


















































































































































































































































































































































































Student Connectedness Survey

(This survey is to be taken by students at the completion of their community service experience.)

1. What is your district/school? (list participating districts/schools here)

2. How many times have you completed this survey?

0=None, this is my first time.

1=Once before this time.

2=Two or more times before this time.

Instructions: Please take a few minutes to answer questions about your most recent experience in

the community service project at your school. Please answer honestly. If a question makes you feel

uncomfortable, you don’t have to answer it. If you don’t understand a question, ask the teacher to
help you.

(Answer choices: 4=YES! 3=yes 2=no 1=NO!)

3. Do you think the community service you completed was meaningful to the community?

4. Do you think the community service you completed was meaningful to you?

5. Did the program you completed (including the community service) help you:

a. Get along with teachers or other school staff members?

b. Handle conflicts better with teachers or other staff members?

c. Feel that teachers or other staff members care about what happens to you?

c. Get along with other students?

d. Feel important to those in the community you served?

e. Want to do volunteer service in your community?

f. Attend more whole days of school?

g. Attend more of your classes?

h. Be more interested in your school work?

i. Try your best in school?

j. Improve your grades in school?

k. Enjoy school?

l. Feel that school is important for your future?

m. Understand your career goals better?

6. Do you live or spend a lot of time in the community you served?

1=Yes 2=No

7. Gender

8. Grade



9. How long have you been at this school?

1=less than 3 months; 2=3 to 6 months; 3=7 to 12 months; 4=more than one school year

Thank You!
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WHAT IS THE QUESTION?

There is today a growing consensus that the characteristics of effective schools can be identified
and described. An emerging question is "How widely can these characteristics be applied?" 
Recent studies, for instance, cite the efficacy of effective schooling practices with American Indian 
programs and in Title I programs.

The question of effective, high-quality education means many things to many people--some 
would like our young people to be better educated in the "basic skills"; others are concerned that 
schools prepare "technologically literate" youth; and still others want schools to be places where 
kids learn discipline, citizenship and positive democratic values. while all of these concerns are 
serious, an even deeper and more pervasive concern is whether we as a nation are going to fulfill 
the promise that all young people will receive a quality education.

For many researchers, the problem of who will receive an education is as important as the 
problem of how to bring about excellence in education. Some disturbing findings have surfaced:

Most experts agree that some 30 percent of youth in school now will drop out prior to 
graduating.
There does not at this time appear to be a good definition or even description of who these 
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youth are. (Mann)
Based on what is known about the dropout prone, there is every indication that their 
numbers will increase in coming years.
Society will need to bear profound economic costs for failing to educate these young 
persons. (Levin)

Given, however, that we know something about what makes schools effective, it seems 
worthwhile to ask the question about whether the techniques, processes and procedures which 
arguably work in schools will also get results with at-risk youth in schools.

The question is urgent for two reasons First, there is the obvious likelihood that the effective 
schools research will yield knowledge which can be applied in providing quality education to at-
risk students. Second, it is equally important to point out that some researchers sound the warning 
that the effective schools movement itself could constitute a threat to education for at-risk youth if 
it is not accompanied with supports necessary to accommodate the special needs of those likely to 
be dropouts (Hamilton 1986; McDill, Natriello and Pallas 1985a, 1985b, 1986; Levin 1986).

Levin (p. 13) puts the matter quite bluntly:

The unique needs of the educationally disadvantaged cannot be fully or effectively addressed by 
reforms of a general nature, such as increasing course requirements, raising teacher salaries, or 
increasing the amount of instructional time. While these reforms may be desirable on their own 
merits, they should not be viewed as a substitute for direct and comprehensive strategies to solve 
the problems of the disadvantaged. In the absence of specific remedial programs for the
disadvantaged, the general reforms may overwhelm the abilities of ever larger numbers of them to 
meet the requirements for high school completion.

The intention of this paper is to take a first step towards answering the question whether there is a 
"fit" between techniques shown to be effective with at-risk youth and the conclusions reached by 
the effective schools researchers. This line of questioning will yield one or two possible answers. 
First, it is possible that what works for at-risk youth is inconsistent with effective schools findings: 
there may be a population of youth requiring a "separate" kind of educational experience. The 
second possibility is that there is substantial overlap between what works with at-risk youth and 
what works in effective schools: the effective schools research may provide a useful framework 
for working with students who might otherwise receive poor or no education.

CHARACTERISTICS OF EFFECTIVE SCHOOLS

In recent years, substantial effort has been made to identify characteristics which distinguish 
effective schools. effective schools are those in which all students master priority objectives. This 
definition is derived from an extensive review and synthesis of the effective schools research 
(NWREL 1984), which included examination of research in six areas: school effects, teacher 
effects, instructional leadership, curriculum alignment, program coupling and educational change
and implementation. through the synthesis of this research, major findings were identified about
what takes place in classrooms, school buildings and districts that contributes to high levels of 
student performance.
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For the purposes of this paper, the intent is not to provide an exhaustive review of this literature 
but to indicate key characteristics of effective schools which can be compared with practices that 
work with at-risk youth. this rich resource base can be organized into three major areas, as follow:

LEADERSHIP: The role of the building principal is to focus the whole school on instruction and 
use this focus as a means of establishing and acting upon priorities in the school. The principal 
and all others in the school know the school is a place for learning.

CLIMATE: All staff and all students share the expectation that all students can learn. Effective
schools exhibit equity in terms of learning. Learning takes place in a safe, orderly environment, 
and students are expected to behave according to established, fairly executed rules of conduct.

CLASSROOM INSTRUCTION AND MANAGEMENT: All teachers are highly skilled in and 
use a variety of instructional methods and techniques. there are clear instructional objectives,
activities are tied to objectives, and there is frequent monitoring and evaluation of student progress
toward those objectives.

CONDITIONS ASSOCIATED WITH AT-RISK STUDENTS

What conditions predict whether a student will be at risk? What conditions predict the likelihood 
of a student dropping out of school before graduation? What conditions predict whether a student 
will go through high school having a frustrating and unrewarding time-- regardless of actual 
graduation?

Researchers have found that it is possible to identify potential dropouts early--as early as 
elementary school (McDill, Natriello and Pallas 1986). Hodgkinson (p. 12) found in his research a 
widely held view that "we intervene too late in the course of a student's development, that certain 
parts of the profile of a dropout-prone student may be visible as early as the third grade."

At the same time, there are a great variety of conditions associated with being at risk. Researchers
who have investigated characteristics correlated with a high likelihood of dropping out mention 
demographic, socioeconomic and institutional characteristics such as:

Living in high-growth states
Living in unstable school districts
Being a member of a low-income family
Having low academic skills (though not necessarily low intelligence)
Having parents who are not high school graduates
Speaking English as a second language
Being single-parent children
Having negative self-perceptions; being bored or alienated; having low self-esteem
Pursuing alternatives: males tend to seek paid work as an alternative; females may leave to 
have children or get married

One very important aspect of the problem is that it is clear that populations with these 
characteristics are growing--so that if there is a correlation between population characteristics and 
being at risk, the situation will in all likelihood worsen.
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What is the situation? While the issue with at-risk youth is frequently portrayed as a dropping out 
issue, it seems that the fact of leaving school prior to graduation is only a symptom. For example, 
there is evidence that in many schools a "push-out" syndrome exists. Fine (1986) documents how 
some schools passively allow students to drop out by withholding any effort to retain them or 
even to find out what the problem is.

