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FOREWORD

Over the past few years, the U.5. Department of La-
bor (DOL) has become increasingly aware of the se-
riousness of the school dropout problem in our coun-
try’s largest cities. In some inner-city neighborhoods,
over 50 percent of youth drop out of school. Such
high dropout rates are devastating both in terms of
individual and community effects. How can youth
compete for jobs that pay enough to support a family
if they do not have basic reading and math skills?
How can inner-city communities improve if half of
their youth do not even complete a high school ed-
ucation?

National statistics bear out the serious problems drop-
out youth face in the labor market. In the economically
disadvantaged population, roughly 60 percent of out-
of-school, non-college, long-term unemploved youth
are high school dropouts.

Research suggests that dropping out of school is an
end-result of other problems which have their origin
much ecarlier in life. Problems associated with drop-
ping out of school include being two or more years
older than classmates because of previous grade fail-
ure, low marks in school, chronic absenteeism, dis-
ciplinary problems, little participation in either in-school
or out-of-school activities, lack of encouragement from
home, a reading level two or more years behind grade
level, absence of the mother or father at home, and
poor acceptance by classmates. One researcher de-
scribed dropping out of school as being caused by a
“complex interplay of failure, feeling of failure, lack
of encouragement, lack of achievement, and isolation
from school and home activities.”

It is, therefore, essential that programs aimed at school
dropouts be concerned with long-term employability
rather than quick job placement. In recent years, al-
ternative schools have emerged as a promising model
for addressing the needs of dropout-prone youth. Such
schools differ from regular high schools in their small
size, informal atmosphere, and the degree of personal
attention students receive. These schools are com-

mitted philosophically to working with students who,
for whatever reasons, are not succeeding in the main-
stream.

High School Redirection is an alternative school which
has been operating in Brooklyn, New York for a num-
ber of years. Itis operated by the New York City Board
of Education and offers regular high school degrees.
A special feature of the school is its STAR program.
Roughly one-fourth of its students are enrolled in this
intensive reading program in which the students stay
with the same teacher for five periods every day con-
centrating on their reading development. The school’s
success in improving reading skills is remarkable.

The Department of Labor is currently providing grant
funds to help establish schools similar to High School
Redirection in seven cities across the country. These
cities include Cincinnati, Denver, Detroit, Los An-
geles, Newark, Stockton, and Wichita. The U.S. De-
partment of Education assisted us in the selection of
these sites. Local school boards are operating the
schools and service delivery areas (SDAs) under the
Job Training Partnership Act (JTPA) provide partial
support through the DOL grants that have been
awarded for the project. ‘

We are encouraged by the success of the schools in
our seven replication sites, but there is a great need
for more such schools. These schools represent a bridge
between the educational and job training systems—
providing a common service deliverer to which both
can refer youth in need of intensive remedial edu-
cation in an alternative setting.

I hope that this guide to High School Redirection will
make people more aware of the potential of alterna-
tive schools, and will encourage local school systems
and the JTPA system to develop such schools in inner
cities across the country.

Roberts T. Jones
Assistant Secretary of Labor
for Employment and Training
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Philosophy

igh School Redirection was founded in 1968
in response to a felt need. Large numbers
of students, and particularly minority stu-
dents, were dropping out of New York City

high schools. In some cases, the dropping out was in
response to personal and family needs, but in too
many cases, students were ““push outs”” — those for
whom the system no longer had patience.

Redirection was and is committed to work with any
student who drops out of school for any reason. This
commitment is to give every student a second chance.
Those who take advantage of that second chance—
who attend regularly and work in their classes—will
be supported even if they remain *difficult.”” They can-
not, however, interfere with the education of other
students. This is a difficult and delicate line to walk.
We take the most needy students. We have very high
expectations. We demand that they respect them-
selves and all others within the school. Yet we try to
allow them to keep the defenses that have kept them
from giving up until they are ready to leave those
defenses behind. Sometimes the needs of the group
outweigh the needs of the individual. Sometimes the
group must support the individual. This is our central
dilemma and a very individual, case by case decision. As
soon as we start to make rules that apply to all stu-
dents for every situation, we give up the center of
our philosophy, that we will provide a chance for
every student who asks for it.

It has often been very difficult to maintain our posi-
tion, not so much because of outside influences, but
because of internal pressures to ‘‘upgrade’’ the stu-
dent body. School systems are conservative, and the
staff of an alternative school is not immune to the
pressures of conformity and safety. Everyone fights
over the “'better’” students. Teachers are encouraged
to try new approaches, new programs, and there
seems to be an inexorable need to seek to try them out
on a selected student population. Pull out programs,
whether college bound or a job training class, vie for
the “‘better’” student, while teachers in “‘regular’’ offi-
cial classes fight a rear-guard action to keep the stu-
dent they have worked with long enough to have
begun to enjoy the fruits of success.

This internal tension demands that our philosophy
be struggled with time and again. In microcosm, we

play out all of the battles of the civil rights and liberties
movements again and again, trying to decide each
case on merits and not on precedent. These do not
tend to be easy matters to decide. If, for example, we
are morally certain, but cannot prove, that a student
had a non-student friend shoot at, with intent to kill,
another student, what do we do? Both students are
seniors and attend regularly. Neither will graduate if
sent elsewhere. The only eyewitness is the victim,
who did not see the face of the other student, but is
certain of the identity. The problem is worthy of Sol-
omon, but falls into the lap of the all too human staff,
each of whom has an agenda, and all of whom must
live both with the decision and its implications. How
much easier to be more selective in choosing students!

The basic philosophical underpinning of the school
is one of respect—what psychologists call uncondi-
tional positive regard—and each person is entitled to
that respect, staff no less than students. It is definitely
not a permissive system, although the freedom of
speech, dress and movement may make it appear to
be so. Each student is respected as a learner, and is
entitled to learn how to succeed and to fail without
fear of ridicule. Each staff member is entitled to make
mistakes, and expected to take responsibility for them.
Students are expected to take on increasing respon-
sibility for themselves with the knowledge that there
is always a safety net available to them. We try to
learn to deal with our grief and failure as well as we
deal with our joy and success. )

So with the incident described above, a compromise
was reached with all parties that none were very happy
with. The perpetrator took his last two and a half high
school credits on an independent study basis, while
holding down a full time job. He was allowed to grad-
uate with his class. The victim continued in school,
also graduating with his class. He struggled with trying
to understand how rights to due process sometimes
are unfair. For the first time in his life, he agreed to
forgo the law of revenge he had learned on the street,
and accept society’s law. It was very difficult. He also
learned that the adults around him felt much as he
did, but had a greater need to be consistent philo-
sophically, and bowed to due process.




