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EXECUTIVE SUMMARY
CURRICULUM STUDY

In 1981, the California State Department of Education commissioned a
study of high school curriculum in response to growing concerns on the part
of educators, employers, parents, and the general public about the nature of
high school education. Falling test scores and increasing concerm on the
part of employers about the skills of recent high school graduates had led to-
complaints that high 3chool students were not receiving adequate preparation
for either college or employment. The study was given further impetus by
expectations of a movement to strengthen graduation requirements and the
general nature of the high school curriculum. In fact, such changes were
effected in 1983 by the passage of SB 813 (also known as the Hughes-Hart
Educational Reform Act). This act increased the graduation requirements by
specirying the number of courges that students must complete. The new
requirements include:

Three one-year courses in English;
Two one-year courses in mathematics;

Two one-year courses in science, including biological and physical
sclence;

Three one-year courses in social studies, including United States
history and geography; and American government, civics, and economics;

One ore-year course in fine arts or foreign language;

Two one-year courses in physical education unless the pupil has been
specially exempted.

The effect of such changes can be easily seen. Students will be taking
more classes, requiring more teachers' time, and needing more materials
ranging from lab equipment to textbooks. But numerous questions remain about
the nature of a high school education. What, for example, should be covered
in a “course” in mathematics or English? How much academic work should be
required and how many electives should be allowed? What sort cf education,
in other words, should a high school diploma represent?

In light of questions such as these, the Paths study was designed to
describe the current nature of the high school curriculum, how it is
determined, and how it differs for different groups of students. The study
reviewed 26 schools which had been selected to represent the wide diversity
of high school students in California. Included in the study were large,
small, and medium-size schools in urban, rural, and suburban areas with
various mixes of ethnicity, achievement levels, and income. During the
study, small teams of researchers visited schools for two- to three-day
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periods. ‘1ne researchers interviewed administrators, counselors, and
department heads in order to collect information about:

The decision-wmaking processes used to determined what courses are
taught to which students, and the content, pace, and standards of each
course;

How courses are organized into programs of study;
How students are assigned to various skill groups or “tracks"”;

How the curriculum varies from track to track.

The following discussion summarizes the major findings of the Paths
study. The findings are discussed in terms of 1) curricular decision-
making, 2) graduation requirements, 3) curricular structure, 4) student
placement and monitoring, and 5) comparing curriculum structuves. Finally,
the discussion explores some of the implications of the findings for the
future of the high school curriculum in Caiifornia.

Curricular Decision-Making

A number of factors determine the curriculum offered in California high
schools. Included among these factors are the following:

General State-mandated requirements for graduation from high school;
State-mandated requirements for local basic skills proficiency test;

University of California requirements for admission (called "a-f”
requirements after the list which defines them);

District graduation requirements and proriciency standards;
District and school support aud finances;

Individual subject area department standards, course sequences, and
administrative policies;

Students' needs and interests;
Teachers' expectations, standards, qualifications, and interests.

As the locus of responsibility shifts from the state to the district to
the department to the teacher, responsibilities become increasingly specific.
For example, while statevide requirements for graduation are general, it 1s
the responsibility of the individual departments to design the content of
such courses, and it is the teacher who actually deternines how that content
is conveyed, at what pace, and what the standards shall be for determining
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who has mastered the material. Thus, the state Education Code sets out
generai requirements; the school district sets graduation requirements and
proficiency standards, as well as policies regarding the length of class
periods and the school day; the individual departments design courses and
assign teachers; and the teachers decide how to present the material, what
homework and grading policies should be, and assess students' mastery of the
material. An important implication of this finding 1s that, at least for
high schools, it is department chairs and teachers rather than principals who
are central to curriculum development. Finally, an additionsal factor affect—
ing the curriculum is the admission requirements for the University of
California and the California State Universities and Colleges. All of the
schools surveyed offered courses which fulfilled these requirements.

The distribution of responsibility described above is, of course, only a
general picture. Some districts work with schools to coordinate courses,
content, design of course sequences, and testing. Others leave these matters
to the discretion of the school and their departments. In most cases,
however, almost all responsibility for course content, criteria for student
placement, course articulation, grading standards, and teacher assigunments
resides at the individual departments. In larger schools, particularly, most
authority for day—-to—day operations is vested in department chairs and vice-
principals. The principals of the schools surveyed, with responsibility for
an average of 11 departments, function primarily as administrators of large
and complex organizations, with little direct involvement in curricular

planninge.

As a result of the considerable discretion which departments and
teachers have in designing courses and presenting course materizl, the high
school curriculum varies greatly from district to district. Such variation
occurs both in the courses offered and in the material covered. The greatest
consistency in c~r'rse content across all schools occurred among the courses
which had been (¢~ .gned to fulfill the UC requirements. The greatest
variation occurrea in the more general and remedial courses.

Two additional forces sffecting curriculum have been the introduction of
the state-mandated basic skills proficiency tests and the cutbacks in
resources resulting from Proposition 13. As a result of the proficiency
requirements, all schools have had to do at least some shifting of resources
towards remedial classes. In addition to the pressures created by the
proficiency tests, che budget reductions caused by the passage of Proposition
13 have affected resources available to schools. Prominent among the
cutbacks are reductions in available textbooks, course materials, and summer
school sessions. Because schools are not able tc replace or update
textbooks, many report that upper track students must use old textbooks,
particularly in history and science. In an attempt to reduce textbook loss,
some schools no longer allow students in the lower tracks to take their books
home with them. Instead, teachers may use dittoed homework assignments and
have students do their reading during class. This latter practice then
reduces the smount of time available for instruction and, as s result, the
amount of material that can be covered in the course. At the same time,
schools which have had to eliminate summer sessions face increased class
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sizes (particularly in required courses such as American History/Govermnment
and Health) and a concomitant increase in the need for textbooks.

Graduation Requirements

Apart from the state-mandated courses (in which content is not usually
specified) graduation requirements are determined lccally. As a result,
specific courses required for graduation and the content of these courses
vary widely throughout the state. On the whole, districts require the
greatest number of units in English, followed by social studies, physical
education, mathematics, and science. No school surveyed required a foreign
language. There is, furthermore, a wide discrepancy between the courses
required in English and social studies (an average of approximately three
years each) and those required in mathematics and science (an average of
approximately one year each). Thus, while students are frequently required
to study English and social studies during three of their four years in high
school, they may often _tudy no more than one year of mathematics or
science.

In all, less than half (40 percent) of the units required for graduation
were specified academic courses such as English, math, science, and American
history and government. The reminder of the required units were comprised of
non-academic courses such as physical education and driver's education and
electives which may be academic or not, according to each student's choice.

For lower track students who fail state-mandated basic skills profi-
ciency tests, additional courses are assigned to help them pass the tests. In
order to provide such courses, most schools have had to reallocate at least
some of their resources towards the lower track, remedial courses. For the
most part, such reallocation has resulted in schools' offering fewer
electives rather than reducing advanced courses in basic subjects such as
English, math, and science.

It is difficult to determine the extent to which the proficiency tests
act as a barrier to graduation. By the time students reach the last half of
their senior year and are eligible to graduate, almost all of them have
passed the proficiency exams. Available statistics, however, represent only
those seniors who do not graduate because they have failed to complete course
work or proficiency tests or both. These data do not take into account those
who have dropped out before reaching their senior year—-the students most
likely to have encountered repeated failure in the proficiency tests.

¢raduation requirements, then, identify the minimum courses that must be
taken, while proficiency requirements define the minimum skills that sust be
demonstrated in order to graduate from high school. In terms of specific
courses and course content defined by local districts and school boards,
there is wide variation throughout the state in all areas of study. The
greatest number of units are required in English, the fewest in science.
wWhere schools have to shift resources to meet the needs. of students who have
failed proficiency tests, such shifts have usually resulted In reduced
coursework in English, math, and science. Nevertheless, all the schools
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reviewed continue to offer full courses of study to prepare students for
admission to the University of California.

Curricular Structure

All of the schools surveyed used some sort of ”tracking"systen-—the
grouping of students according to skills and aspirations in order to provide
instruction which best meets each student's needs. In general, these tracks
include a lower irack, a middle or "general” track, an advanced, college-prep
track, and a "gifted” or honors track. The iower track (serving between 10
and 20 percent of the high school population) concentrates on providing
remedial courses to help students pass proficiency exams. . These courses are
often tailored to each student's identified problems on the proficiency
tests. The honors track (serving approximately 10 percent of the students)
and a more general college-prep track (serving up to 35 percent of the
students) provide courses which meet the University of California's "a-f"
requirements. The courses include advanced work (usually in coordinated,
traditional sequences) in English, mathematics, and science. The rest of the
students take courses in a middle or “general” track. These are students who
have passed or are expected to pass their proficiency exams but who have not
expressed an intention to go on to higher education. The courses offered for
these students may prepare them for the more advanced upper level courses (as
in the case of a student completing a general math course and enrolling in
algebra), but counselors and teachers report compratively little of such
upward movement between the tracks.

Students are generally assigned to the tracks based on criteria such as
past performance, test scores, and teacher recommendations. In some cases,
assignments are made on the basis of general skills such as reading levels.
In others, such as some science tracks, placement may be made on the basis of
skills necessary to the study, such as the abiiity to do equations. Place-
ment is not permanent, and students are generally free to choose courses in
other tracks. However, school staff report that students generally remain in
the tracks to which they are originally assigned.

Student Placement and Monitoring

The classes which students choose, the ways in which they choose then,
and the extent to which they receive counseling, information, and support
from their schools are all largely functions of the tracks to which they have
been assigned. The initial placement in a track and the suggestions for
courses are mainly the responsibility of the school counselors. However, the
amount of individual asttention each student receives varies depending on the
number of students that each counselor is responsible for. In the schools
surveyed, the counselor/student ratio ranged form 1 to 239 to 1l to 540. The
average ratio was 1 to 369, with one school reporting having no counselors at
all. Such heavy workloads severely limit the amount of time any school staff
member devotes exclusively to assessing student needs and planning
appropriate programs of study. In fact, counselors reported that they spent
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the most time with lower and upper track students. Lower track students come
to the attention of counselors when they fail proficiency exams or fall
bohind in completing graduation requirements. Upper track, college-bound
students, on the other hand, need information about courses, coileges, and
scholarships. Too, a school's reputation is based largely on the number of
students who ente. the University of California and other four—year colleges,
so that upper track students receive particular attention. Counselors spend
the least amount of time with lower and middle track students who present no
ismediate problems nor request the kind of information provided to college-
bound students. Yet these are students who are often in most need of
information regarding jobs, training, or further education.

The heavy workload assigned to most counselors affects not only the
amount of time they can spend working with students, but the quality of the
information they provide as well. Some schools assign counselors to work
with individual subject area departments, to sit in on faculty meetings and
discuss course content. In many cases, however, counselors must rely on the
course catalogs for their knowledge of what the school offers. At the same
time, counselors must spend large amounts o’ time monitoring student progress
in completing proficiency exams and courses required for graduation.

Although some schools have begun to use computers to perform such wonitoring,
most counselors must still devote much of their time to this task. These
extensive, largely clerical duties reduce the time counselors would spend
learning about the school's offerings, planning appropriate student

programs, gathering information about post-high school opportunities, and
working with students.

Comparing Curriculum Structures

As the time that counselors spend with students depends largely on the
tracks to which students are assigned, so too does the education which the
students receive. The California high school diploma does not represent a
single core of knowledge or experience. The sources of difference are
numerous: different incentives, different courses and content, lack of
adequate textbooks for lower track students, different access to higher level
courses, and different sequences of courses.

Generally, students tend to complete the courses they need for whatever
they intend to do after high school. Those who do not plan further education
take the msinimum number of academic courses necessary to graduate. Even
students planning to attend the University of California or other four-year
colleges tend to take only the courses required for admission. However, the
UC requirements do provide sufficient incentive for the schools to of fer--and
for students to take-—courses which provide a very different education from
that acquired by non-college track students. Where lower track students
would complete a one-year math requirement in a general course such as those
entitled "Basic Math” or “High School Math,” college-bound students would
fulfill the same requirement with a course in algebra. Similarly, s one-year
science requirement might be fulfflled by either a basic, general course such
as “Earth Science™ or by a college-prep Blology course.
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On the one hand, such differentiation of courses enables schools to
provide instruction appropriate to students of different skill levels. On
the other, it has produced a divided curriculuam in which students in lower
tracks rarely enroll in more advanced coursework. This difference is
aggravated by the lack of adequate textbooks for lower track students.
Teachers complain that there are too few textbooks available for students
reading below grade level. The problem is further aggravated where lower
track students are not allowed to take their textbooks home with them.
Homework then becomes classwork which in tvrn reduces the amount of material

that can be covered in the course.

An additional barrier to lower and some general track students is the
lack of access to more advanced courses. Frequently, these courses require
skills which lower track students are not taught. For exswple, a student in
a lower track math course would have difficulty ccquiring the skills
nesessary to enroll in and complete the 2lgebra which is a prerequisite to
chemistry. Furthermore, course sequences are shorter in the lower tracks, 8o
that a one-year general math course does not develop mathematical skills as
does the algebra-geometry-trigonometry sequence. In some cases, course
sequences for general or lower track students do not extend through a full,
four-year program.

Sumnarx

The information collected during the study conveys a picture of students
who may attend the same school but who come away with very different educa-
tional experiences. Included in the differences are the attention they
receive from counselors, the subjects they study, the textbooks they read,
the expectations their teachers have of them, the amount of homework they do,
even the amount of time they spend in class.

The high school diploma does not represent a "core curriculum,” even in
the most general sense, of knowledge studied or learned. On the contrary,
the education students receive is, in large part, determined by/the track to
which they are assigned when they enter high school. Those most gravely
affected by this probliem are students in the general or lower tracks of

.California high schools who present no immediste "problems” to the school.

They have passed their proficiency exams and are progressing through their
planned programs more or less on schedule. Because they are expected to

' graduate, they don't require special classes or counseling. Because they

don't expect to go to college, they don't request information about colleges
or scholarships. These students generally study the minigum necessary to
pass their proficiency exams and complete their graduation requirements.