Furthermore, it is very easy to confuse "stopping out" (leaving school for another activity) with 
"dropping out." And finally, who is to say whether dropping out of a poorly supported and/or 
inadequately staffed school may not leave the student better off in the long run particularly if there 
are alternatives available. The measure of our dealing adequately with the needs of at-risk youth 
should not, probably, be numbers of dropouts, but should instead be the kinds of instruction and 
amounts of learning that take place in the school.

The issue is the kind and quality of learning experienced by the student while in school. When the
issue is defined in terms of the experience, it is an issue upon which the school can act. It is 
therefore interesting to note results of studies of the actual determinants of dropping out.

Data from the "High School and Beyond" study have been carefully analyzed to determine 
whether there are characteristics which effectively predict whether a youth will become a dropout. 
Wehlage and Rutter (1986) note that "the most powerful determinants (according to HS&B data) 
of dropping out are low expectations and low grades combined with disciplinary problems, 
truancy being the most common offense" (p. 4). They add that while the school can't do much 
about the socioeconomic factors that are associated with being at risk, the things found to be 
determinants are things that are very much under the school's control.

These findings are supported by Rock and his colleagues (AASA 1985), who analyzed the same 
data and found that factors which helped students succeed "have a similar impact on achievement 
gains for all groups of students, whether white or black, male or female, or enrolled in a public or 
Catholic school" (p. 63). In other words, school effects are school effects and they have impact on
all pupils equally and without regard to socioeconomic conditions.

Rutter, et al. (1979) reached similar conclusions in their study of the effects of schools in London,
finding that "children were more likely to show good behavior and good scholastic attainments if 
they attended some schools than if they attended others" (pp. 177-178). This conclusion was 
reached after controlling for family background and personal characteristics. In one final study 
worth mentioning, Sexton (1985) found that students transferring from a school with a high 
dropout rate to another with a lower dropout rate reflected the lower rate in the extent to which
they actually left school.

It is probably important to distinguish between social characteristics of at-risk youth and the 
conditions in schools which inhibit or fail to bring about learning. It is becoming increasingly 
clear that at-risk youth are those who attend certain types of schools-- specifically schools with 
little support, which promote low expectations and which have little or no curriculum focus.

SUCCESSFUL STRATEGIES FOR AT-RISK STUDENTS

The title of this section should probably include the phrase "and how do we know?" Hodgkinson
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(1985), for instance, believes that a great deal is being done, but it is not widely shared and is not 
well publicized. He asserts that "many localities, however, have developed excellent drop-out 
prevention programs" and there is a "major need to coordinate and share information on what
works and why." He notes that successful programs "combine intensive, individualized training in 
the basic skills with work-related projects" and finds that "when the relation between education 
and work becomes clear, most of these potential drop-outs can be motivated to stay in school and 
perform at a higher level" (p. 12).

Green and Baker (1986) report on a literature search and on heir questionnaire survey of 
initiatives for high-risk youth in the Pacific Northwest states. They find that much, indeed, seems 
to be underway, but that practitioners do not share a common taxonomy or framework for 
discussing and sharing what they are doing.

Hamilton (1986), reviewing the ERIC index, found "a surprisingly small number of reports and 
only a few (with) both program descriptions and data indicating program effectiveness." He was, 
however, able to find that successful programs seemed to exhibit these characteristics (p. 410):

Dropouts are separated from other students
The programs have strong vocational components
Out-of-classroom learning is utilized
Programs tend to be intensive--small, individualized with low student-teacher ratios--and 
tend to offer more counseling that the regular school curriculum.

In the review undertaken for this paper, findings are grouped into three categories: large, federally 
funded programmatic efforts; pull-out programs; and classroombased studies.

FEDERALLY FUNDED STUDIES

In one of the greatest evaluation efforts ever undertaken in support of a social experiment, a huge
"knowledge development" component was made part of the Labor Department's Youth 
Employment Demonstration Projects Act (YEDPA) in the late 1970s and early 19;80s. An 
enormous amount of information was generated by projects funded under this program. In
general, it can be said that the research supported the hypothesis that paid work experience tended 
to help enable low-income youth to remain in school longer. While the school curriculum often 
benefited from additional resources, especially resources related to career skills, these were 
normally not permanent additions and were not always available to all students. Three features of 
these efforts are notable: first, participants were generally required to develop a "career plan"; 
second, there was a conscious effort to build the program around competencies to be attained by
participants; and third, in many of the programs, participants were provided with services, where
possible, which would enable them to stay a part of the program.

Experienced-Based Career Education (EBCE) is a programmatic effort that differs from some 
others in that, in many cases, it attempts to be tightly interwoven into the school curriculum 
instead of added to it. Extensive evaluation of EBCE found that students participating in it 
performed at least as well (or no worse) on standardized measures of academic learning than 
nonparticipants.

PULL-OUT PROGRAMS
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Wehlage (1983 analyzes several programs that successfully involve marginal students in school 
work and try to keep them in school. His analysis cuts across a breadth of school contexts, and he 
finds that alienation from the school, daily reinforced by teachers and administrators, is one of the 
most important threats to the retention of at-risk youth. He asks, "When otherwise normal 
adolescents who have sufficient intelligence to succeed in school. . .become alienated and reject 
the school, should not educators attempt to find ways to respond constructively to this significant
portion of their clientele?" (p. 16)

Wehlage's answer is that educators unequivocally can make a difference--that teachers and 
administrators can develop ways to retain at-risk youth and involve them in learning. He criticizes 
programs which stress only "basic skills" or "vocational education" or "career education" alone as 
being too narrow in focus and thus of limited value. He argues that schools must provide young
people with experiences of success in order to counteract the messages of failure he finds these 
young people are constantly receiving. He argues further that we reinforce the message of failure 
by not expecting enough from the marginal student--we tend to place these students in "slow" 
classes and to deny them access to challenging experiences. Indeed, the failure to develop 
appropriately challenging experiences for these students is one of Wehlage's major criticisms of
public schools. He would have schools stress the development of abstract thinking (in the Piagetan
sense) and the development of social skills.

In the six effective programs which he outlines, he finds that there are several characteristics of
effective programs. First, there is the group of

common among successful programs. Small 
size allows attention to individual needs of students through frequent face-to-face interactions and 
monitoring. Program autonomy allows teachers the flexibility to respond quickly. Decision 
making authority gives teachers a sense of empowerment, which in turn heightens their 
commitment to the program.