Students
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e serve a population of 475 students

that is almost exactly 50 percent male

and 50 percent female. 80 percent of our

students are black, 20 percent hispanic.
We usually have one or two white students, usually
of Irish or Italian background. Almost 25 percent of our
students, both male and female, are parents, although
our day care center currently only provides 40 spaces.
Thirty percent of our students read under a sixth grade
level, and are served by our reading program. More
than 50 percent of our students are receiving free
lunch, and many others are eligible, but choose not
to apply. All of our students have the common ex-
perience of having had serious problems in their
previous schools, with the majority having actually
dropped out before coming to us. All of our students
are self-selected. None have to come to school. Most
are survivors, who will make a decent life for
themselves, one way or another, with or without us.

When we transferred to our current site in 1981, most
of the surrounding area was rubble, broken by high-
rise, low-income housing. There was no neighbor-
hood, no block association to oppose our use of the
site, an old elementary school building. Our students
then were, by and large, poorer, older, and less
heterogenous than our student population is now. We
still serve one of the poorest areas in the city, with the
highest infant mortality rate, the second highest rate
of teenage pregnancy, the highest young male un-
employment rate, and the second highest murder rate
in the city.

There has, however, been a renaissance sponsored by
the East Brooklyn churches, which, through their

Nehemiah housing effort, are reclaiming the rubble for
housing for working-class families. Qur student body
reflects that change. Our students are more likely to
be the children of the working poor or low to middle
income working class parents than previously. They
are also likely to fall into the grey area of social
services—no longer eligible for Medicaid, but unable
to pay even Medicaid mill prices for health care. Family
income is just above the cut off for the higher educa-
tion opportunity program, or for subsidized day care.

They are, by and large, those from the area who will
succeed in some degree. They retain a belief in their
ability to learn that even the worst of New York City
education has been unable to stifle. On the whole, they
have bought the American dream of marriage, a house
in the suburbs, 1.2 children, a dog and a hamster. That
their own lives and neighborhoods are a far cry from
the dream strikes them as an obstacle to be overcome,
not a preventative.

They are, quite often, the first in their families to
graduate from high school. In some cases they are
the younger brothers, sisters and cousins of previous
Redirection graduates, forced to make use of the same
refuge. Often it is apparent that this is the only child
in the family who has a chance to escape poverty,
hopelessness or drugs. We need to know what makes
the difference between those who succeed and those
who fail if we are to become effective in helping more
students to succeed.



Admissions

Ithough we generally accept every student

who completes orientation, we occasionally

have to recruit students, or to maintain a

waiting list. Usually these situations are re-
sponses to artificial manipulation of the system—we
lack a teacher, or schools are retaining students on
register who no longer attend. Our approximately 500
students are-a relatively stable number, and we need
to do little besides be available to maintain our reg-
ister.

Students begin the process of admission by coming
in on a specific day between September 1 and October
31, or January 15 and March 31, usually a Tuesday.
Students under 18 are required to appear with a par-
ent, those over 18 encouraged to bring a parent. Ori-
entation sessions are scheduled for Tuesday,
Wednesday and Thursday, with programs issued on
Friday afternoon for a Monday start in school.

During orientation, the counseling staff follows a group
guidance curriculum that includes such topics as credit
accumulation and personal responsibility. Students
are tested for placement in both reading and math,
unofficial transcripts are examined for class place-
ment, and individual needs are assessed. Only those
who complete orientation are admitted, with test scores
forming no part of admission decisions, except for
space considerations. If a student misses a day in
orientation, he or she must begin all over again the
following week. There are, of course, exceptions to
this rule as well. Clinic appointments that are dis-
cussed before the day of appointment, legitimate ill-
ness or family emergency would require only the ad-
dition of an orientation day, usually the following
Monday.

Generally, students are self referred, having heard of
Redirection from neighborhood friends or relatives.
High school placement frequently calls for special ed-
ucation placements, which we honor when we can
after a careful interview with both the principal and
the special education assistant principal. A few high
school guidance counselors use us as a resource for
their potential drop outs, but generally drop outs are
ignored except for a form letter sent to the home. The
student would then seek us out through word of mouth
information. Some agencies, like Advocates for Chil-
dren, which provide us with services, use us all the
time for placement of their troubled students. We ac-
cept far more than our fair share of superintendent’s
suspension students, those expelled from their schools
for serious infractions, like weapon possession. We
complain about these referrals out loud, but actually
like to receive these students. They become excellent
students with us because they generally still believe
in themselves. :

In a typical September, we start with between 325 and
375 students, having graduated 50 to 70 the previous
June. Fifty to 75 students will fail to return in
September, some lost to jobs, relocation or programs
like Job Corps, but 50 percent of the non-returnees are
drop outs. By February, we will have graduated about
30 to 40 more, and will have lost another 70 or 80 to
the various other causes, including dropping out. So
our September intake ranges between 100 and 150
students, usually nearer the higher figure, and the
February intake ranges from 75 to 125 students, usually
about 100. Exceptional admissions, like superinten-
dent’s suspension students, continue all year, but
never exceed 15 or so during the non-orientation
periods.
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CSP (Family Group)

he heart of the school, which makes imple-

mentation of our philosophy possible, is the

CSP group. CSP stands for Civil Service

Preparation, a leftover from the days when
Redirection was a Manpower program. The name re-
mained to help to justify the credit-bearing aspect to
what in most schools is simply an official class. At
Redirection the official class becomes a surrogate home.
Part counseling group, part family, part academic class,
the CSP group is at the heart of the school experience,
occupying a central place in the school day as well as
in the school philosophy. The teacher to whom the
student is assigned at intake, becomes, with few ex-
ceptions, the one with whom the student will spend
his or her entire career at Redirection.