They therefore receive little attention from their counsslors. Teachers
assign less homework, courses cover less material, »nd some students may not
even be allowed to take their textbooks home. For the most part, they do not
progress to more advanced coursework nor do they receive extensive counseling
about post-high school opportunities. Furthermore, this problem i{s not
confined to students in the middle or lower tracks. Even students in the
upper tracks often take only those ccurses required for admiseion to college.
Once these sequences are completed, they tend to take fewer acadeuic
electives than are possible.
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In specifying the number of years «f study required for each subject,
the revisions contsired in SB 813 represent the beginning of an effort to
redefine the nature of the high school education. But even these require-
ments address onlv the time spent in class and not the substance of the
courses. The Paths study has demonstrated how courses in a single field
(e.g., mathematics) may cover vastly different areas of study, and how even
classes with similar titles (e.g., American goverument) may vary widely in ’
the breadth and depth with which they approach a subject,

If a high school dfploma is to represent more than a record of atten-
dance, it is important to develop a more comprehensive curriculum for all
students. This is by no means a simple task. While continuing to address
the diverse skills and needs of the students enrolled, the curriculum must be
modified to include a central core of knowledge in all tracks. At the same
time, all course sequences must be better integrated to ensure a full,
four-year program of progessively more advanced work. It is essential, too,
that these courses be supported with adequate textbooks and materials. This
involves providing students with up-to-date textbooks appropriate to their
reading levels, as well as with sufficient instructional materials. Finally,
the efforts of the entire school staff, from administrators and counselors to
teachers and department chairs, must be directed to increasing their
expectations of students rather than accepting a bare minimum course of
study. Only if we require more of our students, will we teach our students
to require more of themselves,
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INTRODUCTION

This report summa.izes the major findings of a study of twenty-six
Calitornia high schools /..lled Paths Through High School. It has been
conducted for the Office of Program Evaluation and Research, State Departwment
of Education. The study describes the characteristics of high school
curriculum across the state. This task grew out of a general atmosphere of
concern about curriculum and declining achievement scores in California high
schools. There is a broad public perception that high school graduates are
insufficiently prepared for either work or higter education. In additiom,
there are specific concerns about the secondary curriculum as it is affected
by declining financial resources, accountability pressures of proficiency
assessment, and pressures to serve growing linguistic and cultural minority
populations.

To respond to these concerns, Department of Educaticn and Stanford
University researchers planned and conducted case studies of twenty-six
California high schools during the spring of the 1981-82 school year.
Interviewers spent several days at each school collecting both qualitative
and quantative informstion. They interviewed principals, vice principals for
instruction, counselors, and department chairs in the English. mathematics,
and science departments. 1In addition, data from statewide sources and from
materials and records at the schools were added to the case reports., The
intention was to use complementary sources of data to develop a convergent
Picture of the current curriculum and the forces which affect it. The case
studies, the statewide data, school documents, and interviews provide a rich
foundation from which to investigate particular issues of secondary
education.

Background Conditions of California's Secondary Education System

California's educational environment has changed and continues to change
dramatically. Enrollments peaked and thken declined, revenues have been cut
back and equalized, and minority and special populations have put increasing
pressure on schools to accommodate their needs. In the midst of this
retrenchment, public concern is growing about the quality of secondary
education. Pressure for higher educstional standards snd outcomes of school
comes at a time when fiscal and demographic pressures are straining school
resources and flexibility.

The current political climate calling for higher standards and increased
achievement derives support from both employers and higher education institu-
tions. The National Commission on Excellence in Education, in its report "A
Nation at Risk: The Imperative for Educational Reform,” found that:

Business and military leaders complain that they are required to
spend millions of dollars on costly remedial education and training
programs in such basic skills ss reading, writing, spelling, and
computation,

The higher education systems in California have increased or are
planning to increase entrance requirements in order to reduce the
remedial courses needed for entering students. In addition, the UC system
has gradually increased specification of the course conteyt which will be
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accepted to fulfill entrance requirements. This reverses the trend of the
19708 in which many different courses were approved for the college
preparatory curriculam. When school enrollment peaked, the curriculum
expanded to include new areas of content such as psychology, political
science, and oceanography. Such courses are no longer accepted for entrance
requirements. Instead, higher-order reading, writing, and mathematics skills
are being emphasized.

Cultural and linguistic minorities are becoming an increasing proportion
of the school population, placing additional pressure on curriculum.
Minority student school success rates are significantly less than that of
whites. The rate at which the largest and fastest growing minority group,
Hispanics, complete high school is about half that of non-Hispanics. Their
entry into postsecondary institutions has not increased substantially over
the past decade, nor have they gained access to well paid employment. This
{s particularly troublesome since minority group students are projected to
constitute the majority of the student population in pudlic schools within
the next two decades.

The enactment of Assembly Bill 3408 (1976) represented the California
Legislature's response to a growing public demand for increased emphasis on
the basic skills in public education. The law required school districts to
establish proficiency standards for graduation in the areas of reading,
writing, and computation. However, broad legislativc policies are difficult
to implement and tend to have unforseen side effect.. For instance, there
has been growing concern that minimum competency testing and the consequent
emphasis on basic skills have eroded the curriculum, edging out more advauced
courses and higher order skill development. Also, a previous state study,
“Pupil Proficiency Assessment in California, 1981 Status Report,” found that
as many students did not graduate because they failed to meet graduation
requirements as did those who failed proficiency tests. Questions which
naturally arise from these findings are:

e Why are students failing to complete a course of study 1f they are
passing proficiency tests?

e What are the barriers to completing a successful path of coursework
through high school?

Study Focus and Content

This project was designed to provide data for policy makers concerned about
high school quality. Various policy changes are being considered in an
attempt to increase high school achfevement. Rather than searching for the
“best” classroom practices or testing competing theories of instruction, the
principle task has been to develop a comprehensive and thorough understanding
of the major, policy—amenahle forces affecting course enrollment in high
schools. In addition, data were collected to address specific areas of
concern, such as the availability of advanced level courses, and the effect
of proficiency assessment on the curriculum. The intention was to provide a
data base which would facilitate answering questions about the California
high schocl curriculum and thereby to enlighten state and local policy
making.

Introduction 2 January 5, 1984
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This study attempts to describe the various paths of courses which
students tal - through academic offerings in the high school curriculum--and
why. The resuliing picture fills a gap in the current literature and know-
ledge about high schools and curriculum. Curriculum research usually
considers the way a teacher presents materisl! at the classroom level.
However, this level of inquiry requires looking into classrooms over time,
which is virtually impossible in a large—scale study designed to generalize
across high schools. This study's major features are:

® The focus on courses as the unit of curriculum

¢ Investiyation of decision making processes which determine what
courses will be taught to whom, and the content, pace, and stande-
set for students

e The organization of courses into whole programs of study

Background demographic, organizational, historical, and impressionistic
data were gathered in each school studied. Table 1.7 in Chapter 1 contains
comparative information about the 26 case study schools. Detailed
descriptions of graduatio. requirements were obtained in order to demonstrate
variations smong schools. School staffs were asked about the effects of
proficiency assessment on curricular offerings. A complete list of topics
covered in the data collection is provided in Appendix A,

School administrators and counselors were asked for the following
information:

e Managerial Information--descriptive data on schools

- Enrollment and grade level structure

- Special funding sources (special education, school luprovenent)

~ Attendance rates (daily excused and unexcused absences, class cuts)

— Graduation rates (nongraduate breakdown by cou.se requirements and
proficiency test failures)

- Proficiency testing results for classes of 1981~-82

— Dropout rate and definition

- Class size (high, low, average)

- Minutes per class period

-~ Number of class periods taken by students (average, minimum,
maximum)

~ Departmental structure

- Characteristics of student population (mobility, aspiratiomns,
socioeconomic status, etc.)

® Graduation requiremerts
- Courses required for graduation by subject area

- Specificity of course requirements by track
~ Definition of unit used for course credic

13
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o Postgraduation data

- Sources and information available about student plans or
actual destinations

~ Proportions of students attending colleges (UC and others) or
entering jobs

— Length of time students are followed

~ Use of information about student destinations in curriculum planning
and counseling

e Curriculum Policy and Management

— Descriptions of school policies and practices for determining the
following: which courses are offered; determination of course
content; teacher assignment and qualifications for courses taught;
course enrollment (tracking); student placement; course
articulation; monitoring student progress in proficiency and
graduation requirements; grading standards; student work assign—

ments
- External factors affecting curriculum and instruction

- Effects of proficiency assessment
® Curriculum Differentiation

— Number of tracks

—~ For each track, the name or description of destination (e.g.,
college prep); percent of student body in each track; typical course
sequences in track.

Sequential characteristics of tracks and courses

Articulation within departments

— Basis for grouping or not grouping students

e Departmental Organization

- Subject areas represented
- FTEs (fulltime equivalent employees)

- Class sizes
- Number of course titles offered, sections, and students enrolled

e Detailed descriptions of English, math, and science departments

~ Content areas included

— Organizational structure

~ Proficiency assessment, instruction, and remediation

- Department approach to providing advanced level coursework

-~ Policies, procedures, and decision making processes used with regard
to. course offerings and content; teacher assignment; student
placement; articulation and coordination among courses; UC a-f
requirements; texts used; course rigor; grading standards; homework.
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o Student access to the curriculum

Process by which students are placed in courses
- When and how students receive information about courses

- Counselor knowledge about courses and students
.Student mobility between tracks

To determine specific course policies, only three departments were
studied in depth: English, math, and science. The focus on these three
departments simply reflects limited study resources and the prevalent public
concerns and should not be seen as a bias toward these areas as being
inherently more important than other subject areas.

Study Design and Methodology

The project consists of 26 structured case studies conducted thoughout
California during the 1981-82 school year. Using statewide dats sources,
schools were selected which represent the diversity of schools across the
state and thereby allow some generalization of findings beyond the schools
studied. By structuring the case studies, some comparable survey-type data
were obtained as well as narratives and perceptions from data collectors.
The case study report format 1s available on request. The strengths in this
design lie in the ability to describe the complexity of practices in schools
from the lncal perspective and to compare findings across very different
schools. The limitations of the study stem from reliance on interviews
rather than observing actual school practices.

Organization of the Report

To respond to the'policy concerns about academic achievement, the report
is organized to build a progressively more detailed picture of curricular
policies and practices.

Chapter 1 describes the levels of curricular policy and decision making
in California's educationsl system. It describes the decisions that are made
at each level. It also portrays characteristics of the schools across the
state and in the Paths study.

Chapter 2 addresses the major state-level policies of graduation and
proficiency requirements. These have clear effects on particular cohorts of
students, but do not standardize programs of study. Students can therefore
pursue very different paths through high school, as demonstrated by the
courses of study of three studen’s in one Paths school. Study schools are
compared in academic, nonacademic and elective course requirements.

Chapter 3 describes the curriculum structure developed at each school
which differentiates students into various instructional cohorts. Each
cohort receives a different curriculum, determined by the department-level
tracking system. Sample curriculum maps from study schools are analyzed.

Chapter 4 outlines student placement and monitoring processes. Students
have varying amounts of support in navigating a successful or optimal path
through the curriculum. The complexity and problems of monitoring student
progress through high school are examined.

In Chapter 5, the effects of the policies and practices found are
compared in terms of the academic programs available to cohorts of students.

The appendices contain the complete list of study topics and sample
student programs of study.
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Chapter |
CHRRICULAR DECLISLON MAKING IN CALIFORNIA SECONDARY EDUCATLOM

Chapter Summary

Policies and practices which govern secondary curriculum are determined
and carried out at six levels of California's educational system. The
curriculum which students receive depends on planning and coordination by
individual teachers, at the department level within schools, -by schools,
districts, and counties, and at the state level. Implementation of
state-level policies are mediated by each intermediate organizational level
until ultimately carried out by individual teachers. This hierarchical
structure affects the consistency over secocdary curric lum across the state.

At the state level, the legislated curricular policies investigated in
thils study were course of study and proficiency requiremments for graduation
described in Chapter 2. College entrance requirements, though not
legislated, were found tc have very important curricular impact statewide.
Thelr pervasive effect on the collegze preparatory curriculum and placemeat

practices was evident in all schools studied.

Vocational programs are primarily provided at the county level. Dis-
tricts set gradnation requirements, lists of courses offered, length of
schon! day and class periods. Schools determine course schedules and teacher
asslgnments.  Student monfitoring and initial track placement are also handled
at the school level,

Major decisions about content and standards were found to be delejiited
to departagents within schools., Principals had little direct involvement in
curricular planning aad relied on department chairs or other personnel for
carriculum management, Principals in the schools studied administered
coaplex organizations with an average of |1 departments per school, plus
special programs. In addition, principals were found to have been in thelr
schools a significantly shorter time than other staff wmembers. These
findings ralse questions about extending the concept of principals as
"instructional leaders” from effective elementary schools research to the
hWigh school.

Subject area departs. nts determine which specific courses are offered,
the conteat, scope, and level of courses, articulation, sequencing, and
specific tedacher assignments. Individual teachers within departments were
found Lo have widely varying autonomy over courses and content, but in all
schools they had final responsibility for setting standards, assignmeants, and
homework. Teachers plan thelr courses within the constraints set at other
levels (e.g., requirement, tesources, time) and within the departmental
agreements about content and sequences. Teachers reported adjusting their
courses and expectations according to the students enrolled in each class.
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Maintalaing coasistent standards and planning sequences of content and
courses were reported to be difficult in schools where student transiency aand
absence rates are high.

California's 780 comprehensive high schools vary enormously in size,
overall achievement and demographics, and the types of students served within
each school. The Paths schools were selected to capture this extreme
diversity and provide a picture of the differences in schools which face
state—level policy makers. This diversity and the resulting varfation {n
local curricular policies and practices increase the difficulty of
implementing state—level curricular policies.

Secondary Curricular Decision Levels

Curriculum, or the content of schooling, is influenced at many levels of
the educational system. Decisions made at each level are not as distinctly
separate.

e The decisions evolve as they flow from level to level, gaining
specificity uantil actually enacted in each classroom by each teacher.

o Managerial strategies and levels at which policies and practices are
determined were found to differ across the study schools.

These organizational levels of control determine and manape dellivery of
curriculum in secondary schools across the state. Federal and state policies
directed toward lower levels are mediated by the policies at each
intermediate level. This chapter describes the organizational hierdrchy
which determines what is taught to whom in California hizh schools, and the
differences found in the Paths schools regarding these decision levels.

County-level policies were not specifically investigated in this study,
but vocational education was often found to be provided through regional
occupational centers (ROCs) at the county level. The data indicate that
comprehensive high schools do not offer fully articulated job entry, voca-
tional programs. These programs are primarily provided through ROCs, commun-
ity colleges, or other programs outside of the public high schools. 1In
California, the availability of vocational training at the ROCs and commuaity
colleges relieves the comprehensive high schools of the financial burden of
providing a wide array of specific vocational training programs. Schonl
administrators reported that they were not able to provide up-to-date
equipment and instruction in vocational courses, but they were able to
prepare students for programs conducted by other public or private agencies.