ADMINISTRATIVE AND
ORGANIZATIONAL CHARACTERISTICS

Next, characteristics grouped under TEACHER CULTURE refer to the sense of professional 
accountability for program success and the optimism/confidence teachers have in the program, the 
extended role of the teacher in dealing with the "whole student" which creates in students a sense 
that they are cared for, and the sense of collegiality which binds together the team of teachers
working in the program.

A third set of characteristics is called STUDENT CULTURE. As Wehlage says, "The single
most valued characteristic of the programs is the ‘family atmosphere'" (p. 36). Wehlage reports 
that successful programs do not suppress criticism but instead provide a positive and constructive 
atmosphere in which criticism can occur. Another characteristic of student culture is cooperative 
learning, where help may be obtained from other students or teachers and where team learning
takes place.

Wehlage finds that the most important curricular characteristics of effective programs for at-risk
students is the experiential curriculum. He makes the very important point that a fundamental 
difference between experiential programs and work/vocational programs is that the latter tend to 
focus on monetary rewards and to offer less opportunity for students to take challenging roles and 
opportunities. Experiential activities, on the other hand, offer possibilities for maximizing
adolescent development that are important. Wehlage says, "We believe there is sufficient evidence
about the effects of experiential education (that meet the criteria below) to argue for it as an 
ESSENTIAL COMPONENT OF AND PROGRAM FOR MARGINAL STUDENTS"
(author's emphasis).
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The criteria for experiential education are that the program:

Should offer "optimal challenge with manageable conflict"
Should provide a young person an opportunity to exercise initiative and responsibility
Should provide the young person with a task that has integrity (i.e., is not "make-work") 
and thus reinforces the person's sense of dignity
Should provide the young person with a "sense of competence and success"
Must engage the student in reflection about his/her experiences (pp. 38-40).

CLASSROOM-BASED STUDIES

A third kind of study seeks to identify whether there are schools successfully working with 
dropout-prone students and if so, to describe the techniques they use. Edmonds (1979) is 
unequivocal in his assertion that "all children are eminently educable and that the behavior of the 
school is critical in determining the quality of that education." Both in his own research on schools 
serving the urban poor and in his review of similar research undertaken by others, he finds that
there are indeed effective schools which demonstrate these characteristics:

Strong administrative leadership
A climate of expectation in which "no children are permitted to fall below minimum but 
efficacious levels of achievement"
An orderly, but not rigid, atmosphere that is "conducive to the instructional business at 
hand"
An attitude which makes it clear that "pupil acquisition of the basic skills takes precedence 
over all other school activities"
The ability to divert resources "from other business in furtherance of the fundamental 
objectives" when necessary
Means for frequent monitoring of pupil progress, specifically, means "by which the 
principal and the teachers remain constantly aware of pupil progress in relationship to 
instructional objectives."

A somewhat different tack is taken by McDill, Natriello and Pallas (1986), who have synthesized 
an extensive number of research studies and evaluation efforts in an attempt to examine the 
potential consequences of tougher school standards on students who are at risk of dropping out. 
Their work is included in this section because they also focus on classroom-based research. They
examine first the possible positive consequences and then the possible negative consequences.

The nub of the question is whether increased standards will make it even harder for at-risk student 
to succeed in school. On the positive side, when students are confronted with challenging 
standards, they are more likely to pay attention in class and spend time on homework. In the 
studies they cite, class cutting is notably higher in classes which put a low demand on students
than in classes with higher demands. These findings hold for students of all abilities. In general
McDill et al. conclude that "results in several different lines of research provide hope that raising
standards will lead students to work somewhat harder, at least when standards are originally quite 
low, and that greater student effort will lead to somewhat higher student achievement" (p. 149).

Nevertheless, there must come a point where expectations are too high for some students to 
succeed without additional assistance of some kind. The potential negative effects are 1) that 
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greater academic stratification will occur and student will have fewer choices available to them; 
and 2) more demanding time requirements on the part of schools will conflict with other demands 
on students.

These researchers focus on "alterable characteristics in schools" to minimize the risk of unwanted 
effects. They note that size of the school is one of the most important factors associated with 
having fewer disorders, higher achievement, higher levels of student participation and more 
feelings of satisfaction with school (p. 157).

Other factors include an INDIVIDUALIZED CURRICULUM AND INSTRUCTIONAL
APPROACH; CLIMATE, which is concerned with matters of governance (the importance of 
clear rules consistently enforced); the system of academic REWARDS (they note that researchers 
"have found it useful to employ a variety of alternative, detailed reward systems such as learning 
contracts, token economies and grading systems that base evaluation on individual effort and 
progress" [p. 159]; and NORMATIVE EMPHASIS ON ACADEMIC EXCELLENCE. Finally,
at the classroom level, these researchers assert that a CLEAR ORIENTATION TO WORK
AND LEARNING in the classroom is essential before approaches such as individualized
instruction can succeed. they also assert that without the orientation to learning, even the best 
teachers will be unlikely to succeed in positively affecting the dropout prone.

COMMONALITIES

The primary characteristic of successful programs for at-risk youth seems to be a STRONG, 
EVEN INTENSE, LEVEL OF COMMITMENT on the part of the instructional staff. As with 
effective schools, where the principal is active in the day-to-day operation of the instructional
program, the leader takes a strong interest in the operation of the program; traditional roles and role
relationships are not as important as taking the proper action to achieve school/program goals. In 
both cases, there is a clear belief that students will succeed.

Evaluation of programs consistently mentions STRONG LEADERSHIP as one of the factors 
contributing most to their success. Of course it may well be that leadership emerges more easily in 
the context of a program or, more likely perhaps, that without strong leadership , there wouldn't 
have been a program in the first place. The point seems to be, however, that it is the quality of the 
leadership rather than the fact of the program, that makes for success. The policy consequences
might well be consideration of ways of developing leadership instead of ways of developing the
programs.

Finally, it should be noted that one of the strongest criticisms of schools made by dropouts is that 
the discipline is unfair and arbitrary. Successful programs that serve dropouts are characterized as
having fair--though sometimes tough--programs of discipline. The programs clarify what offenses 
are and what the punishment is.

Differences between techniques used to serve at-risk youth and techniques in effective schools 
have to do with the types of goals which are pursued and not the manner in which they are 
pursued. At the secondary level, the most important characteristic of programs serving at-risk 
youth is indeed that they are programs; the ones reviewed in this paper are pull-out programs. It
may well be that the only way in which certain youth in certain schools can be reached at all is to 
take them completely out of the school context and build a program minus the added burden of 
overcoming the residue of bad feelings toward s the school they may have built up.
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Practitioners who work with at-risk youth, however, might consider whether there is more 
instructional value in shaping experiences in which at-risk pupils interact with other pupils. For 
instance, Ward (1986) notes that cooperative learning groups (small groups of students with 
diverse backgrounds working on common tasks) "produce significant gains in academic
achievement for minority students" (in desegregated classrooms) (p.6). The fact of a pull-out 
program seems to limit what can be achieved with grouping.