This method has, of course, both strengths and weak-
nesses. The student who is lucky in the draw will get
a strong leader and mentor. The unlucky may suffer
from a conflict of personality, or a teacher who leaves,
or one who is inadequate. For these situations, the
fail-safe of transfers, on a case by case basis, is pro-
vided. Generally, the transfers are a casual affair. A
teacher lets it be known that he or she is having trou-

ble with a student. New strategies are suggested, ad-
vice given. If they fail, if the teacher says nothing is
helping after a few weeks, someone will say, “Do you
want me to give him (her) a try in my class?”’ If the
student is happier, then the transfer: is made. Often,
just the offer of relief is enough to make the teacher
willing to continue to try—we tend to be competitive
about competence—or the same teacher will be will-
ing to rescue a colleague next time around. When a
teacher leaves, all CSP teachers meet and try to give
cach student the best possible placement. We are well
aware of the trauma involved in a family group
breakup, and if we can’t keep the class intact with a
new teacher, we at least try to give the students choices,
and keep groups of friends together. There are always
a few students nobody wants, but alternative schools
are amply sprinkled with rescuers, so even the least
attractive prospect finds a place.

All of this is very casual. Formal procedures are min-
imal. Our students—and teachers—tend to be im-
patient with formalities. In most cases we have run
afoul of bureaucracy before, and fight the imposition
of bureaucratic methods. -



What is not casual is our effort to provide for family
group curriculum that covers all of the aspects of cur-
riculum that we have historically covered in CSP
groups. This effort includes weekly meetings on the
curriculum and discussion of student problems.

I @ ... Sometimes the teachers
get on your back but they don’t
get on your back because they
don’t like you. They get on you
because they care about you and
they want you to do better. § 1

Michael Oliver
s T S R T e e

The curriculum includes parenting, values clarifica-
tion, job readiness, career exploration, exploration of
personal and societal values, personal resource man-
agement, citizenship and orientation. Each ten weeks
has a thirty-five to forty lesson curriculum, although
we have made compromises that allow CSP teachers
the freedom and time to conduct groups and attend
to their own agendas, which range from SAT prep-
aration to the exploration of the principles of classical
philosophy. Basically, three days a week are man-
dated for CSP occupational education curriculum which
satisfies the state requirements. The remaining time
can be spent on individual concerns, or the additional
lessons may be used for reinforcement or enrichment.

The central importance of the CSP groups cannot be
overstated. The CSP teacher functions as parent, ad-
vocate, intervener, counselor and friend. It is the CSP
teacher who contacts parents, monitors attendance,
helps to arrange for day care, shelters, dentists, ath-
letic and job medical clearances, replacement of lost
bus passes, psychiatric help, and who listens to both
content and nuances in a student’s conversation. A
student perhaps best summed up the relationship with
the question, asked of the teacher in genuine puzzle-
ment, “Why did I let you in?’ The answer, for the
best of CSP teachers, lies in the listening.

Ideally, the CSP group is never a ‘‘new’” class, unless
anew class has been created. As ““old”’ students grad-
uate or leave, new students replace them, so that
there is always a core of students to carry on lore and
tradition, conveying mores to the new students. Al-
though we are a big city, we are also a series of neigh-
borhoods, so most new students see at least a familiar

face in the new class. Often, new students are as-
signed a “‘buddy’’, a junior or senior who can take
some responsibility for another student.

Once a class is “’created”’—the teacher and students
have hammered out the rules and have tempered them
with time and commitment to each other—the class
runs itself. New students are integrated quickly and
thoroughly, with little or no effort on the part of the
teacher. The students provide class rules and orien-
tation, older students provide stability and wisdom.
The result of the system is a school with minimal
discipline problems. When a new student seeks ap-
proval by behaving in ways that gained attention in
previous situations, the attempt is ignored by the other
students, or treated as peculiar behavior. Students
care for each other by keeping each other out of trou-
ble. The fights which do occur are as likely to be
broken up by students as by staff members. The stu-
dent who last year had an uncontrollable temper vol-
unteers to ““buddy’” his replacement in that role, and
help him to achieve balance, too. The mixture of ages
and grades creates a sense of continuity and com-
munity. ’



‘;§ s a New York City Board of Education fa-
. cility we are subject to the same rules as any
‘% other high school in terms of staffing. New
S York city has a two tier system of licencing.
New staff tend to start with a temporary per diem
license, which they usually use to fill full time posi-
tions until a test in their license area comes up. These
per diems can always be replaced by someone with a
regular license, which contributes an additional anxiety
for a new teacher. Regular, day high school teachers
have passed a written short answer exam in their sub-
ject area, a writing screening for standard English, and
a content-based interview. Only a regular teacher is
eligible for tenure, and to progress up the salary scale
beyond the fourth year salary.

/

As a school that is considered undesirable, we rarely
have a problem with people trying to replace our per
diems. This is both a strength and a weakness. Our
last UFT transfer teacher came to us eight years ago.
On the other hand, we are always struggling with in-
experienced new staff. We seek, and find, our own
staff, using whatever sources we can. Our teachers
give a great deal of themselves, and of their time, to
give our students the best start they can.

There are roughly three sets of students, each served
by a different set of teachers, although there is con-
siderable overlap. The STAR Program has four or five
classes, depending on staffing. It has a fulltime
counselor who also serves as coordinator. The college
bound group has one teacher for three periods, with
a math and science component. The regular school
consists of the 14 academic teachers. STAR and the
regular group share the five funded program teachers.
The 14 regular teachers are divided as follows: two

science, two math, three English, three Social studies,
three business, one Spanish/hygiene/music. We offer
art through a resource room teacher as an independent
study. STAR teachers take care of their own English
and social studies classes. Three business teachers are
needed to staff the computer rooms, which can only
serve eighteen students at a time, and provide our only
vocational offering.

Alternative education is generally found in the no-
frills aisle, but our school supports three counselors,
a much more favorable rate than is true city-wide.
One is the STAR coordinator, the other two serve the
regular school, with one of the two also designated
as the college advisor serving the college bound. The
counselors provide the CSP teachers with the support
they need to deal with the myriad:concerns the stu-
dents are encouraged to discuss. None of our CSP
teachers are trained counselors, although, of course,
many are more interested in counseling simply be-
cause they chose alternative education.