17
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CURRICULAR POLICY MAKING AT THE STATE LEVEL

Curricular policies which are enacted at the state level face two major
realities of the California public school system.

e A history of local control and sutonomy

e Extreme differences of size, wealth, and other school and district
characteristics

Historically, curricular policies and practices have been local respon-
sibilities. Although control of the state's school finances and teacher
rredentialing has become increasingly centralized issues of curriculum and
teaching have remained decentralized at the district, school, and teacher
level of jurisdiction. California's school districts, perhaps more so than
other states, have had local autonomy over curricular choices and )
instructional practices.

Some of the most important differences among schools and districts are
described in this chapter. At each organizational or policy level the varia-
t.ion statewide and within the Paths sample is discussed with regard to eftfect
on curriculum policy making. The combined effects of local autonomy and dif-
ferences counteract most moves towards statewide cunsistency of sccondary
curriculum.

statewide Policles

The two legislated policizs investigated in this study are the course of
study and proficiency requirements for graduation. Local implementations of
these requirements are described in Chapter 2. They were found to have
little capacity to ensure a common core of curricular experience across
schools and students. They only define certain minimal expectations.

As described in Chapter 3, courses are planned by teachers within their
departments for several achievement cohorts. The number of cohorts was found
to vary across the study schools. Courses were planned for as few as three
or as many as five achievement cohorts. In addition, the number of courses
aoftered in academic areas for each cohort varied across the schools. The
number ot sequentially planned math, English and science courses available to
students depended on their relative achievement levels and the course plan-
ning process ln each department.

The notable exception to this variation in course offerings was found
within sequences planned for the highest achieving group, those students who
intended to apply to the University of California or a private university.
All schools in the study reportedly provide courses meeting University of
(alifornia A-F requiremments, creating the most consistent set of courses for
a single cohort found across the study schools. All department chairs
reported planning the highest level sequences to meet A-F requirements. Much
more variation was found in course titles and sequences of courses provided
for middle and lower track students. Local factors were cited as influencing
the planning of courses and sequences for these students, which resulted in
unique configurations of courses in each school.
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Couseling and placement were also oriented toward college eatrance
requirements. Students' programs of study were planned to weet their
aspirations for postsecondary education. Counselors were all famfliar «#ith
UC requirements and courses fulfilling them, and used these to help the
highest achieving students design their programs of study. This coatrasts
particularly with the programs for lower achieving students, which are
described in subsequent chapters.

Statewide Characteristics of High Schools

According to a statewide data base -~ California Basic Educational Date
System (CBEDS) -- there were about 280,000 twelfth graders in public high
schools in 1981-82. The breakdown of schools in which these students were
enrolled is shown in Table l.1l.

Table 1.1
TWELFTH GRADE STUDENT DISTRIBUTION BY TYPE OF PUBLIC SCHOOL

G e RS G A SR S DN T S — - Rk B ca MW T, 2 e T STV & N A

12th grade
enro{lpent

780 comprehensive high Schools o « o o o o o o o o o o« «» o » 260,000
o ?37 special schools with grade 11 or 12
| ‘ 155 county-run schools (juvenile court,etc) . . . 1,500
/ 424 others, (Continuation, alternative) « « « « . 20,000

/ 5€ ROC or ROP (36,610 enrollment is
¢ included 1in other categories)

e ——— — e we— -

N'1,417 total schools with 12th grade enrollment . . . . . » . . 281,500

Soutrce: CBEDS

The impetus of this study relates most directly to what is known as
public comprehensive high schools-~those included in CAP. Palhs case study
schools were selected only within the 780 CAP high schools for three reasons:

e These schools enroll the vast majority of students (93 percent).

e CAP provides important information for selecting and describiag
"schools, particularly basic academic achievement data.

e The non~CAP schools are primarily those developed for specfal
populations and as such have different governance policies than the
comprehensive high schools.

Only 220,000 of the 260,000 twelfth graders in CAP schools ~oepleted rhe
CAP tests in 1981-82. No single explanation was gained in ouv cuse stadies
for this, but absenteeism, student tramsiency, and differences across schools
in retesting procedures were cited. Monitoring student entollment and
testing i» a major problem for school persounel, and the total earollment
figure itself 's subject to some question. (Student monitoring is discussed
in Chapter 4.) Which students and how many students are not being tested may
be important testing policy lssues for further study.
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Hiph school students are distributed unevenly across schools and
districts in California. There are many districts with fewer than 100
stadents, and a fow districts which eiroll over 50,000. Because districts
varv in grade level structure (elementary, secondary, and unified), district
sise comparisons will ‘be made in terms of a single class or conort, tweelfth
weaders.  As shown fa Figure 1.2, roughly halt of the districts with a high
sehool cnrolled only 10 percent of the twelfth graders. Conversely, about
half of the twelfth graders were enrolled in only 10 percent of Calitornia's
districts, the forty largest ounes,

Figure 1.2
PERCENTAGE OF TWELFTH-GRADE ENROLLMENT
ACROSS DISTRICTS (1981-82)

507 of districts with
tirh schools (193)

10% of

districts

with high 507 of
schools (40) 12th

gradercs

L4OZ% of
districts with
high schools (147)

40% of 12th
graders

What this means for educational policy Is that the curricular decisions
made in 40 districts (the largest ones) have a greater than proportional
eftect on students (and presumably on student achievement). State policies,
too, may have very different effects and place different pressures on smaller
or larger districts with correspondingly smaller or larger district staffs.

Sampling randomly from schools in the 380 districts would not have
pruduced information on district policles in proportion to the numbers of
students affected. Therefore, the districts in which Paths schools were
selected are lu rough proportion to distribution of students, as shown in
Tibhle 1.2,

e About S50 percent (14) of the Paths schools are in the largest 40
districts, including the 5 largest

e About 40 percent (9) are in the mid-range

e About [0 nercent (3) are In the smallest districts
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Table 1.2

— PATHS——STUDY SCHOOLS AND DISTRICT TWELFTH GRADE ENROLIMENT =
Number of Statewide
12th graders [Number of | Percent of Paths study schools selected
in district [districts |12th graders Number Percent
0--325 193 10 3 11
325—2,550 147 40 9 39
1,550~—32,000 40 50 14 54
Source: CBEDS 380 1002 26 1007

Districts and schools not only vary greatly in size, but also in a
number of other ways which potentially affect curricular planning. The 26
schorls in the Paths study were purposefully selected to represont the range
of the most important sources of var{ation. These are:

e Size (district and school) )
e Socioeconomic status (parent education level - CAP)

e Achievement (CAP)

® Minority enrollment (total percent and particular ethnic groups)

This sample was not selected to represent the central tendencics of the

statewide distributions. Instead, it captures the range of characteristics

which affect the implementation of state-level curricular policies. In
addition to selecting schools across the range of each variable listed above,
schools were selected across the state to capture peopraphic, employnent, and
political differences.

DISTRICT-LEVEL CURRICULAR POLICIES AND PRACTICES

Length of Periods and School Day

Length of school periods were found to range from 45 to 59 minutes, with
a mean of 51.2. Students were reported to take an averaye of 5.7 classes per
day. Students can take as zany as eipght clases or as tew as one, depending
on their year, completion of requirements, outside cmployment, or other
programs avallable outside of the school.

Course offerings

District adminiztrators and school boards have responsibility for major
curricular decisions -~ setting course graduation requirements and profic-
Lency standards. Districts develop or approve the lists of courses which can
be offered at each school. Districts may have detailed “scope and sequence”
descriptions of courses or content areas or they may have overall, general
statements of goals for skills and content in each subject area. In most
cases, it appears that these requirements and course lists are "gemeric”,
describing broad content areas or topics which are standardized to widely
varying degrees. Schools (and departments and teachers) have varying
autonomy across districts to determine the specific content which fulfill
requirements.
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Some districts attempt to coordinate curriculum, courses, content,

sequences, assessment, and access through testing programs, currfculum com-
mittees, and staff development. Others leave these issues to schuenl-level

decision makers. These organizational processes also involve subtle inter-
relationships and can shift responsibility or control back and forth. For
example, new courses or major changes in existing courses can be inftfated by
teachers, departments, schools, district personnel, school boards, or various
other groups in schools and the community at different times.

Paths schools either draw their courses from a district “active list” of
allowable courses or choose them according to district guidelines. Decisfons

regarding course offerings tend to hinge upon what is traditionally orfered
at the school, enrollment projections or actual pre-emrollment intormation,

and teacher preferences and availability.

Teacher assignment

The assignment of teachers to specific courses or areas and asscssnent
of teacher qualifications are sometimes coordinated by districts thyougrh
personnel policies, with varying specificity. In all schools, teachers were
reported to be teaching subjects for which they were qualified. However, In
one school the most qualified science teacher was assigned {(or chose) to
teach calculus. In another, the math teachers taught the most advanced math
courses and other non-math teachers were assigned the lowest level (remedfal)
courses. In one of the smaller schools, teachers developed expertise and
taught outside their credentialled areas because no one else was available.
Thus, the ways in which teachers were judged to be qualified and assigned
varied significantly across the districts studied.

Student progress

Monitoring of student progress was most often delegated to schools.
through courses and requirements, grading standards, and student placement or
grouping criteria. A few districts have centralized computer facilities to
monitor students, but most districts do not use the technology available for

curriculum management or monitoring students.

Grading policies

All districts studied have grading policies and may check on grade
distributions by school or teacher. However, few relate or anchor grades to
" any standardized measures of achievement or specific achievement criteria
(books read, papers written, etc.). Some districts have used staff develop-
ment or teacher in-service training to coordinate curriculum and teaching
(e.g., Bay Area Writing Project). These provide common standa.ds and grading
procedures specific to topics or skills, and seem to be effective 1f tied to
some assessment such as proficiency tests. Grading standards were most ofter

determined by individual teachers.

Homework policies

Some districts have homework and class assignment policies, either by
grade level or subject. For example, homework can be recommended at the
gsecondary level for a half-hour per subject each day. Homework policies are
generally set at the school, department, or teacher level.
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In summary, districts vary in how specifically they coordinate curricu-
lar policies. They differ greatly in other ways, described below, which may
help to explain the various approaches taken to curricular policies. Distriet
size has been described earlier in this chapter and determines both the
rumber of students and number of teachers governed by district policies. 1In
addition, larger districts have support services (e.g, curriculum coordina-
tors) not available in small districts.

Variation in District Characteristics

California's extreme range of geography and population density result in
widely differing districts and schools within districts. Teachers and admin-
istrators interviewed frequently referred to the "unique™ character of the
community in describing their school policies and practices. In order to
adequately cover these differences in our investigation, Paths schools were
selected within urban, suburban, rural, and mixed districts across the state.
The northernmost lumber towns, isolated mountain areas, huge rural and urban
central valley districts, city centers, and traditional suburbs are all
represented.

pistrict Type. Grade-level structure has implications for coordinating
curricular polices and practices such as proficiency and course of study
requirements. California school districts have three grade-level structures,
shown below.

Table 1.3
—..DISTRICT GRALE~LEVEL STRUCTURES

L R R N R L

Elementary-only (K through 7, 8, 9; may include junior high). . 661
Secondary only (9 or 10 through 12) . ¢ ¢ ¢ =« o ¢ o ¢ ¢ o ¢ o 115
Unified (K through 12). ¢ ¢ ¢ ¢ ¢ ¢ o o o ¢ ¢ o ¢ ¢ o =« o o o o 265
TOLAL o o o o o o o o o o s o o o o o o o o s o o o o o o o = o 1,041

Course offerings in three- and four-year high schools are dif ferent, and
articulation between junior and senior high schools affecte curriculum plan-
ning. Lack of consistent grade-level structure across districts and schools
makes implementation of state-level policies for secondary schools more
complex.

The largest districts tend to be unified. The smallest have elementary
grades only. This study includes only schools from the 380 secondary-only
and unified districts in its focus on high school policies.

Schorl Finance. The per—pupil expenditure figures used here are the
1981-82 district revenue limits, determined by legislative formulas to
comply with court ordered equalization of spending (Serrano). The mean
revenue limit for all 380 districts with high schools is about $2,000. The
lowest is approximately 51,750 and the highest is $3,400. Among the Paths
schools the lowest is $1,800 and the highest s 32,400.

in the Paths study, schools at all leveis of per pupil expenditure offer
courses which meet Education Code requirements and UC admission requirements.
The major effects of post Proposition 13 fimanclal constraints were reported
to be lack of materials and textbooks and cutbacks in summer school, which
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nas slgnificantly affected course content and course avaflabilitv., This was
particularly fouad to be the case {n districts with declining enrollment,

This s reportedly due Lo the combined effects of lncreasad costs,
tasufticfent {nflationary adjustments, and lowered state funding as 2
consequence of the decreasing eanrnllment. In other words, all schonls otfer
the necessary courses. However, they vary regarding academic electives or
claborated course sequences, e,g., courses beyond the specitied requirements,
such as advanced lesels of fore.gn language courses, advanced math In the
lower tracks, etc. Because of financial constraints, poorer schools (and
snaller schools) have fewer options and therefore offer a simpler, o1
stripped—down, curriculum.

Textbooks and materials. When cutbacks occur, textbooks are not updated
or replaced when lost or destroyed. For students i(n college preparatory
courses of study, science texts were most often cited as belng badly our of
date. Teachers creported that students in lower track courses of study lu nat
return the textbooks, and when resources are limited, these books .ire unt
vreplaced. Therefare, teachers restrict book use to the classroom, or
substitute teacher-made materials (e.g., "dittos™). Teachurs also corplained
about the lack of appropriate textbooks available for students at he lower
readinyg levels, particularly in mathematics and science.

Thus, in many cases, the lack of muney for textbooks and materials was
reported to ~esult in the use of old books by upper track students and no
books for lower track students.

Summer school., Two of the study schools reported that loss ot e fr
summer school f-ograms after Proposition 13 was the most significant !facr
contribating to the reduction in number of course offerings, and that which
has most seriously affected curriculua, instruction, and curricular
organizatlon,

tn one schoot., pdrsonnel cited significant reduction in the number of
advanced English and science courses. Previously, college—-bound students
woulid take "basic” subjects during summer session and have time available f.r
advanced academic electives during the regular school year. When summer
schoonl wias ¢liminated, these students no longer had time to take the most
advanced level courses.,

Aaother school had run a large summer program for many years, with i
steady entollment of about 1,100, Included in this group .were (1) Incoming
freshmen taking pre~English, pre-Algedbra, or typing; (2) students making up
failed courses or deficient credits to get back on track for graduation; and
(3) college prep students taking requirements such as history, governnent, or
the third semester of algebra in order to be able to take advanced academic
wlectivesy during regular semesters. Students who previously had a chance to
make up classes during the summer must now take these classes duriny the
regular semester, increasing class sizes and aggravating the shortage of
books. American History/Government and Health courses (required for all
st.adents) are under particalar ‘stress., At the same time, summer school had
praviously provided the departments and teachcis with an opportunity to try
out new courdes and new teaching methods.