The fact that at-risk youth are served by programs rather than through an effort on the part of the 
school to meet the needs of these youth has another consequence. The curriculum, even in 
successful programs, tends to be limited and to track students into fairly narrow channels. 
Although it would be hard to pinpoint, the assumption seems to be made that atrisk students need 
a career-oriented education focused generally on nonprofessional occupations. The point is not
whether this is appropriate or not for all or even any of these students, but rather that the students 
do not seem to have a choice. Indeed, the question of limited curriculum never seems to arise, 
perhaps because more fundamental needs are being met.

On the other hand, many successful programs for at-risk youth make use of their autonomy to 
develop very rich curricular offerings, particularly in the area of experiential learning. The benefits 
of this type of learning may well be something that deserves investigation by effective schools 
researchers. Levin calls attention to peer teaching and cooperative learning as "two approaches 
that seem to work particularly well for disadvantaged students" (p. 15).

Another consequence of the fact that the needs of atrisk youth are served primarily by programs is 
that it may be difficult to decide where the program stops. Indeed the temptation is to develop a 
comprehensive program, one which owning to the special needs of the population to be served, 
may require components which go far beyond the capacity of the school itself to implement or be 
responsible for. For instance, Levin (p. 13) asserts that the major components of a strategy to solve 
the problems of disadvantaged students would have to include:

Providing enriched preschool experiences
Improving the effectiveness of the home as a learning environment
Improving the effectiveness of the school for addressing the needs of the disadvantaged
Assisting those from linguistically different backgrounds to acquire skills in standard 
English.

RELATIONSHIPS BETWEEN RESEARCH ON
AT-RISK YOUTH AND EFFECTIVE SCHOOLS

An examination of both sets of research suggests that there may be value in applying effective 
schooling practices to at-risk youth. Successful programs for at-risk youth. Successful programs 
for at-risk youth in fact reflect the use of effective practice. Within the parameters of the programs, 
for example, there is strong leadership to support and guide instructional priorities. All students 
must meet clear expectations for academic performance and behavior, and there is frequent
monitoring of student progress and support for success.

In terms of at-risk students as part of the general student population, there are other factors from 
the effective schooling research which may be valuable (Figure 1):
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Figure 1

AT-RISK RESEARCH

Separate low expectations
Need for success
Lack of consistent discipline
No teacher involvement, accountability
Lack of attention to needs of individual
Lack of engagement in learning

EFFECTIVE SCHOOLING RESEARCH

High expectations for all
Clear, achievable goals
Clear rules for behavior, fairly enforced
Effective instruction and classroom management
Careful monitoring of student progress
Emphasis that school is place for learning

At-risk youth are often channeled to programs with special, reduced expectations for 
performance, especially academic performance. The effective schools research
strongly supports that schools establish and maintain high expectations and standards 
for all students and focus on helping them all meet those expectations.
At-risk youth exhibit a lack of and strong need for success. With clear goals and 
objectives recommended by the effective schools research, at-risk youth can move
toward and achieve measurable success in school.
Lack of consistency in discipline often contributes to the problems of at-risk youth 
who may be, in effect, penalized for being at risk. The effective schools research
supports the establishment and maintenance of clear rules for behavior of all students, 
with behavior measured against the standards, not against previous behavior or 
behaviors of other students, and with rules enforced fairly and equitably for all.
A problem in schools with high at-risk populations is the decline of teacher 
involvement and/or accountability for the performance of these students. The use of 
effective classroom instruction and management techniques, with emphasis on teacher
responsibility and expectation that all students can and will learn, may counteract this 
teacher withdrawal.
There if often a lack of attention to the needs of individual at-risk students. Effective 
schooling research supports the careful monitoring of all students' progress with 
interventions to improve student learning.
At-risk youth are often characterized by a lack of engagement in learning. The 
effective schools research emphasizes holding the expectation that all students are
involved in their own learning and that all students understand and respect the fact 
that school is a place dedicated to learning.

The accumulated knowledge of alternative programs for at-risk young people seems to support 
substantially the findings and recommendations of the effective schools researchers. Where the 
differences lie seem principally to concern curriculum goals or purposes of education.
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Nonetheless, given the set of goals professed by each "side," the means of attaining them show
great congruence. The conclusion to which this analysis seems to point can be summed up in the 
words of Ronald Edmonds (1979, p. 23):

(a) We can, whenever and wherever we choose, successfully teach all children whose schooling 
is of interest to us; (b) We already know more than we need to do that; and (c) Whether or not we 
do it must finally depend on how we feel about the fact that we haven't so far.
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Fine, Michelle. "Why Urban Adolescents Drop Into and Out of Public High School." 
TEACHERS COLLEGE RECORD, 393-409, Spring 1986.

Good, Thomas L. and Jere E. Brophy. LOOKING IN CLASSROOMS. New York: Harper and
Row, 1984.

Chapter 4, "Teacher Expectations," presents persuasive evidence of the influence of 
a teacher's expectations on pupil performance; these effects occur regardless of the 
pupil's background or SES.

Green, Karen Reed and Baker, Andrea. PROMISING PRACTICES FOR HIGH RISK
YOUTH IN THE NORTHWEST REGION: INITIAL SEARCH. Portland, OR: Northwest
Regional Educational Laboratory, June 1986.

The authors review national studies as well as studies and programs from the 
Northwest Region. They find that while most of what is considered "effective" or
"promising"" is a matter of expert testimony, as opposed to carefully designed 
research, common threads of successful programs usually involve staffing,
methodology, curriculum and administrative support.

Hamilton, Stephen F. "Raising Standards and Reducing the Dropout Rate." In "School Dropouts: 
Patterns and Policies," TEACHERS COLLEGE RECORD, 410-429, Spring 1986.

This careful and sensitive article explores issues related to the effect that raising 
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standards could have on dropout rates in secondary schools. He finds promise in 
recent research which suggests that the classroom might not be the best environment 
for learning.

Hodgkinson, Harold L. ALL ONE SYSTEM: DEMOGRAPHICS OF EDUCATION,
KINDERGARTEN THROUGH GRADUATE SCHOOL Washington, DC: Institute for 
Educational Leadership, Inc., 1985.

A somewhat comprehensive exposition of his theories about how demographic changes will 
affect the continuum of education; he argues very persuasively that demographic trends will force 
the educational system to confront squarely the issue of high risk youth.

Levin, Henry M. EDUCATIONAL REFORM FOR DISADVANTAGED STUDENTS: AN
EMERGING CRISIS. (NEA Search). Washington, DC: National Education Association, 1986.

Mann, Dale. "Dropout Prevention--Getting Serious About Programs that Work." NAASP 
BULLETIN, 66-73, April 1986.

Mann finds that schools are "doing a lot and learning a little" in dealing with 
dropouts; he calls for an effort to analyze carefully what is being done to whom, and
with what effect.

McDill, Edward L; Natriello, Gary and Pallas; Aaron, M. "Raising Standards and Retaining 
Students: The Impact of the Reform Recommendations on Potential Dropouts." Baltimore, MD: 
Center for Social Organization of Schools, The Johns Hopkins University, Report No. 358, April
1985. (Reprinted in slightly revised form in REVIEW OF EDUCATIONAL RESEARCH 55:4,
415-433, Winter 1985.)