In theory, all teachers in the school are CSP teachers.
In practice, there are designated exceptions, like those
who teach state and federally funded remedial pro-
grams who are exempted from official class by statute.
Then there are the exceptions to the rule, which covers
about three to five other teachers, nearly all with com-
pensatory time positions, who teach three or fewer
classes. The remaining 20 or so teachers carry the CSP
program, some cheerfully, some less so. We struggle
with this disparity all of the time, from time to time
reinstituting the rule that every teacher have a CSP,
then exceptions creep in until there is another round
of enforcement of the rule.



Administrative Structure and
Budget

ike most high schools, Redirection is run by

a principal and an assistant principal. Because

of the small size of most alternative high

schools, both administrators are highly visi-
ble jacks of all trades. Most know a substantial portion
of the student body by name, and are intimately in-
volved in the day to day joys and griefs of staff and
students.

Alternative high schools were until recently part of
their own superintendency, but were placed back into
the regular administrative structure by a recent ex-
ecutive director of the high schools! We have just been
restored to our own superintendency, with our for-
mer superintendent back in place. For us, this is a
very positive development. It enables the alternative
structure to exist in an accepting rather than a re-
jecting environment. We can help each other to im-
prove instead of fighting a constant rearguard action
for survival.

No school runs on love alone. All New York City
alternative schools consider themselves under-
funded. Basic support funding is the equivalent to
that given to an elementary school, as is the princi-
pal’s salary. High School Redirection is funded at the
rate of 41.79 New York City Board of Education units.
A unit roughly approximates the cost of a single teach-
er’s salary, less health benefits. The unit rate is cur-
rently $34,000. So our budget for the year is about
$1,421,000.

There are many important exceptions that make that
figure misleading. It does not include teachers from
funded programs, like Chapter I and state funded
remediation, which in our case is a total of five ad-
ditional teachers. It does not include custodial ser-
vices, building maintenance or capital improvements.
It does not include our four security officers, or books,
furniture or supplies.

Our allocation for the year includes:

Principal

Assistant Principal

Social Worker (Day Care)
Guidance Counselors
Librarian

Teachers 1
Secretaries

Teacher (Day Care)

D e W R e

Total units 30.94

Auxiliary Trainer
Parenting

Family Paraprofessional
Educational Para
Educational Para
School Aide

U1 00N =t

Total units  8.38
Remaining hourly units  2.47

Total  41.79

The nine staff mentioned above, five teachers and
four security officers, are not included in the figures.
In addition, New York State Textbook funds provide
$25 per student per school year for basic book sup-
port. A full-time custodial staff of four, as well as two
part-timers is also excluded.

As figured, the allocation above includes our day care
program, under the administration of the city-wide
LYFE Program (Living for the Young Family through
Education), at the rate of 5.11 units for one teacher,
one social worker, and eight paraprofessionals. LYFE
is actually funded by a combination of federal and
state monies that are included within the tax-levy
budget.



ur students receive the same diploma by

meeting the same requirements as any other

student in any other school in New York

+ City. This is not to say that our offering,

for example, in biology will be the same as the Regents

course offered in one of the selective high schools. It

will be, rather, a general biology course equivalent to

the same course in another high school. We have only

recently, and at the insistence of the State Department

of Education, begun to offer Regents level courses. In

New York State, the Regents level course is a de-

manding college preparatory course, culminating in

a state-wide examination. Students who take these

courses earn a Regents endorsement on their local
diploma.

Alternative high schools have not offered Regents
courses, even when the student population seemed
to warrant it. We simply do not have the budget to
offer a parallel set of classes that will not be filled to
capacity. Now that the New York State Board of Re-
gents is demanding that a certain percentage of di-
plomas from each school be Regents endorsed, suf-
ficient funding will, presumably, be found. More than
likely, several alternative schools will pool resources,
or use the resources of the nearest comprehensive
high school, to offer such courses as Regents physics
or calculus.

Right now, all of our students must meet the state
Regents Competency Test standards for graduation.
As 0f 1989, the test will include reading, writing, math,
social studies—global and American—and science. On
the experimental exams given in June, 1988, our pass-

ing rate was 50 percent on the social studies, and 66
percent on the science. Previous to ‘the social studies
and science tests, the few students we had who failed
to graduate because of failure on a Regents Com-
petency Test almost always had failed the math, a
content-based exam, so that we anticipate difficulty
with the addition of three new content-based exams.

R T R N e e R
@@ @ There is so much attention

given in our school. Teachers
pay more attention to you, not
like in big schools. . .Redirection
is filled with warmth and
excitement. B B

Jorick Pierrelouis

We will adjust to this change, as we have adjusted to
others. The problem is not with staff, and our pro-
tected jobs, but with the students who come to this
juncture unprepared, and become the sacrifices to the
cause of higher standards of graduation. Within a year
or two, we will have the new tests down to a science
of its own, and our students will pass. The tragedy
is for the students caught in the transition, who run
out of time, or patience, and fail to graduate as a
result.

Our special education unit, while integrated com-
pletely in our school, is on a special budget line not
included in our 41.79 units. The special education




services in New York are centralized, and the budget
comes out of the special education high school office.
In our case, it totals 4.18 additional units, including
three teachers, two paraprofessionals, and some basic
supply monies (.24).

Generally, in starting new alternative schools in New
York City, a six month basic support allocation of one
principal, one assistant principal and one secretary is
provided previous to opening. When there are ex-
ceptions, when there is less than six months lead time,
several teacher lines are also usually included. For

example, if a school is slated to open November 1,
and there has been no lead-in time previous to Sep-
tember, then the opening group in September would
include at least three teachers in addition to the basic
support. This provides the extra staff that enables the
job to get dorie in the limited time.

In addition, of course, everything is more expensive
in New York. Costs for the same services in other
parts of the country may be considerably less for the
same level of services.