24
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SCHOOL-LEVEL CURRICULAR PoLICTRNS AND PRACTLOES

school-level policies have potential to attedi currienlum plauniag and
coordination, but several factors mitigate apainst school-level eftforts.
Schools have many different departments and specially funded programs to
coordinate. Paths schools have aa averapge ot 11 different departments and
several {mportant special programs. Pakhs scaonls varied in sfce of
departments from 1 teacher to 29 tull-t'fme equivalent posttions.

Table .4
SPECIALLY FUNDED PROGRAMS LN THE 26 PATHS SCHOOLS
‘ Number ot

Funding source . ____Paths schoals
Special education 22
Compensatory education (Title 1) 1
Bilingual i
School Improvenent "
oy 4
Other special proprams Mo

Table Lo
o oiu o bEpARIMENTS N THE 26 PATHS SCHOOLS
Numboer ot ‘

-

“« .0t

" Number of

_ Department ___ Faths schools | Pepartment - Pachs echools
l

Englisn 24 V¢ i

Math S Henne oo apon i e !

SCicnede i Vrdbeniture e

Social studies Health ang Satety j

Foreign lanpuaye L Proticiency, basic

Physical education KA Coskills, reading i

Busliness ' Conmuiner dmed amity

Fine or performing : studices 1)
arts | Conbinations (e.,.,

Music H ‘ math/science /

st L1es)

e R —————— e~k M. @ 4 mwemn . w W ac CAemt.w - = e

In the Paths schools decisinn, anont course coatent, sriteria for
student placement, course articulation, creda e standards, and teacher
assigmments were tound to he wade at tie depsrtment Tevel.  Inoonly a few
sehools were anv policies tound which ridond stod courses ar s tandardized
practices across departments. Gehool-tewel practices whiich were reported to
promote interdepartmental coordinnting fncinded meetines of department chalrs
with counselors and vice princinais, and schedul fas and plaaaing tor
particular stadent cohnrts o specaal popalatinns weets, caollepe proep,
remedial, bilivinal).
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principals ia the study schools were found to have less curricular
favolvement than expected. When asked about the structure of the curriculum
and thne ways in which decisfons about courses are made, principals referred
interviewers to vice principals or department chairs. In all schools,
Jecisions not made at other levels (i.e. district) were considered the domain
ot Lhe teaching staff. Principals reportedly had little to do with actual
lastruction or curriculum plannings. The principals' knowledpe of specific
details about curriculum‘depended on the size of the schools, the role
developed regarding teaching and curriculum, and the length of time in the
Hl'hOOl .

In smaller schools or schools where the principal had b:en 3 teacher,
the principals appeared to have more immediate knowledge and described more
of an active role in curriculum and teaching. Their contacts with teachers
about daily matters were .described as informa: and personal. In larger
schools, principals relied on vice principals and department chairs to report
on the curricular planning and teaching. In large districts, priacipals
described themselves as carrying out district policies and managing schools
hy delegating curricular responsiblity to others particularly those with morc
years of experience at the school. The role taken by these princirals scems
to be more managerial than instructional due to the size and complexity of
the schools they administer.

The principals in the PATHS schuols were found to have been in their
sehools a significantly shorter time than the other school staff members. The
mean number of years for principals at Paths schools is 6.7, but the rauge is
from | to 28 years. Table 1.6 shows the of number of years at the schoois
tor principals, vice principals, counselors, and department chalirs.

Table 1.6
STAFF YEARS FOR ."EY ADMINLISTRATIVE POSITIONS
IN THE 26 PATHS SCHOOLS

Mean years
Position at school
Principal 6.7
Vice Principal 11.9
Counselor 13.0
English Department Chair 15.2
Math Department Chair 13.7
Science Department Chair 15.5 _
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The assumption that high school principals typlcally serve as
instructional leaders in the same sense as elementary school principals
described in effective schools literature would seem questionable. High
school principals manage highly complex organizations, have varying
involvement with curricular decisions, delegate much of this responsibility
to other significant site personnel, and are often far less established at
the school than those personnel. In reform efforts aimed at high schools,
consideration should be given to extending the concept of instcuctional
leadership to include department chairmen and other signifticant school
personnel.

varfiation in School Characteristics

Schools vary internally and from each other in a nearly overwhelming
array of different and changing sizes, mixes of students, and curricular
traditions. %Some of these will be described briefly to indicate why
curricalum is not often (or easily) determined and coordinated at the school
levi:l or higher.

Table 1.7 shows how the 26 Paths schools compare on a number of impor-
tant variables. FEach variable listed has implications for school-level
curriculum policles and manapgement.

School Size and Grade Levels. Using the number of twelfth-graders as a
measure of school size, study schools ranged from 26 to Y34. The size of a
school determines the number of different courses and sourse sections which
can be otfered. Twelve «f the schools reported declining enrollment, three
increasing, seven steady, and four had inconsistent chanpes over the past few
years. They have grade level structures of 7-12, 9-12, or 10-12.

Achievement and Socioeconomic Status. The Paths schools range from the
6th to the 99th percentile of CAP achievement across the state. The achieve-
ment levels and range of students in a school determine the range of content,
level, and pace of courses which must be offered to mect student needs.
Schools with wide ranges of schievement levels to serve nust have wide arrays
of courses; convecrsely schools in which students are wore allke can target
their efforts toward a narrower range of achievement. Most schools have a
wide range of student achievement levels to serve.

One of the Paths schools (i.e., School 2) has half of its students in
tiie top quartile of students in the state. Some Paths schools (i.e., Schools
14 and 19) have over 40 percent of students in the lowest quartile in the
state. The educatfiona! tasks facing these kinds of achools will be very dif-
ferent . Statewide, enly five schools have over halt of their studeats in the
top quartile. Thirty have less than U percent in the top quartile. Most
schools serve the fuli rauye of students, approvimately distributed across
quartiles. Theretore, each of these schools must provide courses at the
highest and lowest achievement levels,
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The socioeconomic status measure used here is the parent education level
asked of twelfth graders on the CAP test. This measure correlates extremely
highly (r = .75) with the reading achievement mean score for schools. Parent
education levels have implications for comminity involvement and curricular
expectations, as well as postgraduation destinations anticipated by students.

Ethnic Minority Enrollment and Limited-English Proficiency. Many
schools have students from a wide varlety of ethnic groups. Students' basic
skills and English proficiency are primary factors affecting the curriculum
offered by a school. The existence of different ethnic groups and LEP
students poses problems for school management and curriculum in terms of
cultural and language differences. The greater the diversity, the greater
the need for carefully planned and appropriately designed programs of study.

In addition to the total minority population at each school, there Is
great variation in the number of ethnic groups and the proportions of each
group within the schools. Statewide, there are very few high schools with
only one predominant ethnic minority group. Within the Paths schools the
proportions of each ethnic group are shown in Table 1.8.

Even this breakdown does not capture the true diversity of students.
Within an ethnic category, educational approaches needed for Hispanic immi-
grants with no English skills are different from those needed for second or
third generation California-educated Hispanics. Similarly, those categorized
in the Asian population include all socioceconomic and achievement levels,
with a variety of linguistic backgrounds, from English-only to singular
Laotian dialects. The proportions of LEP students in Paths schools are given
in Table 1.7. -

A final factor affecting school planning i{s the rapid change in ethnic
populations at each school. Stability was the exception rather than the rule
in the Paths schools. Most reported changes in enrollment with increasing
minority populations, particularly Hispanic, Vietnamese, Laotian, Taiwanese,
and Pacific Islanders. In addition to providing English-as-a-second-language
(ESL) instruction, planning curricula for such variety in all academic areas
presents problems for each department.
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Table 1.7

L} -
T [ Rasber | [ravent edue | Bebeie T 1 iz
dis- | of 12th level #* minority Reading | Compari- Math
‘trict | graders |School Per- Per— | LEP Per- son Percern
en- in commu— |Scho-| cen- | Per-|cen- | per—- | cen- scores®*** | cen-
Paths | roll- | Paths nity ol |[tile Jcent{tile | cent | tile tile
School | ment | schools | type* [Mean {rankt | t1 |rankt]| tt rank! |Read]Math | rank*
1 14,103 552 S 2.9 53 33.8 59 8 44 w w 48
2 9,288 506 S 4.3 98 13.5 27 0 99 A A 99
3 26,590 626 S 3.6 92 8.0 12 0 91 w A 95
4 914 26 R 2.4 18 35.3 62 0 69 A A 78
5 12,932 497 S 2.8 41 28.4 54 16 57 A A 55
6 10,867 661 S 3.5 84 34.4 61 15 87 A A 93
7 21,510 430 S 2.6 25 72.4 89 18 B W 28
8 9,231 458 R 2.4 18 49.0 74 16 B A 35
9 5,651 387 S 2.9 52 47.4 73 20 40 B B 30
10 32,877 163 U 2.8 40 67.0 86 9 27 W W 32
11 14,372 279 S 3.4 84 12.4 24 0 93 A A 90
12 44,965 350 S 3.3 77 13.5 27 1 60 W B 49
13 7,765 324 ‘S 3.6 92 35.8 63 7 71 B W 88
14 47,585 483 U 2.4 19 99.4 98 0 6 w w 3
15 530,888 678 S 2.8 42 46.6 72 6 43 W A 59
16 3,476 384 S 3.5 88 25.2 49 - 88 - - 85
17 57,264 -460 U 2.7 37 47.4 73 1 13 B B 10
18 109,442 934 S 3.5 84 27.6 53 9 78 W A 9%
19 58,371 347 U 2.6 29 91.2 96 22 5 B B 12
20 627 128 R 2.6 3l 13.0 26 0 49 W W 35
21 15,293 440 U 2.7 39 42.1 68 1 23 B B 22
22 9,606 370 S 3.5 87 18.5 37 1 85 w A 93
23 9,556 532 S 3.6 89 21.0 41 b) 84 W W 85
24 3,386 49 R 2.6 32 10.0 19 0 63 A w 32
25 5,330 224 S 3.5 88 18.9 38 3 91 A B 60
26 10,281 250 R 2.4 17 12,7 25 0 32 A A 27
*School community type: R = rural; $§ = suburban; U = urban

**Parent educ level (CAP): 1 = not a high school graduate; 2 = high school graduate;

3 = some college; 4 = college graduate; 5 = college plus :
*%%Comparison scores (CAP): W= within expectancy; A= above expectancy; B= below expectancy
tPercentile rank is a statewide rank
ttPercent of total students in school
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Table 1.8
PROPORTION OF ETHNIC GROUP STUDENTS IN PATHS SCHOOLS
Ethnicity percentages

American o

School White Hispanic  Black Asfan Indian Filipino
1 66 16 2 9 1 6
2 87 2 5 6 0 0
3 92 4 0 3 0 0
4 65 4 0 0 31 0
5 72 23 3 2 1 0
6 66 16 2 12 1 3
7 28 34 19 12 1 6
8 51 43 5 l 0 0
9 52 14 12 7 0 14
10 33 58 2 5 0 l
11 88 5 3 3 1 1
12 87 7 3 2 l 0
13 64 7 23 5 l 1
14 1 1 99 0 0 0
15 53 33 8 4 1 l
16 75 10 3 9 0 3
17 53 14 27 5 l 1
18 72 7 11 9 0 0
19 9 24 39 7 0 22
20 87 13 0 0 0 0
21 58 19 19 3 1 0
22 82 5 1 2 0 1
23 79 16 2 3 0 0
24 90 6 . 0 0 4 0
25 81 12 5 l 0 ]
26 87 6 2 1 3 0
Means: Paths 64 15 11 5 2 1

State~-
wide 66 19 8 3 2 2
BEST COPY AVAILABLE
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DEPARTMENT LEVEL POLICIES AND PRACTICES

Although curriculum can (and should) be planned and coordinated across
the school, the department-level unit in secondary schools focuses on one
area of study and develops the courses, sequences, standards, and access
criteria for courses in that area. Departmental decision making is closest
to the classroom and individual teacher in the hierarchy described in Figure
1.1, and hence has great potential for affecting the success of policies set
at higher levels. Each academic department studied coordinated and assigned
levels and content of courses for the various student cohorts. The impor-
tance of the parameters set at this level is described in Chapter 3.

Department chairs were found to be able to play a pivotal curricular and
instructional leadership role in high schools. School-level administrators
in the Paths schools were seldom reported to be curriculum or instructional
leaders. Instead, they utilized others, e.g., department chairs and teachers,
to fulfill these roles. Curriculum supervisors at the district level were
not mentioned by those interviewed about curricular policies and practices.
However, the interview questions did not specifically mention district
curricular or supervisory personnel.

TEACHER LEVEL POLICIES AND PRACTICES

Individual teachers were regorted to plan and modify their courses to
fit within three constraints.

® Curricular decisions made at other levels (requirements, course
sequences, resources, materials, time)

e The characteristics of students enrcolled in each course

e Their own skills, abilities, and interests

Teachers are the ultimate implementers of curricular decisions made at
other levels. They have varying degrees of autonomy and respousibility for
what is taught. In some schools, teachers were reported to have complete
autonomy over course content, pace, expectations, materials, assignments,
etc. In others, there were attempts to coordinate such decisions at the
department level, making them more consistent and clear to students.

Teachers reported that changing enrollments, absenteeism, and high
transiency rates make planning courses difficult. Although students are
commonly grouped according to achievement and/or interests, the mean and
range of achievement within a class can shift from year to year as well as
during the year. Teachers reported adjusting their courses and expectations
according to each class' characteristics, which change depending on
transiency rates. With limited ability to monitor and predict students’
being in classes over time, teachers reported the need for organizational
support to build a coherent educational experience for students.

Chapter 1 16 31 January 5, 1984



od

Chapter 2

GRADUATION REQUIREMENTS

Chapter Summary

Two important sets of policies which structure and define standards for
curricular experiences of California high school students are course of study
and proficiency requirements for graduation. Course of study requirements,
set by districts, are generic in their effect. They establish a minimal
floor of time spent in courses and the exposure students have to various
subject areas. They do not determine what the content or expectations will
be in those courses. The courses students actually take to fulfill these
requirements were found to vary greatly within--as well .as across—-the study
schools.