This closely argued paper draws extensively on available research to examine 
possible positive and possible negative impacts of recent reform recommendations.
They conclude that the challenge of educators is to find ways to provide the support 
that potential dropouts will need to successfully meet heightened standards.

McDill, Edward L.; Natriello, Gary and Pallas; Aaron, M. "Uncommon Sense: School 
Administrators, School Reform and Potential Dropouts." Prepared for presentation at the National 
Invitational Conference on Holding Power and Dropouts, Teachers College, Columbia University,
February 1985. (ED 257 927)

This paper presents possible positive and negative impacts of school reform. It 
focuses specifically on possible roles for the school administrator in maximizing the 
effect on potential dropouts.

McDill, Edward L.; Natriello, Gary and Pallas; Aaron, M. "A Population at Risk: Potential 
Consequences of Tougher School Standards for Student Dropouts." AMERICAN JOURNAL
OF EDUCATION 94:2, 135-181, February 1986.

The researchers spell out and justify a research agenda focusing on monitoring the 
impact of programs with New Standards, determine school characteristics associated
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with successful education of at-risk students, provide students with services and 
flexible time options, and maintain high standards for all students.

Northwest Regional Educational Laboratory. EFFECTIVE SCHOOLING PRACTICES: A
RESEARCH SYNTHESIS. Portland, OR: NWREL, 1984.

A synthesis of effective schools research describing practices that contribute to high 
levels of student performance. Practices are arranged into classroom, school and 
district levels.

Northwest Regional Educational Laboratory. THE NORTHWEST REPORT. Portland, OR:
NWREL, July/August 1986.

This issue reviews a new publication, the "Effective Compensatory Education 
Sourcebook: (Griswold, Cotton and Hansen), which finds that program effectiveness 
in Chapter 1 schools--in terms of student achievement, attendance rates and parent 
support--is tied to the implementation of effective schooling practices.

O'Connor, Patrick. "Dropout Prevention Programs that Work." OSSC BULLETIN 29:4,
December 1985.

This paper is aimed at the practitioner and attempts to synthesize findings from 
research and ongoing programs.

Pine, Patricia. RAISING STANDARDS IN THE SCHOOLS: PROBLEMS AND
SOLUTIONS. (AASA Critical Issues Report) Arlington, VA: American Association of School
Administrators, 1985.

Rutter, Michael, et al. FIFTEEN THOUSAND HOURS. Cambridge, MA: Harvard University 
Press, 1979. Sexton, Porter W. "Trying to Make It Real Compared to What: Implications of High 
School Dropout Statistics." JOURNAL OF EDUCATIONAL EQUITY AND LEADERSHIP
5:2, 92- 106, Summer 1985.

In this article, the author presents his provocative findings that at-risk students who 
change schools are likely to reflect the dropout patterns of their new school instead of 
their old school. This thesis supports the notion that school expectations play a
critical role in student success.

Squires, David A: Huitt, William G. and Segars, John K. EFFECTIVE SCHOOLS AND
CLASSROOMS: A RESEARCH-BASED PERSPECTIVE, Alexandria, VA: Association for
Supervision and Curriculum Development.

Chapter 4, "Effective Schools: What Research Says," examines factors determined 
by research to be characteristics of effective schools. Several studies are reviewed, 
and they are fairly unanimous in reporting the importance of student engagement, 
student success, teacher management of instruction and supervision by the principal 
as critical elements in effective schools.
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TEACHERS COLLEGE RECORD. "School Dropouts: Patterns and Policies: (Special Issue) 
87:3, Spring 1986.

This collection of articles examines dropout patterns among American youth and 
policies which have been developed to reduce the number of dropouts. While the
authors represent a breadth of viewpoints, they seem to agree that 1) success in the 
area is possible, and 2) a substantial amount of further research in the area is
necessary.

Ward, Beatrice A. INSTRUCTIONAL GROUPING IN THE CLASSROOM. Portland, OR:
Goal Based Education Program, Northwest Regional Educational Laboratory, July 1986.

Describes how instructional grouping can be used (and how it should not be used) to 
promote learning in the classroom.

Wehlage, Gary G. "Effective Programs for the Marginal High School Student." PDK
FASTBACK 197. Bloomington, IN: Phi Delta Kappa Educational Foundation, 1983.

Wehlage cites six effective programs and elicits characteristics of an effective 
antidropout program. This paper is notable for both the power of the writer's
argument and for the confidence he has that excellent programs for the dropout prone 
can be developed. The paper is full of suggestions for the practitioner.

Wehlage, Gary G. and Rutter, Robert A. EVALUATION OF MODEL PROGRAM FOR AT-
RISK STUDENTS. Paper presented at the annual meeting of the American Educational Research
Association, San Francisco, CA, 1986.

This paper presents a model program for at-risk students and evaluative evidence in 
support of the claim that it has positive effects on them.

This publication is based on work sponsored wholly, or in part, by the Office of Educational Research and

Improvement (OERI), U.S. Department of Education, under Contract Number 400-86-0006. The content of this

publication does not necessarily reflect the views of OERI, the Department, or any other agency of the U.S.

Government.

November 1987
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Hardwired to Connect:

The New Scientific Case for Authoritative Communities

New Scientific Findings Shed Light on Why Large Numbers of

American Children Suffer from Emotional and Behavioral Problems

Symposium to discuss report's findings on Tuesday, September 9 (Dirksen SOB, Room

G50, Washington, D.C., begins 9:00 a.m)  – speakers include U.S. Surgeon General Dr.
Richard Carmona, U.S. Assistant Secretary of HHS Dr. Wade Horn.

The Commission on Children at Risk, a panel of leading children's doctors, research
scientists and youth service professionals, has issued a report to the nation about new
strategies to reduce the currently high numbers of U.S. children who are suffering from
emotional and behavioral problems such as depression, anxiety, attention deficit,
conduct disorders, and thoughts of suicide. The Commission is basing its
recommendations on recent scientific findings suggesting that children are biologically
"hardwired" for enduring attachments to other people and for moral and spiritual
meaning."  Meeting children's needs for enduring attachments and for moral and

Duplicated with permission from Commission on Children at Risk. 2003. "Hardwired to Connect: The New

Scientific Case for Authoritative Communities." (New York YMCA of the USA, Dartmouth Medical School,

and Institute for American Values). For more information about this study or to obtain copies, please

contact Institute for American Values, 1841 Broadway, Suite 211, New York, NY 10023. Tel (212)246-

3942; Email: info@americanvalues.org.



spiritual meaning is the best way to ensure their healthy development, according to the
Commission's report.

Said Dr. Kenneth L. Gladish, the National Executive Director, YMCA of the USA:

"The basic conclusion of this report is that children are hardwired for close
connections to others and for moral and spiritual meaning. The report challenges
all of us to strengthen those groups in our society that promote this type of
connectedness.  Here at the Y, we have been working for children and families
since 1851 and we intend to be a part of that solution."

