZ: This collective bargaining issue has cone to a head in New Jersey
in the last couple years, and I'mjust going to use an anecdote to say how.
Jersey City was one of the districts taken over by the state because it was
shown in court that the children of the district for nmany years have
Constitutionally been denied the education they're guaranteed. As part of the
process, the district had various conmittees, and they cane up with posited
certain refornms that they thought would make a difference, one of which

was bl ock scheduling in the high schools. So they requested state approval

t hey got state approval. They had talked this through with the union, and they
didn't reach agreenent in the process; and even once it was approved and ready
to go, they still hadn't. It went all the way up to state enployee relations
hearings on the issue of the loss of the five mnutes of tine that you would
have passing between classes in a traditional schedul e.

So an issue that's come before our court, as a result of this and the schoo
fundi ng, has been, if there's a conflict between children's Constitutiona



Board of Education Forum
November 14, 2000
Page 30 of 30

rights and enpl oyee rights, and the courts are saying, which they have been

it's not local control, state; you're in charge, and you nmake sure these things
happen, how far should you go and how far should you be able to go? There's no
easy answer to it, because you can answer that question legally, how it ought to
work; but you're going to run into exactly what Tomsaid in reality, unless
peopl e are brought along. So it ends up to be a very, very slow increnental
thing where you' re persuadi ng people in contract negotiations to accept |onger
wor kdays.

Rel ated to that issue was the one with the courts of school funding. New
Jersey's urban districts were grossly underfunded in the early 1970s. The court
said, why is this, state? And we said it's local control; you do it through

property taxes. And the court said, it is not. |It's a local control state, but
Constitutionally, education is a state responsibility, and put the noney in.
Well, it went from four thousand a pupil to five to six to seven to eight to
nine, ten, eleven, twelve thousand dollars a pupil. No changes in results. And

the courts would say, why aren't there any results? And the state would say,
because the noney's not being spent. As soon as new nobney gets in, it gets
bargained into 10 percent salary increases, and it's locally bargained. The
court said, no, not local control, state, fix it. You do it. But I'Il tell you
the extent to which that kind of Constitutional crisis |eads the state to take
the kinds of extraordinary actions suggested by it is a really tough question
and it hasn't happened in New Jersey. Contracts have been observed 100 percent,
as has been the negotiations process. |It's not a criticismof the bargaining
process, because | think you have their people doing their jobs. But the system
makes it very difficult to make nmmj or changes.

CHAI RMAN PEYSER: That's going to have to be the last word. | thank you all for
comng. | especially want to thank the panelists for coming. This forum was
very hel pful and very productive. |If there are no further comments fromthis

side of the table, we're adjourned.
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