Course of study requirements ranged from 170 to 235 units in the Paths
study schools. Requirements are stated in various forms, and the commonly
used “unit” varies in meaning. Differences in the length of class periods,
from 45 to 55 minutes, result in a unit which represents significantly more
instructional time required for graduation in some schools than in others.

The required units differed in allocation across content areas. For
comparison, the units were grouped into specified academic, specified
nonacademic (e.g., PE, driver's education), and elective categories. The
academic units required represented less than half of the total needed to
graduate. Various courses within each area can be taken to fulfill these
requirements, since few specific courses were required of all students.
Students' programs of study therefore vary in which courses they took to
fulfill the academic unit requirements. Nearly half of the program require-
ments were electives. Differences in student programs increase with their
selection of academic or nonacademic courses to fill elective requirements.

Proficiency requiremen”s are more specific in their impact on the lowest
achieving students. The requirements were reported to have redirected
attention and resources to these cohorts, and necessary resources reportedly
wer2 taken from elective courses rather than from advanced-level courses.
The specific impact was the creation of courses to enable students to attain
basic skills and pass the proficiency tests. Curricular resources had to be
allocated across the range of courses and achievement levels in a school.
The curriculum has limited ability to adapt to new policy directives.
Proficiency assessment forced the curriculum to concentrate on the lowest
achievement cohort, reducing course offerings at the middle levels. The
study found the most limited range of courses in schools with the widest
range of student skills,

GRADUATION REQUIREMENTS: COURSE OF STUDY

In order to graduate from California comprehensive high schools,
students must:

e Complete course of study requirements
e Pass proficiency tests in reading, writing, and mathematics
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Both types of requirements are set at the district level. Each district
determines what kind of courses to provide students and what minimum compe-
tencies are expected. The course of study requirements do not specify which
courses students must take, but they do specify some areas within which
students must complete some units of coursework. In addition to .specifying a
psrticular distribution of units or courses by subject area, course of study
requirements also include additional courses called electives. Thus, in
order to complete the required distribution, students choose electives to
fulfill the total unit requirement.

Current course of study requirements are set by districts within broad
guldelines from the state. An interesting finding in the Paths interviews
was the_lack of accurate understanding of these program requirements by local
educators. Many school administrators and teachers interviewed were
convinced that the state standardizes the curriculum by specifying a number
of units, specifying particular courses for graduation, defining the unit of
academic credit, or requiring certain textbooks. For example, several of the
study schools offer a course entitled "State Requirements” which usually
refers to civics, drivers' education, health, or safety education. In
response to a request for the definition of credit used by the school, many
respondents replied that their school conformed to the state-stipulated
definition of credit. (There is no such definition.) Many people interviewed
thought that the state defined the content of academic courses. For example,
curricular vice principals and department heads, who might be expected to be
familiar with the curriculum, frequently explained the content of math,
English, and science courses as being required by the Education Code.

Several reasons can be offered for these pervasive misperceptions. The
Education Code (at the time of data collection) specified broad areas of
academic knowledze and some topics within these areas for inclusion in each
school's curriculum. (See Education Code sections below.) In addition, the
state publishes and distributes curriculum guides to assist districts in
their academic planning. Each of these reasons could support the widespread
and commonly held assumption that most students are taught the same material.

The state course of study graduatibn requirements at the time of data
collection (1982) are given below.

Requirements for Graduation : California Education Code

51225. No pupil shall receive a diploma of gradu-
ation from high school who has not completed the course
of study prescribed by the governing board. Requirements
for graduation shall inc'-:des

(a) English,

(b) American history.

(¢) American government.

(d) Matheratics.

(e) Science.

(f) Physical education, unless the pupil has been
exempted pursuant to the provisions of this code.

(g) Such other subjects as may be prescribed.

The governing board, with the active involvement of
parerts, administrators, teachers, and students, shall,
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by January 1, 1979, adopt alternative means for studentse
to complete the prescribed course of study which may
include practical experience, interdisciplinary study,
independent study, and credit earned at a postsecondary
institution. Requirements for graduation and specific
alternative modes for completing the prescribed course of
study shall be made available to students, parents, and
the public.

Instruction in Social Sciences

51227. Instruction in social sciences shall include
the early history of California and a study of the role
and contributions of both men and women, black Americans,
American Indians, Mexicans, Asians, Pacific Island peo-
ple, and other ethnic groups to the economic, political,
and social development of California and the United
States of America, with particular emphasis on portraying
the roles of these groups in contemporary society.

Physical Education

51222. (a) All pupils, except pupils excused or
exempted pursuant to Section 51241, shall be required to
attend upon the courses of physical education for a total
period of time of not less than 400 minutes each 10
schooldays. Any pupil amay be excused from physical
education classes during one of grades 10, 11, or 12 for
not to exceed 24 clock hours in order to participate in
automobile driver training. . . . '

Drug Education

51260. Instruction shall be given in the elementary
and secondary schools on drug education and the effects
of the use of tobacco, alcohol, narcotics, dangerous
drugs, as defined in Section 11032 of the Health and
Safety Code, and other dangerous substances. . . . .
In grades 7 to 12, iastruction on drug education shall be
conducted in conjunction with courses given on heaith or
in any appropriate srea of study pursuant to Secticn
51220, « + &

Comparing Course of Study Requirements: Defining a Common Metric

Districts describe their course of study requirements in different
formats. These can be stipulated as a number of units, a number of years in
courses, or as specific courses. Districts usually use more than one format,
specifying, for example, one or two courses in conjunction with required
course hours and units in subject areas.

The most consistent measure used by the study schools was called the
“Carnegie” unit. School administrators were asked to define this unit, and
they did so in terms of class time. One class period per day, five days per
week for one year (two 18-week semesters) equals ten units of credit in most
of the study schools. A student taking five courses a year accusulates fifey
units each year, totalling 200 units in four years; six courses a year
accumulates 240 units in four years. 3 4
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Despite the common use of a "unit” of credit by the schools, students
are exposed to different amounts of class time in earning these units.
Length of class periods in Paths schools varies from a minimum of 45 minutes
to a maximum of 55, with a mean of 51. Students who had divergent amounts of
contact time receive the same units of acadeaic credit. These differences,
as they accumulate over a semester, are illustrated in Table 2.1.

Table 2.1
COMPARINC LENGCTH OF CLASS PERIOD BY SEMESTER

Minutes of student/instructor contact time
| Mean | Maximum | Minimum | Difference

Class Period . . 51 55 45 10

Semester . . . o 4,590 4,950 4,050 900

Total Units Required

The total number of units required for graduation varies significantly
across the Paths schools, ranging from 170 to 235 units with a mean of 209
units. The range of 65 units equals more than a full year's inhstruction for
students taking five classes per day. Thus, graduating seniors from one
school may have completed over a vear's worth more coursework than seniors
from another school.

Distribution of Course of Study Requirements Across Subject Areas

Districts required varying amounts” of coursework in certain subject
areas. The distribution of units in the most commonly required areas and
those specified in the Education Code is shown below in Table 2.2.

Table 2.2
UNITS REQUIRED IN SUBJECT AKEAS
Department Mean | Minimum | Maximum
English e @ o & o o & o 32 20 40
mth. * [ ] * * [ * L d [ * 13 lo 20
Science ¢« ¢ o ¢ ¢ ¢ ¢ o 12 7 20
Social studies. . « » 2 29 20 40
Physical education. . . 26 10 40

Comparing the requirements in each area with the elective units clearly
{indicates the importance of the choices students make to complete their unit
requirements. Figure 2.1 compares the units required in specified areas and

as electives.
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Figure 2.1
MFAN COURSE OF STUDY REQUIREMENTS, BY AREA

Other = other specifically required nonacadmic units
(e.g., driver ed, health, etc.)

HENENRNREE

N ' Electives = courses or units left to student choice
/| / / I /|__‘ / '
/ A i e Y |
/ I ) l___l / I___l / ) / l___I /
Mean / / / / / / /
units-> / 32 / 13 / 12 [/ 29 [/ 26 [ 5 [ 87
Area-~> English |[Math ‘Sciencé] Social PE _]Other ‘ Electives
studies (no specific area)

Source: Paths

To determine the extent to which students take a common core of courses
to graduate, those interviewed were asked about specific courses required of
all students. Few specific courses are required of all students (less than
four per school). Forty-two percent of the required courses are nonacademic
such as drivers', career, family, consumer, or physical education. Of the
specifically required academic courses, the majority are civics, U.S.
government, or U.S. history courses offered within social studies
departments. Math and science courses are required generically, and never by
specified course title. Required English courses are only rarely specified
by course title.

Distribution of Academic and Nonacademic Course of Study Requirements

To compare the amount df academic instruction required to graduate,
course of study requirements can be analyzed as illustrated in Figure 2.2.

Figure 2.2
DIV RE
Specified reguirements
Areas Courses —Examples Electives
English Civics
Academic Math U.S. history Student choice
Science U.S. government
Social studies
Fine arts Drivers education
Nonacademic Practical arts Safety education Student choice
Physical education Health education
Swimming

Academic area requirements include courses offered in the English, math,
science, and social studies departments. No school required s foreign lan~
guage. Academic courses count to meet elective requirements once the required
units are completed. Therefore, since most high schools required 30 units or
three years of English, completing four years of English accrues ten academic
elective units. Nonacademic work refers to courses in departments such as
fine arts, practicsl arts, or physical education (PE). Only two Paths
schools required fine arts units; three required practical arts units. All
required PE units, ranging from 10 to 45.
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Comparison of the mean academic, specified nonacademic, and elective
units required in the study schools is shown in Figure 2.3.

Fig’ul‘e 2.3
COMPARISON OF THE ACADEMIC, NONACADEMIC, AND ELECTIVE

MEAN UNITS REQUIRED FOR GRADUATION

Units required
Mini—-{Maxi~-
Courses Mean| mum |mum

Academic 86 60 110 a4

Nonacademic| 33 15 60

Elective 92 60 125

V _V /

Source: Paths 86 33 92 /
Acadenmic Nonacademic Elective

The differences in the total units required and the proportions of
academic, nonacademic, and electives in each of the study schools are shown
in Figure 2.4. When compared in this way, it can be seen that coursework
required in academic areas comprises less than half of the total.

Figure 2.4
DISTRIBUTION OF REQUIREMENTS IN ACADEMIC, NONACADEMIC,

AND ELECTIVE AREAS IN PATHS SCHOOLS
Units

: Paths Units » Total units required for gradustion
240 Source: e 8 = Acedesic // = Nonacsdesic X7i~ Elective
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Graduating from High School: Sample Courses of Study

In order to illustrate the differences in curricular experiences which
students can have while completing current course of study requirements,
student transcripts were analyzed in Paths School 9, where 230 units are
required for gradustion. About one-third of the required units are to be
selected from within academic areas and one-half are elective. School 9
requires the ssme English courses for all ninth graders and 20 units of
agricultural science can be substituted for the 10 required science units.
The distribution of course of study requirements in School 9 is shown in
Figure 2.5. The ways in which three students fulfilled these graduation
requirements are shown in figures 2.6, 2.7, and 2.8. The courses taken by
these students during four years of high school are given in Appendix B.

Students A, B, and C successfully graduated from School .9 the same year.
Their progams do not show much variation .a the number of units accrued
compared to those required for graduation, because School 9 requires one of
the highest number of units to graduate of the Paths study schools. However,
the three students do vary in the proportion of academic units taken.

During the four high school years, Student A (Figure 2.6) completed the
ainimum of 80 academic units, the 30 nonacademic units, and chose 120 units
of nonacademic electives. Sixty~five percent of this program was in
nonacademic units of study, including 25 unite of work experience. Unfortu-
nately, the program breakdown into academic vs. nonacademic courses masks the
vocational orientation (Foods and Restaurant Management) which is more
appsrent from the course listing (see Appendix B). Despite this masking
effect of the table's formst, Student A's program can be seen to be deter-
mined by minimsl expectations—-the mintwum numbers of units, the minimum
academic units, and the minimal nonacademic electives. _

Student B's course selections (Figure 2.7) reflect a vocational
orientation but the agricultural program appears more developed than Student
A's home economics program. Twenty units of agricultural science were taken
by Student B to meet the science requirements and support the basic
agricultural skills, such as maintaining farm equipment and feeding
livestock.

Student B exceeded minimal standards by taking 5 units more than those
required to graduate and by choosing 12.5 units of academic elective.
Forty~three percent of the program was academic coursework. For the most
part, however, the distribution of the academic and nonacademic components of
this program, like Student A’'s, was defined by the miniwal academic require-
ments for graduation. What distinguishes Student B from Student A is the
content of the academic courses. While Student A enrolled in an introduc-
tory year of a two-year algebra sequence, Student B took regular Algebra and
Geometry. To meet the English requirements, Student B chose courses such as
The Short Story, Creative Writing, American Literature, and Advanced Grammar;
Student A took Language Skills, a basic course, for four semesters.

Student C's program, Figure 2.8, provides the greatest contrast. Student

C took a few more credits, but most importantly, 68 percent of the coursework
was done in academic departments with 80 units of academic electives. There
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is no vocational program implicit in the choices of nonacasdemic electives,
and there were only 10 units of work experience. The completed courses in-—
clude ones specifically labeled as college preparatory (e.g, Biology in grade
10 or Writing in grade 12), as well as courses such as Chemistry, Shakespeare
and 3 years of Spanish which suggest an intention to go on to college.