The Commission on Children at Risk is sponsored by YMCA of the USA, Dartmouth
Medical School and the Institute for American Values.  Commission members include
Steven Suomi of the National Institute of Child Health and Human Development, T.

Berry Brazelton, Harvard Medical School, Allan Schore of UCLA Medical School, Alvin

Poussaint of Harvard Medical School, Robert Coles of Harvard Medical School; James

P. Comer of Yale Medical School; the developmental psychobiologist Linda Spear of
Binghamton University; the author and clinical psychologist Judith Wallerstein of the
Center for the Family in Transition; and Thomas Insel, who was at Emory University at
the time of the study, but has recently been appointed director of the National Institute
of Mental Health.

Despite a decade of unprecedented economic growth that resulted in fewer children
living in poverty, large and growing numbers of American children and adolescents are
suffering from mental health problems.  Scholars at the National Research Council in
2002 estimated that at least one of every four adolescents in the U.S. is currently at
serious risk of not achieving productive adulthood.  Twenty-one percent of U.S. children
ages 9 to 17 have a diagnosable mental disorder or addiction; 8 percent of high school
students suffer from clinical depression, and 20 percent of students report seriously
having considered suicide in the past year.  By the 1980s, U.S. children as a group were
reporting more anxiety than did children who were psychiatric patients in the 1950s,
according to one study.

The Commission is calling upon all U.S. citizens to help strengthen what it calls
"authoritative communities" as likely to be the best strategy for improving children's
lives, in its report, Hardwired to Connect: The Case for Authoritative Communities.
Authoritative communities are groups of people who are committed to one another over
time and who exhibit and are able to pass on what it means to be a good person.  These
groups provide the types of connectedness our children increasingly lack. 
Authoritative communities can be families with children and all civic, educational,
recreational, community service, business, culture, and religious groups that serve or
include persons under the age of 18 that exhibit certain characteristics.  These
characteristics are: 1) it is a social institution that includes children and youth; 2) it
treats children as ends in themselves; 3) it is warm and nurturing; 4) it establishes clear
boundaries and limits; 5) it is defined and guided at least partly by non-specialists; 6) it
is multi-generational; 7) it has a long-term focus; 8) it encourages spiritual and religious
development; 9) it reflects and transmits a shared understanding of what it means to be
a good person; 10) it is philosophically oriented to the equal dignity of all persons and to
the principle of love of neighbor.



The Commission's report represents the first time that neuroscientists have collaborated
with social scientists who study civil society to improve outcomes for children.  It is also
represents the first time that a diverse group of scientists and leading children's doctors
are publicly recommending that our society pay considerably more attention to young
people's moral and spiritual needs.

Said the child psychiatrist Dr. Kathleen Kovner Kline of the Dartmouth Medical School,
the report's principal investigator:

"As children's doctors, we began this project because our waiting lists are too long.
Our challenge today is to shift from treatment alone to treatment plus prevention.
Broad social changes are required. We need to become environmental advocates
for childhood."

The report and its recommendations will be discussed at a symposium, involving youth
service professionals from around the country and others, starting at 9:00 a.m. on
September 9 in the Dirksen Senate Office Building, Room G50 (corner 1st and C Streets,
N.E., Washington, D.C.).

Scheduled speakers include the U.S. Surgeon General, Vice Admiral Richard H.

Carmona; the Assistant Secretary for Families and Children at the U.S. Department of
Health and Human Services, Dr. Wade Horn; Dr. Stephen Suomi of the National
Institute of Child Health and Human Development; Dr. Kenneth L. Gladish, the
National Executive Director of the YMCA of the USA; the report's Principal Investigator,
Dr. Kathleen Kovner Kline of the Dartmouth Medical School; and other members of
the Commission on Children at Risk. 

What Recent Research Suggests

In searching for strategies to improve outcomes for children, the Commission reviewed
research on the brain and human behavior from the last two to five years.  Among the
main scientific findings on which the Commission has based its recommendations are:

• The mechanisms by which we become and stay attached to others have a
biological basis and are increasingly discernible in the basic structure of the brain.

• Nurturing environments, or the lack of them, influence the development of brain
circuitry and the way genes affect behavior. 

• The old "nature versus nurture" debate – focusing on whether heredity or
environment is the main determinant of human conduct – is no longer relevant to
serious discussions of child well-being and youth programming.  New scientific
findings are teaching us to marvel at how nature and nurture interact.  These
findings suggest that strong nurturing can reduce or eliminate the harmful effects
of genes that are associated with aggression, anxiety, depression or substance
abuse.

• Primary nurturing relationships influence early spiritual development, and spiritual
development can influence us biologically in the same ways that primary nurturing
relationships do.  For instance, spirituality and religiosity can be associated with



lower levels of stress hormone (cortisol), more optimism, and commitment to
helping others.

• Religiosity and spirituality significantly influence well-being.
• The human brain appears to be organized to ask ultimate questions and seek

ultimate answers.

These findings are described in detail in the attached copy of the Commission's report.

Hardwired to Connect

The Commission was particularly impressed by mounting scientific evidence suggesting
that in two basic ways the human child is hardwired to connect. First, children are
hardwired for close attachments to other people, beginning with their mothers, fathers,
and other relatives, and then extending out to the broader community. 

Recent animal studies show that our ability and need to become and stay attached to
others is biologically "programmed" and increasingly discernible in the basic structure of
the brain.  For instance, recent animal studies have shown the role the neuropeptides,
oxytocin and vasopressin in male-female bonding. In the area of parental care, in
several animal species it has been shown that attachment hormones help to trigger
parental care, which in turn helps to trigger the release of more attachment hormones. 
For example, as male marmosets begin to care for their offspring, their levels of
prolactin increase, which likely reinforces the bonding process. Other studies implicate
numerous other neurotransmitters and hormones in the human bonding process.

Recent animal studies are also underscoring the powerful effects of strong nurturing on
genetic transcription  and brain circuitry, improving outcomes for offspring and helping
in ways that are measurable at the cellular level. Animal studies show that high levels of
maternal stimulation can change brain functioning and reduce genetic risks for anxiety,
aggression, depression and substance abuse in infant animals. It can even turn genetic
risks into an advantage.

Steve Suomi of the National Institute of Child Health and Human Development and
member of the Commission has done extensive research with rhesus monkeys showing
how nurturing and genes interact.  He has found that strong mothering not only
eliminates the negative impact of risky genes, it even appears that it can turn certain of
those genes into an advantage. 

For instance, in some rhesus monkeys, a variation in one of their genes seems to
predispose them towards aggression and poor impulse control.  These aggressive
monkeys also drink a lot of alcohol at monkey happy hour, and they are more likely than
other monkeys to engage in "binge drinking."  Typically, these aggressive young
monkeys are not well-liked or accepted by the other monkeys.  But when these
genetically "at risk" monkeys are raised in supportive environments, the harmfully
aggressive behavior disappears, as does the excessive and binge drinking.  But there is
more.  These potentially "at risk" monkeys not only survive.  They flourish.  They do
very well.  They appear to be especially successful in making their way to or near the



top of the rhesus monkey social hierarchy.  What has happened?  An improved social
environment has changed an inherited vulnerability into a positive behavioral asset.