Redirection shares many characteristics with other al-
ternative high schools. One of the two things we do
not share with other alternatives is our point system.
New York City demands 40 credits for graduation
from high school. We translate these credits into points
as follows:

English 8 (800 Points)
Social Studies 7 (700 Points)
Math 4 (400 Points)
Science 4 (400 Points)
Hygiene 1 (100 Points)
Art/Music 2 (200 Points)
Business/Voc. Ed. 4 (400 Points)
Foreign Language 2 (200 Points)
Electives 8 (800 Points)

The point system gives a student points, translated
into credit, for each day of satisfactory performance
in class or completed assignment in extra credit. We
divide our school year into four cycles of 9 to 10 weeks
each instead of the traditional two semesters. This
gives our students four fresh starts per year instead

of two. It means that a student can recover in class
and in attendance without traditional failure. It is
interesting that studies are beginning to show that
one of the primary fears of childhood and adolescence
is fear of the humiliation of failure, particularly in
school. For example, a student who attends 20 of 40
days in a typical cycle, and completes all assignments
on days of attendance, will receive 25 of 50 points on
his or her report card. It is not a pass or a fail, it is
simply earnings, in much the same way as a worker
who works 20 hours in a week will receive half of the
pay of a workerwho puts in 40 hours. We work to
help students to recognize that working at half rate
means double time in high school, since the points
are allocated to be completed in four years, just like
a regular credit system. Our half-time student will
take eight years to complete high school, graduating
well after the state-mandated cut-off at age 21.
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If a student wishes to advance, each 50 point class
per cycle can be doubled to 100 points by doing extra
credit work in each class. A student with a seven
academic class schedule could earn a total of 650 class
points per cycle. CSP does not offer extra credit. This
student could earn 2600 points or 26 credits in the
course of one academic year, excluding the possibil-
ities of work points, night school or summer school.

It is a rare student who works at that rate consistently,
although 700 to 1000 points are not unusual in the
students’ last few cycles. A good rate is 400 to 500
points per cycle, which would enable a graduation after
two years. Academic honor roll is at 300 points per
cycle, since there is no requirement for extra credit
work.

In addition to regular class work, each class, except
CSP offers extra credit. Each teacher sets his or her
own work rules and eligibility rules for extra credit,
within broad guidelines. Extra credit is just that, work
done over and above the regular class work, and out-
side of class time. It may be an essay, short answers,
outside readings, library visits, trips, reports, obser-
vations, in short, anything that will deepen or broaden
a student’s knowledge in the subject area. Extra credit
cannot exceed the regular credit earned in the class.
A student who does an excellent report, worth 50
points, can only receive 20 points for it if that’s all the
credit he receives in that class.
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@m @To me, without Redirection I
would have probably dropped
out but here they make you feel
and know that getting a high
school education will help you
throughout your entire life. 5 5

Cherrone Griffith

Independent study is a separate system, under the
supervision of one teacher, by which students can be
assigned to do outside independent work. In most
cases, the student is assigned to a teacher who is not
one of her academic instructors. They meet weekly,
with the coordinator of the program keeping track of
points earned and student reporting. At its best the

-independent study system offers another opportunity

for mentoring, creating a more informal relationship
between student and teacher, since there is no even
implicit coercion. The student comes by choice, and
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the teacher is not expected to do any follow up if an
appointment is missed.

In addition, many of our students attend night school,
summer school or gain credit from work. Night and
summer school follow the regular school credit ac-
cumulation rules. For work points, a student obtains
a job through school, or presents a letter from an
employer documenting the dates of employment and
hours per week. Points are earned at the rate of 50
per cycle for 20 hours or more per week. Full time
summer employment is credited at'100 points for the
summer.

The great majority of our graduates come to us with
some credits from their previous schools, and grad-
uate within two years. The exceptions are those who
come with no credits, and students in our reading
program, who average two and a half to three years
to graduation. Graduation rates range from a high of
80 percent of our entering LYFE program students for
young parents to 35 percent of our students who enter
reading at or below the third grade level. 18 percent
of our total student body of 450 graduate each year.



Discipline

% iven our students’ history of dropping out,
r | " underachieving, learning disabilities, sus-
é} g pensions, and general hell raising, disci-
™ pline should be a big issue. It's not. Our
students, self-selected survivors, put up with very
little disruptive behavior from their peers. Most, after
initial skittishness, will report difficulties to their CSP
teachers, rather than taking the law into their own
hands. We have little drug use, no extortion, no mug-
ging, little classroom disruption, hallway noise or
hallwalkers.

We do serve a very difficult population. The positive
school climate is created in part from student com-
mitment, and in part from a philosophy radically dif-
ferent from the schools our students have come from.
We are a student-centered institution, but far from an
undisciplined one. The basic question we ask our stu-
dents when they face a confrontation is, ““Is this worth
your high school diploma?” The answer is almost
uniformly, “No”. When there is a physical confron-
tation, a principal’s suspense is automatic. No if’s,
and’s or but’s. For both parties, regardless of fault.
The policy leads to some difficult situations, like ex-
plaining to the victim mentioned earlier why he was

being suspended as well as the attacker, but the policy
works. Almost every seriously disruptive student we
admit chalks up one suspension. They rarely go to two.
They test the system, find out we mean what we say,
then settle in. ‘

Respect is our biggest ally. Students know who is fair.
Staff knows who is fair. As long as those two sets of
impressions match, and we all act accordingly, the
system is seen as fair. :

We are not immune to the outside world. Our stu-
dents suffer from tremendous stress, both internal
and external. In addition to the ordinary difficulties
of growing up and ordinary family problems, the
crushing poverty many of our students live in creates
its own difficulties. The neighborhood of the school
is rife with violence and drugs and all the other at-
tendant evils. Parents, trying their hardest, are unable
to keep the outside world outside. Neither can we.
We can provide a safe haven within the building.
That's all we can do. When our students are unsafe
on the steps of the building, across the street, at the
bus stop, it creates an atmosphere of fear that becomes
all pervasive. ’
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The student who is the target child of a parent’s vio-
lence, the student from a household in turmoil be-
cause of a siblings drug abuse, the student under
stress from overcrowding and too young parent-
hood—all are subject to mood swings and have a
tendency to lash out at others. It is here that the CSP
program shows its’ greatest strength. Discipline comes
from caring, from the group’s tolerance and strength.
The magic words, “I need to talk to you” invariably
triggers a listening ear. Often that’s all we can pro-
vide. Most times it is enough.