Dl ( >4
Specified (48
_ Areas Courses Elective (52%)
Academic [English (20) English 1-2 (10) o
80 units Math (10) Civics (5)
Science (10) State requirements(5)
(or Ag science—20)
Social studies (20)
Non- Physical educ (30)
academic
30 units
“1ctal 90 units 20 units 120 units
b Figure 2.6

S ENT A'S PROGRAM OF Y (23 L
Specified (48%)

—

Areas Courses Elective (52%)
Academic |English (20) English 1-2 (10)
80 units Math (10) Civice (5)
(35%2) Science (10) State requirements(5)

Social studies (20)

fiowe economics (52.5)

Non- Physical educ (30) Business (10)
academic Art (5)
150 units Music (20)
(652) PE (7.5)
. Work Exp (25)
Total 90 units 20 units 120 units
Figure 2.7
B'S P oF S5 TS
Specified (51
Areas Courses _ Elective (49%)
Academic English (20) English 1-2 (10) Math (12.5)
102.5 Math (10) Civics (5)
units Ag Science (20) State requirements(5)
(44%) Social studies (20)
Non~- Industrial arts(20)
academic Physical educ (30) Agriculture (25)
132.5 . Business (10)
units : PE (7.5)
(56%) . Work Exp (40)
Total 100 units 20 units 115 units
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Figure 2.8
STUDENT C'S PROGRAM OF Y (2 §;u§;2§l

Specified (46X) ‘
Areas Courses Elective (53%)
Academic English (20) English 1-2 (10) Math (20)
160 units |Math (10) Civics (5) English (15)
(68%) Science (10) State requirements(5)| Social studiea (5)
Social studies (20) Science (10)
: Foreign language(30)
Non~ Physical educ (30) Business (10)
acadenmic Music (15)
80 units PE (10)
(322) | Work Exp (10)
Total 90 units 20 units 125 units

The Generic Quality of Course af Study Requirements

As described here, students take very different courses to graduate from
high school. Course of study requirenenys set the exposure time within
academic areas, which is important, but snot the content to be learnmed. Thus,
these requirements may be termed "generit” in that any course offered within
a subject area may be taken to fulfill the area of elective requirements. As
will be described in subsequent chapters, however, student programe of study
are not randomly selected. The content of courses taken are determined
through the curricular planning processes at each school, primarily at the
department and teacher levels. It is at these levels that generic course of
study requirements are made specific.

GRADUATION REQUIREMENTS: PROFICIENCIES

Proficiency requirement policies are a mechaniem by which external
leverage has been placed upon schools to ensure that all districts set
minimum performance levels for basic skills. Proficiency asseasment was
mandated by the Legislature in 1976 to ensure that no student could graduate
from high school without achieving minimal competency levels in the basic
skill areas of reading, writing, and mathematics.

Like course of study requirements, proficiency standards are different
across California's school districts. Each district is required to establish
standards which all students must meet prior to being awarded a diploma.
Locally set standards are intended to match locsal curriculum, teaching, and
public expectations of graduates. Districts develop or purchase tests, set
passing scores, and establish testing and remediation programs.

Proficiency standatds'hppear to have a negative impact on fewer students
than course of study requiréments do. More seniors who failed to graduate
from Paths schools in 1981 did so because they failed to complete course
requirements than because they failed to meet proficiency requirements. The
relative impact of course of study requirements and proficiency testing on
graduation rates are displayed in Table 2.3.
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Table 2.3
TION RATES IN PATHS 1981

Qutcome of graduation requirements

cradu‘t 1“8 ® L ® o ® L ® ® ® ® ® ® L J ® o o
mt gr‘du.t 1ng ® o ® ® ® L ® ® ® ® ® ® ® ®
Passed courses, failed proficiency tests .

i

Passed proficiency tests, failed courses

Failed courses and proficiency tests . .

Ef fects of Proficigggx Requirements Upon Curriculum

A quarter of the Paths schools reported no curricular change or omnly
minimal administrative modifications as a consequence of proficiency require-
ments. Nineteen schools reported changes which involved adding new remedial
courses, tutorials, or extra sections to the existing math and English
courses. Almost a third of the Paths schoosls reported a general refocusing
of curricvlar concern and use of resources toward remedial courses and low
achieving students.

While less academically oriented students may be receiving increased
effort and attention, there is some evidence that higher achieving students
are receiving somewhat less. Proficiency assessment was mandated by.the
state without increased funding (except for special summer school and parent
notification costs.) Thus, in order to increase courses or attention to the
lowest achieving students, schools have to reallocate available resources.
Where the resources are taken from has been a serious concern, with some
speculation that the upper end of the curriculum (i.e., advanced academic
courses) would be hardest hit.

Generally, this was not found to be the case, with the following
exceptions. Four schools reported increasing the size of upper level classes
and dropping electives. Two of the schools that experienced a shift of
concern away from the more academic students perceived it as timely and
appropriate. The effect of the change upon more academically oriented
students does not appear to be detrimental to their curricular progress.
Although some electives may have been dropped, there were no reports of
courses eliminated from the more advanced curricular sequences (e.g.,
fourth-year English, math, or science).

A number of forces within schools serve to maintain the advanced aca-
demic courses within the limits set by student achievement and enrollments.
Students enrolled in these courses are not iikely to be reenrolled in
proficiency remediation if the advanced courses were dropped, so there 1is no
direct reason to exchange these course resources. Maintaining strong college
preparatory course sequences is important for a school's image, both
internally and within the community. College preparatory courses are the
hallmark of excellence and demonstrate most clearly that desirable goals are
being maintained and achieved. School administrators point to their advanced
academic courses with pride. Teachers feel an obligation to offer courses
which would enable students (even if oaly a few) to go to prestigious
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colleges. While teachers like teaching their “own™ electives (i.e, courses
they developed), they also prefer more advanced content over lower level
courses and higher achievement levels to lower.

Most schools reported that curriculum erosion or change over the past
years (not necessarily due to proficiency remediation) was greatest in the
electives which could be offered. These include academic and nonacademic
courses, but represent specialized content such as foreign languages,
oceanography, the short story, music appreciation, and hcaemsking. These
courses can only be sustained with adequate enrollment and staffing--when
reallocations are made, they are the first to be considered for elimination.

In schools where proficiency requirements have had an impact, that
impact has been on the lowest achieving students. While graduation require-
ments defined the minimum curriculum, the proficiency standards identified
students who had not attained minimal levels of reading and math skills and
served to rechannel concern and effort toward the remediation of low
achieving students.

As described in Chapter 1 of this report, high schools are faced with
great differences in incoming student characteristics. They are forced to
provide a wide array of courses and sequences of courses to meet the needs of
diverse students. The pressure to provide courses at the lowest as well as
highest achievement levels leads to trade—offs in allocation of resources and
attention to various levels. The broader the range of students being
taught, the less depth can be offered at each level.

Given limited resources, when the range of student achievement and
course levels increases, electives are eliminated in an attempt to cover the
range. Schools with narrower ranges of achievement can offer more courses at
each achievement level.

Reports about proficiency assessment and its impact (e.g, Statewide
Summary of Student Performance on School district Proficiency Assessments,
1982) are avallable from the Department of Education.
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Chapter 3

CURRICULUM STRUCTURE
Chapter Summary

High school courses are differentiated to group students homogenously
and focus content according to student achievement levels and destinations.
Schools use various terminology for their grouping--for example, streaming,
laning, or tracking. In this report the process is referred to as tracking.

All Paths schools track students in the English, mathematics, and
science departments. The study schools report planning courses and sequences
for two to five tracks, excluding special education, compensatory education,
and bilingual programs. Departments within the same school establish their
own criteria for grouping and can have different numbers of tracks. For
purposes of comparison, the most commonly found tracks within the study
schools can be described as GATE (Gifted and Talented), college preparatory,
general, and lower. GATE and college preparatory are often combined for
simplicity since many courses in these tracks have the same titles and all
are college preparatory. Most of the schools have vocational education
departments, but vocational education was not typically reported as a
"track.”

Analyses of curricular "maps” describing the tracks indicate how stu-
dents receive different kinds and amounts of content in their high school
coursework. Student course paths follow the curricular structure planned by
each department and result in very different courses and content for each
cohort of students.

Tracking: An Organizational Response to Student Diversity

The differences experienced by students in their coursework taken to
graduate (described in Chapter 2) can be partly explained in terms of the
organization of curriculum by schools. Most of the differences in course
paths constructed by students are systematic, resulting from the course
planning and .placement processes. Each cohort entering high school includes
students at a wide range of ability and skill levels, with different expecta-
tions and intentions for their postgraduation futures. High schools differ-
entiate their curriculum into several tracks, streams, or lanes to divide
these students into homogeneous groups for instructional purposes--a process
referred to here as tracking. The content of the curriculum to which a
student is exposed depends upon the track the student is assigned to or
chooses.

Tracking 1s a complex organizational system which has both structural
and procedurasl features. The structural cosponent, differentiated
curriculum, is the subject of this chapter. The procedural component,
placing studeuts into various course sequences, is the subject of Chapter 4.
As described here, tracking refers to the organizational handling of a widely
diverse student population. Tracking differentiates courses and students,
matching skills and sbilitfies to course coantent, pace, and expectations.

Once students are tracked, they have certain educational experiences (those
of the curriculum associated with their track) and they are not exposed to
other experiences.
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School personnel do not readily state their tracking policfes and
procedures, and tracking systems are sometimes difficult for respondents to
describe. The term "tracking” was not used comfortably by some respondents
because it is closely associated with policies of discrimination or inequity.
Tracking sometimes implies an unalterable course to a fixed destination and
this metaphor is not compatible with the egalitarian ideology of public
education. Respondents often selected less loaded terms to describe the
sckool policies, such as "self-tracking” or “career choice.”

As used here, in contrast to the perjorative connotation, tracking
refers to the organizational processes by which schools develop courses and
sequences for different students. Courses and sequences are most commonly
Planned to group students into homogenous achievement groups for academic
instruction (for example, separating readers from nonreaders) and to fulfill
postgraduation plans, such as college entrance. Tracking which has the effect
of isloating students by race or ethnicity is proscribed by law. Tracking in
which placement is permanent, and cannot be altered by student or parent is
also illegal. Such practices, however, are not implied in the definition
used here. Tracking systems can be effective organizational procedures for
providing appropriate instruction and content for students with different.
skills and aspirations.

Another factor contributing to the difficulty of explaining tracking
policies is the effect of organizational roles upon the school personnel
perception of tracks. In general, department chairs and teachers, who are
most closely involved in the actual process of creating courses and
sequences, proved to be the most clear and informative. Administrators and
counselors in their nonteaching capacities often avoided mention of tracking
and focused on student choice as the major determinant of curricular expe-
riences in high school.

Tracking Systems in Paths Schools

Although some respondents were reluctant to call their practices
tracking, curriculum differentiation or tracking systems were found in all
Paths schools. Each school has its own system for differentiating the
curriculum, and many labels are used for the same organizational phenomenon.
Some schools assign alphabetic or numeric codes to the courses within a
track; others distinguish tracks on the basis of students' intended
postgraduate destinations; and a few characterize the track by the content of
the track itself. In the Paths schools, curriculum materials and interview
responses indicated between two and five tracks (excluding students in
special programs such as special education, compensatory education or
bilingual education). Four schools reported two tracks; 1! reported 3
tracks; and 1! reported 4 tracks.

The four-category schewe in Table 3.1 is based upon an assessment of
the relative requirements of the programs within the schools and provides a
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means to compare tracks acrosa schools. The schools' names for tracks are
listed as they are grouped under each category.

Table 3.1
. CKS WITHIN PATHS SCHOOLS R
Upper College Prep General Lower

Honors Academic Nonacademic = Remedial
Advanced Placement University prep College interest Remedial transition
Gate UC prep Community college Terwminal
Gifted College prep Regular Development
Level 300 State Univ prep Pre—college Basic
H Lane College bound Vocational Level 50

Level 200 Level 100 C Lane

A Lane ] B Lane

The distributions of students by track can be estimated only roughly
because each school has a unique tracking system. The range of the student
population assigned to the tracks, given in Table 3.2, reflects the different
tracking structures as well as the diversity of students within each of the
Paths schools. Since each tracking sysem was unique, .it 1s difficult to
determine the average percentages in each track. About 10 percent of students
in the study schools were in a GATE track, about 35 percent in a college
preparatory track, about 45 percent in general track, and about 20 percent in
remedial or lower track (these figures do not total 100 percent since some
schools use other than the four categories of tracks discussed here).

Table 3.2
DISTRIBUTION OF STUDENTS BY TRACK
IN PATHS SCHOOLS
Percent of student

Track population
Uppel' ¢ s e e o » 3 """50
College prep . . . 15 -~ 76
General «a o ¢ o @ 25 — 75
lﬂ“r e« o o @ @ o 4 — 30

Most schools distinguish between "lower-track” students and the
“general” student, slthough one school merged these categories. Five Paths
schools collapsed college prep and gemeral tracks, while three combined
advanced students with those in college prep sequences.

Vocational education 1s not identified as a distinct category because
only four schools reported its presence as a track. Twenty-four Paths
schools have-industrial, domestic, or vocational arts departments which offer
courses, but these are not developed as separate tracks in academic areas.
Instead, they are elective courses.

Tracking Criteris

Tracking systems are implemented using policies or procedures determined
at the district, school, and department levels. Often the schools set broad
policies which are worked out in detail at the department level. School-level
policies differentiate gtudents into general' categories and specific course
sequences are developed by departments. All the Paths schools reportedly
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used achievement measures, student postsecoundary plans, and teacher recom~
mendations as the primary grouping criteria. Schools were found to use
different specific forms of these criteria, for example:

® Crades from earlier years

o Comprehensive Tests of Basic Skills (CTBS) or other standardized
achievement tests

e Proficiency test results

Each academic department in a school sets the criteria for initial
course placement and for continuing in a8 sequence of courses. When the
criteria are content specific, e.g., math achievement, some students are in
different tracks in different subjects. For example, students can be in
college prep English and general math. Often, however, placement is based on
basic skills such as reading level resulting inm students beginning in the
same track across content areas. This practice is justified by school
personnel as necessary because of the importance of reading skills to
instructional methods.

The criterie for staying in a course once placed or continuing to more
advanced level work are set by teachers. Some departments and schools coor-
dinate or standardize criteria and courses throu~h various mechanisms,
primarily texts, scope and sequence descriptions, and tests. However, the
specific topics covered, pace, expectations, grading, and homework, are all
determined by teachers for each course. Since course plans were reported to
be modified in response to the particular characteristics of each class of
students, courses vary considerably in how thay prepare students for subse-
quent work. Teachers complained that students may not have the skills and
knowledge expected even after successfully zompleting courses listed as
prerequisites.

Course Content and Articulation

The actual content of courses offered by a school is primarily deter-
mined at the department level where teachers make curricular decisions within
guidelines established at the district level. The school's administrators or
counselors were reported to be rarely involved in curricular decisions other
than procedural matters such as approving a request initiated by a department
or teacher to offer a new course.

The degree to which courses are coordinated within a department or
school was found to vary considerably, as did the rationales given to
students for the particular courses contained in a sequence. In many cases,
the traditional college prep sequences are offered without any indication of
how or why courses might be sequeantial, e.g.. algebra-geometry, biology-
chemistry. In a few schools, course content and skills are described as they
fit together into progressively more advanced work. The rationale and course
descriptions in these cases convey a clear plan for moving students into
courses with higher order content. An excellent example of such course
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content description is provided from the course catalog of Paths study School
2, in which basic chemistry courses are differentiated.

CHEMISTRY 1A Year: 11-12 .