Hardwired for Meaning

A smaller but still significant body of research also shows that people are "hardwired" for
meaning, born with a built-in capacity and drive to ask the ultimate questions about
life's purpose:  Why am I here?  What is the purpose of my life?  How should I live? 
What will happen when I die?  Across time and cultures, this distinctively human pursuit
has been closely connected to spiritual seeking and experience and to religious belief
and practice.  Using brain imaging, neuroscientists Eugene dAquili and Andrew B.
Newberg's have found that the same part of the brain that underlies the human need to
seek answers to what is true about life's deepest questions also underlies many spiritual
and religious experiences.  In other words, the pursuit of meaning appears to be
physiologically linked to spiritual and religious seeking. 

To date the influence of religion on U.S. young people has been "grossly understudied,"
according to Byron Johnson of the University of Pennsylvania.  However, existing
research is highly suggestive.  For adolescents, religiosity is significantly associated with
a reduced likelihood of both unintentional and intentional injury (both of which are
leading causes of death for teenagers.  Homicides, suicides and accidents account for 85
percent of all deaths among early to late adolescents).  Religious teenagers are safer
drivers and are more likely to wear seatbelts than their less religious peers.  They are
less likely to become juvenile delinquents or adult criminals.  They are less prone to
substance abuse.  They are less likely to endorse engaging in high-risk behavior or the
idea of enjoying danger.

On the positive side of the coin, religiously committed teenagers are more likely to
volunteer in the community, to participate in sports and student government, to have
high self-esteem and more positive attitudes about life.  Much of this research is based
on large national studies. 

One religious quality that appears to be especially beneficial, in terms of mental health
and lifestyle consequences, is what some scholars call personal devotion, or the young
person's sense of participating in a "direct personal relationship with the Divine." 
Personal devotion among adolescents in associated with reduced risk-taking, more
effectively resolving feelings of loneliness, greater regard for self and for others, and a
stronger sense that life has meaning and purpose.  These protective effects of personal
devotion are twice as great for adolescents as they are for adults.  This last finding
clearly reinforces the idea, found in many cross-national studies, that adolescence is a
time of particularly intense searching for, and openness to, the transcendent.  Here is
how Lisa Miller of Columbia University puts it: "A search for spiritual relationship with
the Creator may be an inherent developmental process in adolescence."

For this reason, the Commission is recommending that our society as a whole, and youth
advocates and youth service professionals in particular, should pay greater attention to
this aspect of youth development. This task will not be easy, the Commission's warns in
its report.  Because we are a philosophically diverse and religiously plural society, many



of our youth-serving programs and social environments for young people will need to
find ways respectfully to reflect that diversity and pluralism. But that is a challenge to be
embraced, not avoided. One of the many problems with the avoidance strategy is that
denying or ignoring the spiritual needs of adolescents may end up creating a void in
their lives that either devolves into depression or is filled by other forms of questing and
challenge, such as drinking, unbridled consumerism, petty crime, sexual precocity, or
flirtations with violence.

The Link Between Social Connectedness and Child Well-being

In recent years, authoritative communities have gotten significantly weaker in the
United States.  Consider the family, for children, the first and typically most important
authoritative community. From the mid 1960s to the mid 1990s, U.S. families overall
have gotten steadily weaker.  Today, more than half of all children in the U.S. will spend
a significant part of their childhood in a single-parent home, usually a father-absent
home, due to high rates of divorce and unmarried childbearing. One particularly harmful
aspect of this trend is the widespread absence of fathers in children's lives. 

Today there is also a rough scholarly consensus that other authoritative communities,
such as civic and community groups, houses of worship, political clubs, and workplace
associations have deteriorated significantly in recent decades.

The idea that the decline in social connectedness is contributing significantly to a range
of childhood problems is supported by numerous studies.  For instance, a recent analysis
of 269 studies, dating back to the 1950s, links steady increases in self-reported anxiety
and depression among U.S. young people primarily to the decline of "social
connectedness." A major population-based study from Sweden – that is, a study
focusing on all Swedish children – concludes that children living in one-parent homes
have more than double the risk of psychiatric disease, suicide or attempted suicide, and
alcohol-related disease, and more than three times the risk of drug-related disease,
compared to Swedish children living in two-parent homes. These findings emerge after
the scholars controlled for a wide range of demographic and socioeconomic variables.

The Swedish study is important not only because of its large scale and rigorous controls,
but also because Sweden has long been a world leader in developing social policies that
ameliorate the economic and material consequences of growing up in one-parent homes.
As a result, the higher rates of mental and emotional problems experienced by Swedish
children in one-parent homes would appear less likely to stem solely or even primarily
from economic circumstances. Obviously the lack of money can be a critical problem.
But another obviously important – and partially independent – problem is the fracturing
of the child's primary authoritative community. 

In 1999, the prominent sociologist Robert Putnam and his colleagues carried out a small
but fascinating experiment reported in Putnam's book, Bowling Alone: The Collapse and
Revival of American Community, to test the hypothesis that higher levels of social
connectedness mean better outcomes for children and youth.  Putnam and his
colleagues developed a list of fourteen leading indicators of social connectedness, which
they called the Social Capital Index, and applied it on a state-by-state basis.  He then



compared the Annie E. Casey Foundation's state rankings on child well-being with his
own state rankings for social connectedness.  He found that: "Statistically, the
correlation between high social capital and positive child development is as close to
perfect as social scientists ever find in data analyses of this sort."  This robust
correlation held true even after Putnam controlled for a range of socioeconomic and
demographic characteristics.

Commission on Children At Risk

Peter L. Benson, Search Institute
Elizabeth Berger, The American Academy of Child and Adolescent Psychiatry
David Blankenhorn, Institute for American Values
T. Berry Brazelton, Harvard Medical School
Robert Coles, Harvard University
James P. Comer, Yale University
William J. Doherty, University of Minnesota
Kenneth L. Gladish, YMCA of the USA
David Gutmann, Northwestern University
Thomas R. Insel, Emory University
Leonard A. Jason, DePaul University
Byron Johnson, University of Pennsylvania
Robert Karen, Adelphi University
Kathleen Kovner Kline, Dartmouth Medical School (Principal Investigator)
Susan Linn, Harvard Medical School
Arthur C. Maerlender, Jr., Dartmouth Medical School (Co-Investigator)
Lisa Miller, Columbia University
Andrew Newberg, University of Pennsylvania
Stephanie Newberg, Pennsylvania Council for Relationships
Stephen G. Post, Case Western Reserve University
Alvin F. Poussaint, Harvard Medical School
Michael Resnick, University of Minnesota
Allan N. Schore, UCLA School of Medicine
Christian Smith, University of North Carolina at Chapel Hill
Linda Spear, Binghamton University
Bill Stanczykiewicz, Indiana Youth Institute
Barbara Stilwell, Indiana University School of Medicine
Stephen J. Suomi, National Institute of Child Health & Human Development, NIH, DHHS
Julie Thomas, Youngstown State University
Paul C. Vitz, New York University
Judith Wallerstein, Center for the Family in Transition
W. Bradford Wilcox, University of Virginia
Larry J. Young, Emory University



What Others Are Saying About

Hardwired to Connect: The New Scientific Case for Authoritative Communities

"This report brings together neuroscience, developmental psychology, the psychology
and sociology of religion, theories of civil society, and moral and political philosophy in
ways that will foreover change our thinking about the needs of the young and how
society must adress them."