When listening isn’t enough, there are counselors for
referrals in and out of school, conferences between
teachers, a model for the students of how adults create
helping systems, a reassertion of trust. In the best of
the CSP situations, the whole group will provide sup-
port, advice, a listening ear for a troubled member.
Even where help is not sought verbally, students note
changes in mood and behavior, and live in a small
enough society that most things are known. ““She just
left her man.” ““His cousin just got killed.” Often
these explanations provide the space the student needs,
the unspoken sympathy, the additional tolerance.

And we sometimes fail. For a student who fights re-
peatedly or who brings a weapon to school, there may
be a superintendent’s suspension hearing. That almost
invariably means the student will have to leave the
school. We sometimes have students we cannot han-
dle, those who are psychotic, those having schizo-
phrenic episodes, those who are simply unable to
consider others, those who are just plain mean. Out
of 450 students, we lose an average of five a year to
all of the above.

It takes eighteen months to three years to build a
CSP class, to get the class to the point at which the
students do the socializing and rule giving for the
new students. When students begin to spontaneously
take care of each other, then the teacher’s job becomes
the best of all possible worlds, helping students to
unlock their intellect and creativity.

The getting there can be a fascinating trip. It does
involve giving up some of the teacher protections
we take for granted—a completely segregated lunch-
room, for instance. Automatic deference. Rules based
on outworn tradition. The new rules are so simple,
and so hard to obey.

1) Respect for each other
2) Fair treatment for everyone
3) Free expression of all ideas

4) An absolute prohibition on ever putting anyone
down for any reason
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@ .. .The teachers are special
to the students and the students

are special to the teachers.® 1§
" Donnell Smith

Then there are the little things we do without ever
even thinking about them. Three years ago, we started
to become an ‘in’ school for student interns from Brown
and Amherst. It has been fascinating to watch the
groups meet. Similar in age, they may as well have
grown up on different planets. Our students have a
natural courtesy with strangers that is often noted by
outsiders. So when one of my students—a mechanic
not noted for his sensitivity to others—came to me
and asked, “What's wrong with these new college
kids, anyway? They act funny.” I asked why with
considerable trepidation, imagining all kinds of prob-
lems. “You know, they stay away from you. When
they pass by, they act like it'll hurt to get too close.”
He mimed someone passing him in the narrow cor-
ridor, hugging the wall to avoid him. And I realized—
we are physically closer than is ordinary in schools.
We rarely pass anyone without some physical contact.
Part of the creation of a more secure environment in
the school is maintained because of physical contact.

The one quality that our students always refer to when
answering questions about our schpol is that they are
treated with respect. In addition, we seek situations
in which our students will be challenged to describe
to strangers what they need, and what the schools
need to operate more effectively—including our own.
Our students routinely speak with all visitors, and
whenever practical, interview new staff. One student,
recently, when interviewing a math teacher, asked
several practical math questions. The prospective
teacher, somewhat puzzled by the approach, asked
why, after he had answered the questions. The stu-
dent replied, “I wanted to make sure you wouldn’t
teach to some ideal class that isn’t there instead of

r

us.

Students never cite the dramatic differences we see.
They talk about the simple ones. “They always talk
to us like people.” “No one puts you down.” “They
call when you're absent.” “Someone always says
Hello.” And, always, “We're a family.”



TAR is the second absolutely unique aspect

of High School Redirection. The reading pro-

gram entitled Strategies and Techniques for Ad-

vancement in Reading was founded in 1979 by
Lynda Sarnoff in response to another felt need—that
our students with reading problems dropped out again,
because we did not help them enough with their read-
ing in our conventional programs. Ms. Sarnoff’s pilot
program involved identifying the 25 poorest readers
in the school, placing them in a class together, and
immersing them in reading five periods a day. The
pilot was successful—students gained an average of
2.4 years in reading that first semester. The next year
the program was expanded to include students read-
ing up to a 7.5 grade level in three classes. Students
in the non-readers class, those reading below third
grade level at entry, continued to make the most dra-
matic gains, averaging 3.2 years per school year over
the next several years, but the students reading over
third grade level began graduating in unprecedented
numbers, although the reading gains per year aver-
aged only slightly more than one year. Immersion
worked. We now have five classes, supported by a
full time counselor/coordinator and two resource room
classes. Given the number of students who come to
us reading at low grade levels, we now restrict STAR
to entering students reading at the 6.0 grade level and
below.

STAR—Philosophy

Although the philosophy of STAR mirrors that of the
rest of the school, our students’ unique situation re-

quires some additional attention. In STAR, very
strongly and vocally, the responsibility for the stu-
dents’ learning is rooted firmly in the teacher. This is
the toughest aspect of STAR for visitors, and some
staff, to accept. If any student in my class does not
learn how to read, it is my fault, not the student’s. This
kind of teacher responsibility is the antithesis of what
has been going on in education for the last thirty years
or so. Student failure has been blamed on the student,
family, television, ‘‘the system,’” and never on the in-
dividual teacher. Yet we are paid to teach.

This responsibility is at the same time more complete
and less draconian than it seems. For'we have both
the tools and the time to do all that Has to be done
to teach, and we have the common sense to sort out
levels of responsibility. The student who appears twice
after intake and is never seen again weighs on our
conscience only as a faint regret that we were not able
to connect. The student who has attended daily for
two years—and progressed only two years in read-
ing—is failing only because of our lack of skill in
reaching him. We are responsible to this student to
make him understand that we have failed, not he.

People frequently argue that this philosophy makes
mincemeat of personal responsibility. Not so. The stu-
dent is responsible for attending and actively partic-
ipating in her education. The problem is that there is
no nice clearcut black and white involved, and we are
convinced that it is ultimately the teacher who is re-
sponsible for the student’s education, not the stu-
dent’s responsibility to educate herself. As with dis-
cipline the line is a delicate one.
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In tandem with the principle of teacher responsibility
is the principle of student educability. Each student
can learn. If the student is not learning, the method
or modality has not been identified. Are there differ-
ences in intellectual capacity? Definitely. Are some
students more perceptually impaired than others?
Absolutely. Do emotional factors interfere with the
education of some students? Yes. But each one can
learn. It may be that we don’t yet know how to teach
to some difficulties, but the capacity is there.
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fm @@ Redirection has given me
hope. When I went to ...... |
thought there was no

Jaynee Lytch
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For students whose school life has been characterized
by failure, high expectations mean the difference be-
tween bridging to capacity and leaving a student per-
manently behind his peers. Our students can think.
They can visualize and implement a strategy—they
have been protecting themselves in school using strat-
egies for years. Harnessing those skills to apply to
academic work is a challenging task for the teacher.
Breaking the teacher mold that we have accepted is
part of that task.