Suggested Course Preparation: Completing of Math 2A or 2B with
grade B or better. Students should either be taking or have
completed Math level 3. Chemistry lA is designed for
science—oriented students or liberal arts students who are interested
in science. It fulfills the laboratory science requrement for the
Univ. of California. The course is divided into 10 topics with
appropriate laboratory work:

(1) atomic theory; (2) chemical reactions; (3) gases, liquids,
solids, solutions; (4) periodic table; (5) atomic structure and
chemical bouding; (6) energy involved in rates of chemical reactions;
(7) equilibrium in chemical reactions: (8) acid-base reactions; (9)
oxydation-reduction reactions; (10) organic chemistry—structure of
carbon compounds.

Approximately one-third of class time is spent in the lab. Lab
investigations are coordinated with the text and used to reinforce
the theory study. Daily homework assignments involving reading,
writing lab reports, sad problem solving form the backbone of the
course.

CHEMISTRY Year: 11-12

Chemistry 1B is a more practical experience that should appeal
to a larger number of students who plan to enter the field of liberal
arts. The course will fulfill the laboratory sclence requirements for
the Univ. of California. The course treats chemical concepts in a
manner that will be meaningful for the students. There will be a
thoughtful correlation between chemistry and other related fields. A
great deal of emphasis will be placed on laboratory work. Chemistry
1B contains five main units: skills development, structure of mat-
ter, and the periodic chart, chemical formulas and equations, and
consumer chemistry. The student is expected to do homework on a
daily basis and keep an up~to-date laboratory report book. This
course is highly recommended for student who plan to enter a nursing
or paramedical type program after high school graduation. The course
is not intended for students who are capable of success in Chemistry
1A. Students who have successfully completed Math M2 or higher may
not enroll in Chemistry 1B.
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Curricular Maps

Curricular maps are used by departments to describe how the overall
curriculum is organized into course sequences for different kinds of
students. Most often the maps are intended for internal use, but some
departments distribute maps to students to help them select courses or
sequences. The following three figures display curricular maps from three
departments, each in a different school, that demonstrate the department-~
level organization of courses available to student cohorts.

An English Department Curricular Map. The English curriculum repre-
sented in Figure 3.1 is from School 5, which requires 30 units of English for
graduation. Student placement in one of five programs is determined by .
junior high teacher recommendations, test scores, and writing samples. The
Basic program includes students ranging from nonreaders to those reading at
about fourth-grade level. Available to them are either three years of
remedial reading or an English 1-6 sequence. WNo academic electives in the
English Department are generally available to them, and they were reported to
usually complete only the minimum units required. The "Y" English program is
addressed to students reading at two grades below actual grade level. It {is
skills oriented, and presents a wide range of less~academic electives, as
suggested by the titles of the course offerings. Students reading at grade
level are assigned to the "X" program where they are exposed to a two-year
sequence of composition and literature followed by elect'ves. Because
students may choose electives from their track or the t-._ck just below
theirs, "X" students have many more electives to choose from than do "Y"
students. GATE students take an advanced form of composition and literature
for three years and then choose from "X" electives in grade twelve or take
advanced placement. ‘

A Math Department Curriculum Map. The math curricular map displayed in
Figure 3.2 originates at School / where 20 math units are needed for
graduation. Placement is based upon the student's test scores, teachers'
recommendations, and intended postsecondary destination. S .udents are
allocated to one of three general sequences: college preparatory, college
interest, or vocational. Vocational students usually take Math I - IV and
Applied Mathematics to meet the graduation requirement and select from two
electives which they share with coilege interest students. College interest
students most often take a two-year sequence of Algebra, after which they can
enroll in electives or the geometry courses of the college prep program. The
usual college prep program extends for at least three vears, and includes the
traditional math sequence of algebra, geometry, and trigonometry, followed by
a choice of three electives.
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Figure 3.1

MAP OF ENCLISH CURRICULUM IN PATHS SCHOOL 5

Grade Basic English “Y" English "X _English CATE
t:ding level: Reading level: Reading level: Reading Level:
reader ~ 4.5 5.6 - 6.9 7.0 - 8.9 9.0 and above
‘.6 - 5.5
9 Rewmedial Reading | English 1-6 T | English Skills 1-2 Y Comp:atition/Lit. 1-2X | Composition/Lit.1~2
(2 semesters) (2 semesters) GATE (2 gemestery)
10 Renmedisl Reading | English 1-6 T | English Skills 3-4 Y Composition/lit 3}~4X | Compostion/Lit 3I~4
: (2 sewmesters) (2 semesters) CATE (2 semesters)
11 hcnedul Reading | English I-6 T | Electives (below) Electives (below) Advanced Comp CGATE
American Literature Y Advanced Compcsition X
and Writing Work— | Biography/Autobiography Y| American Literature X | English Lit. GATE
shop/Lad Developmental Resading Y Beginning Journalism X
12 English Skills Beginning Speech
Review 5~8* Biography/Autobiog~ .
English 1-6 Y raphy X Grade 12
Individualized Instruc— Creative Writing
tion Y Developmental Reading | Advanced Placement
Lit. of Aserican Minor- Drams as Literature X (optional)
ities Y English for College x
Mags Media Y English Literature X Electives from
Mystery & Detective Intermediaste Comp. X X Program
Stories Y Lit. of Aserican
Mythology Y : Minorities X
Science Fiction Y Lit. of the American
Seuior English Y Vest X
Song Lyrice & Poetry Y Mass Medis X
Sports Literature Y Modern Aserican Lit X
Technijues/Group Discus~ | Mystery and Detective
sion Y Stories X
Vocabulary and Spelling Y| Novel X
Vocational English Y Poetry and Literary
Writing Workshop/Lab * Criticisa X
Your Language Y Science Fiction X
Shakespeare X
*Course recommended for Short Story X
those not passing Technical Writing X
English competency tests | Utopian Literature X
’ Women in Licersture X
World Literature X
Adv. Journ. 3-8--No
English credit
Adv. Speech—~No
Bnglish credit
BEST COPY AVAILABLE
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College prep Course Paths. College prep programs typically included
sequences such as:

Algebra 1 ———> Geowmetry

Algebra 1 -——)> Basic Geometry > Algebra 2

Algebra i1 -———> 2-Year Algebra (conclusion) ———> Geowmetry

2-Year Algebra (intro & conclusion) > Geometry

The sequence of Algebra 1 and Geometry represented the shortest route to
obtaining the content represented in these sequences. Students who needed to
could complete a college prep sequence in three years instead of two; however
the alternative courses may not fulfill UC requirements. Of the 100 students
completing the sequence, 70 followed the Algebra 1-Geometry sequence, and 30
followed other paths. Forty-three percent of the students who completed the
college prep sequence took at least one more math course and 27 percent took
two additional years of math.

B&sic Course Paths. Basic math programs entailed the 2-year algebra
sequence. Students can enter the basic track from General Math 1 and Algebra
1. Thus, typicul general programs include courses such as:

2-Year Algebra (Intro) > 2-Year Algebra (conclusion)

Algebra 1 ——> 2-Year Algebra (conclusion)
General Math 1 ~——> 2-~Year Algebra (incro & conclusion)
Of the 68 students completing a basic sequence, ten (15 percent) began in one

of the other two tracks. Ten students completed an additicnal year of math
teyond the basic sequences described above.

Remedial Course Paths. Although only one year of math is requi -ed,
students in the remedial track typically take two years of coursework. The
typical sequences include programs such as:

General Math 1 ———> (General Math 2

2-Year Algebra (introduction) —-—-> General Math 2
Most students beginning in this track continue in it for two years. Of the
107 students completing the minimum one year program, ten percent repeat

General Math 1 during their second year. Very few (less than 10) students
moved from the gereral track to the remedial sequence.

o0

Chapter 3 R January 5, 1984



Table 3.3 displays the distribution of students who entered in 1977 and
graduated in 1981, indicating the ways in which they completed courses in
various tracks. Most students (82 percent) completed a sequence of courses
that corresponds to the math department's recosmended sequences, and most of
these students took more than the graduation requirement of ten units.
However, 18 percent fulfilled the required 10 units of math, but did not
complete a sequence of courses within any track. They began one sequence and
either failed to follow this path to completion or switched without
completing any path. For example, a student could take one semester of a
remedial course, switch to the basic track, then stop taking math, or take
only one year of the two-year sequence in the basic or college prep tracks.
Such students fulfilled graduation requirements, but failed to pursue a
sequence to completion.

Table 3.3
PROPORTION OF GRADUATES TAKING VARIOUS MATH SE CES
Percent of
Percent students
of completing
Recommended sequence Track students|{ sequence
1 year remedial math, which
fulfills graduation require-
ment of 10 math units Remedial 32 100
A 2-year algebra sequence Basic 31 65
At least 2 years, including College
algebra and geometry prep 37 81
Total 100 82

The curricula that schools plan for various cohorts of students can be
seen through these maps to structure programs of study over the secondary
school years. Students do not take random arrays of academic courses; rather
they take sequences designed by the teachers within each department. Move-
ment between sequences follows the department planning for course sequences,
as this example shows. How students are placed and continue in various
sequences or tracks is the topic of the next chapter.
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At School 3, the math department differentiates the curriculua into three
tracks, with various alternate routes to completing a math sequence. There
are numerous paths which individual students can follow through the
sequences, indicating the complexity of tracking structures. Figure 3.4
displays the math tracks as organized by the department: remedial, general,
and college prep. The arrows indicate the direction of possible movement.
General Math 1, Introduction to 2-year Algebra, and Algebra ] are the common
courses of upward and downward mobility across tracks.

Figure 3.4
MAP OF MATH CURRICULUM IN PATHS SCHOOL 8

Course sequences .
(Number of students enrolled)

REMEDIAL BASIC COLLEGE PREP
General Math | q-——————P  2-Year Algebra, ¢ - Algebra 1
(246) Introduction (141)
(233)

General Math 2 © @———=~--= 2-Year Algebra, Ceometry
(199) Coxiclusion (175)
(143)

General Math 3 Basic Geometry P Algedbra 2
(83) (62) (120)

Trigonometry--—
Analytic Geometry

(56)

Calculus
(11)

02
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Figure 3.2
MAP OF MATH CURRICULUM IN PATHS SCHOOL 7

COLLEGE PREP COLLEGE INTEREST VOCATIONAL
| ‘Algebra I | |Algebra 1-2(S)* |\ ¢ | Math 1I-1V |
| Teometry | 4——| Algebra | Applied Math |
| _Algebra IT |
I Computer ELECTIVES
rogramming|

Consumer math

| Trig (S) | Intro to Computers

Calculator math

|Precalculus(S)|

(S) Semester course
* The Algebra 1-4(s) program is a two-year algebra I course especially

designed for those students who would be unable to main:ain the pace of
a standard one—-year course.

A Science Department Curriculum Map. Figure 3.3 displays science cur-
riculum at School 13 where 10 units are required for graduation. Placement
depends upon past teacher recommendations, grades, and success on a minimum
skills test. Students who read at or below a sixth~grade level and who are
generally poor in math choose between life or physical science courses. They
are likely to graduate having completed only one of the two. Another group
of students, those who have low grades and are weak in math, can select from
four courses depending upon their reading level during their sophomore,
Junior, or senior year. Although students in this category have more choices
of science courses than students reading below grade level, they reportedly
do not often choose more then the minimum required science units.

Until students are reading at the tenth-grade level or have above-
average grades, regardless of their actual year of high school, they do not
have access to biology, chemistry, and physics. At this level, students have
avallable seven science courses to select from, those that form the

03
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traditionsl college prep sequence.

Once embarked on this sequence, the

students are reported to take more than the minimum required units because
they are concerned about meeting college entrance requiresents.

Figure 3.3
EL = Reading grade level or CURRICULUM TN PATHS SCROOL 13
. Minizgm
Freshman Sophomore sumber
Category of student year year Junior year Senior year | of years
Esrth Sci | Earth Sci, Cheaistry, Chemistry,
Above sversge studeat (RL=9) Biology, Physics, Physics
Grades: B and above Biol Cheaistry, Adv Biology AMdv Biology k|
(RL=10 Physics (RL=10) (xL=10)
(RL~10) -
Earth Sci, | Chemistry —
Average student & sbove Biology, Biology, Physies
Crades; C to B Environ Phy | Physics, Adv Biology
Fair to good amath Physics (RL~10) Chemistry .
background (RL=10) Env Phys (RL=~10)
(RL~9 .
‘ | l4fe or Py
Average gtudeat & below Life or Sci (RL=6) Esrth Sed
Crades: Cto B Phys Sci Earth Sci (RL=9)
Cenerslly wesk in (RL=6) (RL=9) Biology 2
math Earth Sci Biology (RL»10)
(R1~9) (RL=10) Env Phys
Env Phy ‘ (RL = 9)
(RL=9)
Life or life or
Students generslly poor Phys Sci Phys Sci 1
in math and bhas (RL=~6) (RL=6)
reading probless
= ~Earth or Eavth or
Above average student Biology Biology
who will take only Eavirca Phys | Fav Phys 1
one science course Chenistry, Chenistry,
Physicse Physics
(RL=10) (RL=10)

Student Curricular Paths in a Math Department

Schools indicate the sequences of courses planned for students with

curriculum maps.

In order to determine whether students actually follow the

planned course sequences, student transcripts were analyzed from School 8.

The course paths taken by students through the math curriculum were found to
follow the sequences described in the curricular map.
the implementation in this department matches the curriculum planning; that
is, students actually take what the department plans.

Chapter 3
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Chapter 4

STUDENT PLACEMENT AND MONITORING

Chapter Surmary

Counselors, teachers, and students play important roles in determining
the courses which make up each individual student's high school program of
study. Counselors provide information about courses and requirements for
graduation or college admission. The counselor's primary role is that of
{nitial sorter, placing students in tracks or sequences of courses. Tezchers
serve as the ongoing gatekeepers, deciding which students enter, remain in,
and complete particular courses and sequences. They establish the criteria
for continued sorting of students into particular courses or levels of
courses and set standards for completion.

The amount of course and course-level choices actually available to
students depends on the trackiny system at each school and on the individual
student's characteristics. Students' choice of courses, particularly
academic courses, is limited by the tracks they choose or to which they are
assigned in each subject area. The support for decision making they receive
from counselors also depends upon their track. Students in the college prep
and lower tracks receive more attention from counselors about the completion
of college entrance or graduation requirements. Middle track students who
have no attendance or other problems and can graduate were reported to
receive less attention from counselors about their choices of courses.

Consistent and valid information about attendance, dropouts, and student
progress toward graduation was difficult to obtain in the study schools. The
definition of dropout varied greatly, resulting in noncomparable statistics.
Following students outside of school, whether dropouts or graduates, was
reported to be expensive and difficult. Information about what students did
after graduation was not seen as important for curricular planning.