Don S. Browing, University of Chicago

"Hardwired to Connect  reminds us that we ignore our basic human needs for connection
at our peril.  What observant parents have long known, moral teachers have taught, and
child development experts have observed, is now confirmed scientifically.  Family and
children's policies that ignore the findings summarized in this powerful report will be
policies that fail or, even worse, do harm."

Jean Bethke Elshtain, University of Chicago

"A major report about an urgent problem. The scholarship is extremely impressive and
the conclusions are appropriately nuanced."

Norval Glenn, University of Texas

"A powerful statement about what should be considered America's number one domestic
problem."

David Popenoe, Rutgers University



How to Order

Copies are $7.00 each and can be purchased by sending a check or money order made
payable to the Institute for American Values. The report is a 9 x 12 document and is 88
pages long. (Order forms can be downloaded. Adobe Acrobat Reader is required.
Otherwise, use this form).

Please mail your payment to: Institute for American Values, 1841 Broadway, Suite 211,
New York, NY 10023.

Contact:
Charity Navarrete
Institute for American Values
Phone:212.246.3942
Email: charity@americanvalues.org

Institute for American Values
1841 Broadway, Suite 211

New York, NY 10023
Tel: (212) 246-3942
Fax: (212) 541-6665

info@americanvalues.org

http://www.americanvalues.org/html/hardwired.html#Press



Learning Community Meeting Format

Michigan Strategic Alternatives in Prevention Education (SAPE) Association

1

Summary of Meeting Notes

Date_____________________

Review Meeting Notes from last meeting
How many items were completed from the last meeting’s action items. Those remaining attention include:

Meeting Goals

Roles: Assign Roles and Determine Rotation for Future Meetings (Who will do what?)

Convener:

Facilitators:

Recorder (computer and easel):

Action Items:

Process Observer:

Timekeeper:

Present

New Agenda Items

Agenda Item

Person
(Who put the item on

the agenda?)

Time
(How much time

to allow?)

Reconnecting (Time to reconnect as individuals/warm up, etc.)

Meeting Format and Roles (Who will take which roles?)

Last Meeting’s Action Items (Status of last meetings Action Items?)

Next Meeting’s Agenda Items (Save for end of meeting.)

Time Required (Add time requirements above.)

Additions/Changes to Agenda (Use this space to add last-minute items at meeting.)

Total Time Required (Add time requirements from both sections above.)



Learning Community Meeting Format

Michigan Strategic Alternatives in Prevention Education (SAPE) Association

2

Next Meeting Agenda Items:

•

•

•

•

Future Meeting

Date

Time

Location

Parking Lot Issues: (Items that come up but don’t really fit with the topic being discussed––a place to “park an idea”
until the end of the meeting when a decision is made to either address it then or put it on the next meeting’s agenda)

•

•

•

Process Observer Observations: (How did the group work together as a team? No names!)



Learning Community Meeting Format

Michigan Strategic Alternatives in Prevention Education (SAPE) Association

3

Action Step Items

Name Action Step to Be Completed



Learning Community Meeting Format

Michigan Strategic Alternatives in Prevention Education (SAPE) Association

4

Learning Team Meeting Roles

There are a number of roles that provide opportunities for involvement of group members. Roles can

assigned at the beginning of each meeting (or the week before) and can be rotated as desired.

1) Convener: This generally works best as a permanent role assigned to one person. This person

“convenes” the meeting – sends out the meeting notices, gathers input prior to the meeting regarding

any agenda items and the length of time needed to address each item, and other tasks related to

setting up the meeting. He/she is also responsible for sending out meeting notes after the meeting.

2) Facilitator: With groups having adults and students, it works well to use two “co-facilitators” – one

adult and one student. The job of facilitator is to help things along through the agendas, refocus if

things get off topic or if there are side-bar conversations, summarize (or ask if someone would

summarize), etc.

3) Recorder/s: Depending upon the needs for each meeting, this may sometimes be a two-person role:

One person who serves as the primary recorder to take notes for the meeting (for distribution to the

entire group) – and an second person who writes on the board or easel (when brainstorming or

organizing information that everyone wants to be able to see). The primary recording role may be

permanent, especially if someone has access to a laptop computer and is willing to take notes at

each meeting. Having the same person taking notes can ensure consistency getting the information

in the proper format from meeting to meeting. However, the person recording on an easel or board

can be easily rotated.

4) Timekeeper: All items on the agenda will have specified amount of time allotted for discussion.

This is determined either at the beginning of the meeting, or when people are submitting ideas for

agenda items to the convener prior to the meeting. (This is just a guess on the amount of time

needed, and it can be adjusted if the group chooses.) The job of the time-keeper is to let the group

know when it is about to run out of the allotted time. If the group still wishes to continue with the

topic, the decision is then made how to adjust the schedule to make the extra time available – or the

group may decide to put it on as an agenda item to be continued at the next meeting, etc. The point

is that conscious decisions are made of where to spend time at the meeting.

5) Action Item Person: In the process of the meeting, decisions may be made to do something-to

“take action” in some way, i.e. “Person X will send a letter to by “Each time an action

step is identified, this person in this role writes it down (the who, what, and when) on the sheet titled

“Action Items” and submits this to the recorder at the end of the meeting. The recorder then writes

the action steps in the appropriate section of the notes that are sent out to group members. That

provides a neat and tidy list of all action steps that need to be taken as a result of the meeting.

6) Process Observer: At the end of the meeting, the facilitator requests the process observer’s report.

His/her job is to briefly ( 3 min or so) summarize how effectively the group worked together as a

team and fulfilled their goals-all without using anyone’s names. For example: “There seemed to be

a lot of positive energy throughout the meeting. Everyone participated and made contributions.

There were a few items we got off topic, but we got through everything we needed to discuss.” etc.

Having a process observer can help the group identify any group dynamics or “contextual”

problems, in a non-threatening way. This is a piece that often gets ignored in groups, I think . . . and

can result in the group being much less productive (and fun!) than it could have been.

Each person gets a copy of the format attached. If ideas come up during the course of the meeting that

are important, but don’t really relate to the topic on the table, the person can jot it down under “Parking

Lot Issues.” At the end of the meeting, the facilitator can address those, and the group can decide if

there is time to address them at that time, or put them on the next meeting’s agenda.

This meeting format is extremely effective and fun. It is empowering, gets people involved, keeps a

focus and helps things move along efficiently-while allowing more flexibility than Robert’s Rules.