The last principle is perhaps the hardest. The teacher
must be willing to risk failure, to try new approaches
that may or may not work, to admit to fallibility to
students. For most of us any admission of fallibility
has been taboo. “This doesn’t seem to be working,
can anyone help me?” is a sentence teachers have not
been taught. We can only fight severe academic de-
lays by working together, staff and students, sharing
both joy and grief.

STAR—Special Education Policy

We decided, early on, to avoid becoming part of the
regular special education bureaucracy. We refuse to
run self-contained classes limited to those labeled
learning disabled, preferring to pay for our program
out of our tax levy funds, and use special education
for the supporting resource rooms. We had both prac-
tical, philosophical and emotional reasons for this de-
cision. Practically, our teacher for the non-readers was
not a certified special education teacher, and had no
wish to become one. Second, we would have to se-
verely limit our intake of non-readers if we took only
the already entitled.
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Philosophically, we saw the special education bu-
reaucracy as limiting to our students. Expectations
were low, dominated by a ““what can you do with
these students’’ attitude. We had, and continue to
have, strong administrative support for an adversarial
stance in regard to the special education bureaucracy,
and felt we could be more effective as outsiders. This
has proved to be the case. We are comfortable and
invulnerable as we bring students to impartial hear-
ings on questions of services and placement. We have
never lost a hearing, and have become strong advo-
cates of mainstream education for the learning dis-
abled in alternative settings.

Emotionally, it is important for those of our students
who come from special education settings to feel nor-
mal. A full-sized class becomes a symbol of being like
everyone else. Many have had terrible experiences as
special education students, and need 'substantial re-
education about the nature and extent of the problems
they face.

STAR—Dealing with Student
Reaction to School Failure

Students who are unable to read when they enter high
school are not simply illiterate, they bring with them
all of the negative baggage engendered by failure. Our
program, or any program, attempting to teach illit-
erate students of high school age will be successful
only if there is a recognition of the “‘onion’” proper-
ties of the problem. The easy, outer layer is the lack
of skill itself. This lack of skill can be remediated using
traditional, even old-fashioned methods. The old-
fashioned methods can work only if the inner layers
are dealt with simultaneously—the doubt, shame, de-
fenses and pain, the confidence, pride, competence
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and strength. Actually, a juggling act may be a better
analogy than and onion.

Our students range in age between 16 and 21. Their
reading ranges from primer to 6.0 grade level. A stu-
dent at primer level reading does not know the letters
of the alphabet with any consistency, has no sight
vocabulary, and, often, does not spell his name cor-
rectly consistently. By the time a student reaches a
6.0 reading level, literal comprehension is good. There
may be gaps in de-coding skills and skills in structural
analysis, but these are compensated for by a good
sight vocabulary and sight skills.

Although our firm expectation is that every student
can and will learn to read, the reality of time means
that we have different expectations of progress for
students who come in at various levels of skill. The
student who comes to us at primer level, we expect
will reach the level of functional literacy by gradua-
tion. He will be able to read The Daily News. She will
be able to fill out a job application and pass a basic
skills civil service test, such as the post office exam.
He may graduate because of the special test condi-
tions allowed by the state education department for
learning disabled students—because he can use the
calculator on the math exam, because we can read the
reading test to him.
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@ @®if I had to speak of
Redirection, I would speak
highly of the school. The
teachers make school very
interesting. They help you find a
job. That’s what makes kids

come and earn credits. B B
Katina Stubbs
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For the student who comes to us at 4.5 to 6.0 reading
level, our expectation is that the student will achieve
full literacy. She will be able to enter a community
college and succeed. He will be able to take the more
competitive civil service exams, like police officer and
firefighter, with a reasonable chance of passing.

Our program, STAR, is a diploma-bound program
designed to meet the needs of youngsters reading
between primer and 6.0. As important as, or perhaps
more important than, the instruction in reading is the
underlying philosophy which mandates our dealing
with the psychological difficulties that result from il-
literacy. We have found that we cannot be successful

on an instructional level if we do not recognize and
remediate the psychological damage our students
have suffered during their years in school. Our school
system punishes the deviant students as swiftly and
as harshly as did the schools in Dickens’ England.
We have simply shielded those who mete out the
punishment from recognition of what they are doing.

We have become subtle.

Since this is an ““onion’’ problem, then, we approach
our students from the vantage point of several different
layers simultaneously. On one level, there is the very
literal problem of inability to read. The student and the
school system have frequently entered a conspiracy of
silence regarding the problem. The student is “‘slow
in reading”’, ““does not perform up to capacity’’, ““is
deficient”. When he comes to us, he simply can’t read.
We give no relief from this diagnosis, referring to it
in class and individually. When a student has made
significant progress, we make statements such as
““now that you can, read. . . for the class’’, or ““doesn’t
that feel good"” after a successful effort. Once progress
is being made, we continue to remind the student how
far he has come. Old students are encouraged to share
their observations with new students, i.e. ‘I used to
hide my books, too, but you don’t have to worry about
that here...” or “If you need help with spelling, ask
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me first. I got help all the time when I was new.”

Although this ‘‘rubbing her nose in it"” approach may
seem harsh, it occurs with a corollary—the explana-
tion to the student of exactly what is wrong, and
exactly what the plan of attack for correction is. With
most students that includes a detailed discussion of
any special education testing that has been done. The
student whose visual perception is equivalent to a
six year old’s can use that information to fuel his fight
with math operations. He is no longer fighting clouds,
but a measurable disability, not much different from
not being able to hit a ball.

Behavioral problems that have developed are treated
just as matter-of-factly. ““That may have been a way
of distracting people from the reading problem in our
old school, but it won’t work here.” Not only that,
but your fellow students will tolerate only a few, ten-
tative, attempts to disrupt before telling you that they,
too, had to give up old defenses—pretty quick—and
you will, too. The parameters of acceptable behavior
are much wider, though. You won’t get into a hassle
if you want to keep your hat on, or go to the bath-
room, or express your frustration verbally. If you are
tempted to lash out physically, there are lots of people
around who will help you to regain control—not only
teachers, paraprofessionals and administrators, but
all of your classmates.

Interestingly enough, outsiders looking in often see
only the surface permissiveness, and accuse us of
coddling students. Our students see ours as the most
demanding situation they have ever been in because,
not only do they have to produce, they also have to
take responsibility for their own educational and psy-
chological development. Far from shirking the re-
sponsibility, our students thrive on it. As one student
put it to a visitor, ““For the first time in my life, I feel
like I have some control over what happens to me.
That's freedom.”
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STAR—Combatting the Conspiracy
of Silence

Even the youngest children are aware of their position
in the pecking order in school. For children who fail,
every day is six hours and twenty minutes of pain—
remitted, for some, by other skills, art, music, ath-
letics, mechanics. For others, there is no release. As
professionals, we increase failing students’ pain al-
most geometrically by protecting them from the truth
about their difficulties. The great majority of the
youngsters we teach in STAR have learned one thing
from their 10,000 hours. They are stupid.

llliterates face a lifetime of secrecy. Illiteracy informs
every aspect of their lives, especially the most inti-
mate. Telling a wife or lover is even more difficult
than telling an employer, and many never do, keep-
ing their secret, and with it the detachment they need
to hide their pain. They can never truly relax. So when
a teacher enters into a conspiracy with a student to
hide a reading problem, the student cooperates en-
thusiastically. Two things are accomplished. Ridicule
from classmates is reduced and public ridicule from
the teacher, a co-conspirator, eliminated.
R R R R R T
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Duane Skinner

doing very we

Our first job is to define and delineate the reality of
the limitations caused by reading difficulties. Regard-
less of whether the students have been labeled or not,
the feelings are the same. Our reading disabled stu-
dents are as heterogeneous intellectually as any ran-
dom sampling of students. The difference lies in their
own conviction that they are “‘slow’’, or even, occa-
sionally, “‘retarded’’. Part of our remedy is plain talk—
““You are neither slow nor lazy—you can’t read.”

One of the things our students need to know is that
they have tools with which to fight their recalcitrant
perceptions. By age sixteen, adult thinking skills are
in place, and reading disabled students have been
protecting themselves with their mother wit for ten
years or more. This intelligence can be readily applied
to their reading difficulties once those difficulties are
identified. One of the most common objections to
starting where the student is in terms of reading is
that students will feel put down when presented
with first grade work. Not a bad theory, if you won’t
tell the student what the problem is and what she can
do to help solve it. Once those things are clear, stu-
dents have no objection to the most repetitive and
babyish of drills.



STAR—Expectations

When working with reading disabled students, it is
imperative to remember and work with the intellec-
tual capacity of the class rather than the reading level.
In all areas, the regular high school curriculum can
be presented. Naturally, literature will have to be read
to students—not in watered down form, but as writ-
ten. Children’s stories form a large part of our back-
ground information. Few of our students were even
read to as children. Children’s stories and fables can
be read to them—five or ten minutes a day on each
story—with minimal summaries from previous days.
Real analysis can be saved for adult literature. It has
taken us years of slow and steady movement to reach
Jonathan Swift and Shakespeare, but other schools
can start there—it is possible, and fun.

@ . . but Rediis a school that

just wants lazy people like me to
try hard and to give it all they
got. B N
Stephen Potts
.

Writing can start with small index cards. Students
write one question about one thing that puzzled them
about a story or a lesson. Positive reinforcement is
important for every new activity, as is teacher enthu-
siasm. “This is a great question! Can anyone try to
answer it?”" Active participation is the goal. Our stu-
dents are curious and willing to learn. They have been
taught that risk will bring on ridicule. Mistakes can

never be the basis of learning. Alternate methods of
grading and correcting can be found, and do work.

It is because STAR is an alternative to the standard
methods of dealing with reading disabled students
that we chose to stay outside of the special education
and remedial bureaucracies. For our students, the
reading disability is a small part of the larger person.
It does not define or limit the person, it is simply an
obstacle to be overcome. Intellectual capacity remains.
So the curriculum is not watered down, but every
effort is made to use whatever devices have to be used
to bypass the disability while intellectual develop-
ment takes place at an age-appropriate level.

Does that mean that students are not challenged? No.
Once they are comfortable, students can learn a great
deal from being challenged. But the challenge cannot
include ridicule or sarcasm. Our students have had
enough of that.

STAR—A Typical Day

A typical student spends five periods a day in the
STAR class. One or two of those periods will be read-
ing, one CSP, one English, a social studies, hygiene,
or math depending on need. During reading, the stu-
dent will work on his individual reading needs, whether
those are drill work, drawing, comprehension, spell-
ing, handwriting, writing or editing. CSP follows the
regular school curriculum. English encompasses both
writing and literature, a regular high school curricu-
lum. Social studies also follows the régular curricu-
lum, using lower reading level texts.

As important as the curriculum is the atmosphere of
acceptance. For many of our new students, the idea
that every question is treated thoughtfully is a reve-
lation. Hearing their new classmates ask for some-
thing as simple as the spelling of a word—and either
being told it, or, as likely, having the teacher say, “I
think you can get that one.” then working with the
student to spell the word—is a new experience. Seeing
work returned, ungraded, to be edited before grading
according to detailed guidelines gives the new stu-
dent a feeling of control over the work. Most impor-
tant, everyone cooperates, and no one is ridiculed for
any error. ’

17



>

s with greet
earty hellos to gentle chiding for the latecomers.

<

3
r
I3

[csl=n

- -
(]

1 _ R B L 7T 7= ~ Ailer xa o
their homes. Sometimes we do daily wake-up calls,
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Individual instruction in reading is just that. Eithe
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the reading periods, which lowers the whole-class
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census considerably. In addition, most of the seniors
are programmed out for one or more of the reading
periods, further reducing the load. Small group and
individual instruction predominate during reading
periods, but there is some standard "'seat work.”” We
try to keep this minimal, preferring to set up student
run pairs or trivs to work on specific projects
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