Monitoring students' progress through courses of study turned out to be
a major record keeping problem for schools. Few schools consistently check
whether students complete the courses planned in their overall program of
study, unless the students are in danger of not graduating. This type of
monitoring was left to students and parents. Counselors in the Paths schools
were responsible for 239 to 540 students, and one school had no counselors.
These ratios obviously limit the time available for each student.

Student Placement: Structures and Procedures

The great differences in curriculum paths taken by cohorts of students
can be understood through the two features of the tracking system lescribed
in Chapter 3. !

e Structures . o Differentiation of curriculum into various courses and
sequences (tracks)

e Procedures . . Processes by which students learn about the possible array
of cohurses, select or are placed in them, and continue in

sequence or track
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This chapter describes the procedural aspects of tracking found in the study
schools. The data about placement processes collected in the Paths schools
were accounts by school persounel and documents given to students. These
accounts describe the organizational mechanism and support for the studént
placement process, but do mot address the actual choice process by which
individual students select their courses.

, How is it that a student ends up taking particular courses and course
sequences? When asked this question, school personnel typically respond that
students make these choices with the assistance of their parents and guidance
counselors. However, it is clear that which courses students take over four
years of high school 1s not simply a matter of student choice. A number of
constraints operate to limit and predetermine what students can and do take,
including the structure of the tracking systenm.

Curriculum differentiation has been described as the way in which high
schools, departments, and teachers organize the content to be taught into
appropriate units for cohorts of students. Organizing the curriculum into
courses, sequences, and tracks enables schools to provide broadly defined
areas of content to students with highly varied entering skills and abili-
ties. Tracking narrows the focus of each course and the range of student
achievement levels within a class. It also limits access to students for
whom the course or track is appropriate. :

The procedural processes of placement and monitoring are managerial
functions. As explained in Chapter 3, permanent placement based entirely on
ability measures is legally proscribed. Therefore, students must be placed
in courses in other ways. The placement processes found in the study schools
combined the criteria used for differentiating courses (e.g., achievement
scores or prerequisites) with some student choice of particular courses. The
processes can be described as:

e The initial placement of entering students
e The ongoing course placement-telection process
e The ways schools monitor students' progress through requirements

Because guidance counselors play a key role in all three processes, the
student/counselor ratios in California high schools deserve attention. Even
excluding the one study school in which there are no counselors (students are
monitored by assistant principals), the ratio varies greatly across schools.
In the Paths schools, there were an average of 369 students assigned to each
counselor, with a range of 239 to 540.

Initial Placement

Placement of entering high school students in courses and tracks 1s
influenced by the degree of involvement of counselors, parents, and students.
Students entering different high schools do not receive the same amount or
type of information. The study schools employed diverse counseling
approaches, different amounts of encouragement “or parent participation, and
a range of student/parent input in arriving at a first-year schedule—~the
initfal track placement.
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Nearly all of the high schools studied distribute course catalogs.
These usually describe courses, course prerequisites, the district's
graduation requirements, and entrance requirements for California's higher
education systems, About one-third of the Paths schools provide students
with sample four-year programs of study. A few outline programs geared
toward specific postgraduation educational and vocational goals. For
example, in one school's catalog, students interested in agricultural
technology careers are presented with one program preparing them for a
California State University and another preparing them for a two-year
community college.

Counselors in all schools consider the same basic criteria when
directing new students toward paths of study. Students are usually placed
according to their scores on standardized tests, grades, junior high school
teacher recommendations, and career plans. In several Paths schools the
first-year schedule is initiated by the counselor, but pareats and students
may change it. 1In a few cases the counselor's suggestions seemed to carry
more weight, and in one school the counselor actually assigned students to a
first-ycar schedule.

Parents of entering students have varying amounts of contact with
school staff. Many counseling staffs invite parents to meetings to
disseminate information similar to that given to students. Some mail
information to parents regardiny school requirements and possible programs of
study. Counselors in a few schools ask parents to attend the initial
student/counselor conference to discuss the student's plans beyond high
school and possibfe'four-year study programs. Paths schools which encourage
parent attendance at this initial conference report that the parent
attendance rate is high.

Some of the enrollment procedures provided that the parents and students
decide upon a first-~year schedule. The schedules are usually accepted by the
school unless the counselor strongly feels that the student is not prepared
for a particular course or that sufficient progress will not be made toward
completing graduation requirements.

Ongoing Course Placement

Students continue in particular courses and tracks by registering for
courses either once or twice during an academic year. In some schools,
students' schedules were determined in the fall for the entire year. Most
schools, however, had some type of registration process each semester,
usually for the purpose of changing courses or selecting electives. Since
many courses were a8 year in length, second semester registrations were
automatic unless students needed to register for half-year classes.

Many schools used sign-up systems referred to as "arena,” "scramble,” or
"milling.”™ Por example, in some schools, "arena” scheduling was used for the
purpose of having students sign class lists for elective courses. 1In other
schools, students received a 1ist of courses they should take based on pre-
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registration preferences or counselor suggestions. Students were then
allowed to choose the teachers from whom they would like to take the preas-
signed courses. Or, this could represent a final opportunity to change the
schedule just before or even after courses begin. A number of counselors
reported that students' schedules changed or were not finalized well into the
first weeks of the term, interrupting classes and losing weeks of
instruction.

Counselors’ Roles in Ongoing Placement. Counselors at most of the
schools reiied upon course descriptions prepared by teachers or department
heads for their information about specific courses. A few schools assigned
individual counselors to particular departments to gain a more detailed '
understanding of the department's offerings that could be shared with the
rest of the counseling staff. In addition, counselors frequently learned
about specific courses through contacts with teachers. Thus, the amount and
type of information that counselors could provide students depended upon what
and how counselors knew about the content of the available courses.

Most schools arranged for routine individual conferences between
students and counselors. Some schools attempted to include parents in such
meetings, but most did not. The conferences typically focused on graduation
requirements yet to be completed, the status of proficiency testing, and
postgraduation plans. The formal student/counselor meetings were usually an
annual event, but a few schools reported that routine conferences took place
prior to each semester. A few schools only scheduled one during the high
school career. In this case, students would have them only at the end of the
sophomore or beginning of the junior year.

Teachers' Roles in Ongoing Placement. Teachers play a significant role
in determining which courses and course sequences students eventually take.
They assume the role of gatekeeper and determine which students should be
allowed to enter specific courses, especially college preparatory ones. In
most Paths schools, counselors depended on teacher recommendations in guiding
students toward courses and tracks. Teachers also assessed students'
abilities during the first weeks of a term, in gsome cases by administering
formal tests. To remain in a class, students had to mee: the course
. standards, pace, expectations, and work load. Final enrollment in courses is
frequently deteramined after several weeks of coursework, moving students for
whom a particular class is either too difficult or too easy. Teachers also
directly influenced students' choices by suggesting course sequences to them.
Access to advanced courses is frequently obtained by means of prerequisites
established by teachers. Thue, teachers provided the fine-tuning of
student's schedules. '

Student Roles in Ongoing Placement. The importance of student choice in
ongoing course selection differ: within school by track. Students who fail
to pass the proficiency examinations are counseled toward or automatically
placed in remedial courses, depending on local school or district pg}icy.
Courses for students in upper tracks are largely determined by college
entrance requirements. The highest achleving students have fewest choices
since academic sequences planned for them f1ll almost all of the available
time,
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Students in the general education track who have relatively few
difficulties in wmeeting graduation and proficiency requirements and do not
plan to attend a four-year college tend to have the most choices to make
concerning their programs. These students are not eanrolled in assigned
remedial courses and have fewer reasons for being steered toward academic
electives. The nature of their study programs is largely a function of
personal choice within the offerings available in their tracks.

Monitoring Student Progress

There were four kinds of monitoring processes conducted by the schools:

e The daily presence of students ({.e., attendance and drop~outs)

e Course of study, proficiency, and college entrance requirements

e Courses taken to complete each student's overall plan or blueprint
e Students' postgraduation destinations

Very few schools formally pursued all four kinds of monitoring although many
relied upon informal sources of information. In nearly all Paths schools,
guidance counselors had primary responsibility for the monitoring.

Attendance and Dropouts. Students need to be present in classes for the
opportunity to learn the curriculum planned for them. Schools and districts
vary widely in their ability to keep track of students. Some check
attendance each period, some each day, and some far less frequently.
Estimates of daily attendance range from 72 to 100 percent (excluding excused
absences). Estimates of students in attendance but cutting classes ranged
from 0 to 10 percent.

All schools reported difficulty in knowing exactly which and how many
students are enrol)led. Transiency rates limit schools®’ ability to forecast
which students wil: be in particular classes over the school year, even
though total enrollment figures may be relatively stable. One of the Paths
schools reported greater than 70 percent student turnover each year. Teacher
planning for curriculum is significantly affected by the continual changes of
students in each class. 1In addition, scheduling courses and course sections
depends on the number of students projected to enroll in each.

The difficulty of counting and keeping track of students is most sharply
apparent in attempts to determine “"dropout” rates. Establishing who 1s a
dropout and when a student has dropped out requires the school to find out
where students go after they stop attending the school. This frequently
entails the counselor contactinyg the student or family. Usually, schools
request records of new students and this signals the previous school that the
student has moved':and re-entered school rather than dropped out. The
counselor must add this information to the student records and decide how to
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compile it when an aggregated estimate i{s desired. The "dropout” rate for
Paths schools was reports . to be an average of 8.1 percent, with a range of 1
to 35 perceat. In one large school, the aggregated “dropout” figure, was
computed by subtracting the number of graduates in 1981 from the n
enrolled as ninth graders in 1977, which yielded a 35 percent d

As in the above example, dropouts are often confused with student
transiency. Some schools experience 10 to 15 students entering or le £
school each day, a turnover of 1,000 students per semester. Each of these
students requires a trail of paperwork and counselor time. Some of these
students enter another school right away and request that their transcripts
be sent while others may not re-enter school for some time. Schools with
large migrant worker populations lose students for several moanths.

Completion of Requirements. All schools formally monitor their
students’ co-pletion_gf‘requirenents. This is a highly routinized, but
time~consuming, process in which counselors, assuming the role of clerks,
maintain student files by collecting and entering the data for each of the
numerous students assigned to them. In a few cases, the clerical task of
monitoring proficiency test results fell to the school registrar or an
assistant principal. - In other schools, student aides or secretaries
alleviate some of the clerical responsibilities of counselors, thereby
freeing the counselors to spend more time with students. Streamlining
cumbersome tasks associated with counseling is dependent on the creativity of
each school'’s administrative and guidance staff. Increasingly, schools are
employing computers to keep track of students' progress.

Matching Courses to Plans. Only a few schools formally monitor the
match between actual courses students take and their initial program plar.
This 1is often squeezed in with the requirements monitoring, especially for
the student who plans to attend college and must meet entrance standards.
Generally, this kind of monitoring is relegated to the student and students'
families.

Counselors reported that they spend more time with students in the
remedial tracks and college preparatory tracks, while students In general
education tracks receive less guidance. Counselors are responsible for
arranging special programs and tutoring for students who fail proficiency
tests or have problems meeting the graduation requirements. At the other
extreme are the students planning to attend four-year colleges who demand
more time of the counselors to evaluate their courses, offer suggestions for
colleges, and provide scholarship information. Students in the general
education tracks demand less of the counselors' atteantion because thefir
postgraduation plans are less clear.
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Postsecondary Destinations. Very few schools (only five of the 26
cases) formally collect information sbout the postgraduation progress of
their atudents. When fnformation is collected, it is in the form of surveys
sent to the students' homes, and the response rate is very low. One school
conducted phone surveys and called students' homes during the work day. The
written or phome surveys were not regular or ongoing. All high schools
receive information from the UC and CSU systems describing the academic
progress of their students in those systems in comparison to other stnudents.
However, this information from colleges was not reported to be used in any
thorough or systematic way.

In spite of the importance that counse.ors place on student career plans
in selecting courses, the lack of postgraduate information is not commonly
perceived as a problem. This information is considered important for coun-
seling and curriculum planning in only three of the schools which collect it.
Even when information is available, it is rarely used. Information about
wvhat students actually do after graduation could be used to assess the
success of their programs of study and counseling practices gupporting
student choices.

Chapter 4 7 61 January 5, 1984



Chapter 5

COMPARING CURRICULUM STRUCTURES

Chapter Summary

Curricular structure (described in Chapter 3) and student placement
processes (described in Chapter 4) interact with particular consequences for
different cohorts of students. Although these two components of tracking
systems were found to differ across the study schools, the even more striking
pattern emerging from the case studies is the consistent curricular effects of
the tracking system on students within the same school. '

Using three criteria to describe and compare tracks and schools, students
in the upper tracks of all schools were found to have available significantly
more sequentially planned academic courses. By contrast, courses planned for
students in the lower tracks are shorter sequences with lower expectations.
Progress to higher order skills and access to courses in other tracks is limited
in the lower tracks of most schools.

These differences in academic course structure have a significant effect
when compared in terms of available instructional time. Students in upper
tracks, simply because more sequential, academic courses are planned for them,
are able to accrue as much as two more semesters of coursework in some academic
areas than students in lower tracks. Therefore, students who enter high school
already well prepared, i.e., in the upper tracks, have more opportunity to
fincrease their academic preparation than students who enter high school less
well-prepared, i.e., in the lower tracks.

Criteria for Comparison of Curriculum Structure

The following comparisons of curricular structure in the Paths study
schools are limited to the data gathered from interviews about courses, course
sequences, and relat-d policies and practices. These comparisons do not include
the way in which the curriculum is actually taught by teachers in classrooms
across the state. The level of inquiry or unit of analysis here is the semester
or year-long course.

The three criteria used to assess and compare curricular structures across
tracks and schools were:

e Amount. The amount of coursework within each track or sequence
(e.g., number of courses or length of sequence) and the expectations of
work covered in each

e level. The progressive nature of sequences, leading to higher order
skills and content (articulation among courses in a sequence with
incre. sing difficulty levels)

e Access. Coordination of courses across tracks and areas to be available
to students (articulation of content and prerequisites of all courses)

Two important caveats should be kept in mind. First, this analysis is
limited to three academic departments and the major course sequences within
these areas. This excludes other important subject areas and so called
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“elective” courses. In this usage, "elective” refers to courses which are not
part of sequences or which are not taken by most students in a cohort.

Thus, electives can include highly advanced, rigorous courses such as
Shakespeare and may be taken in lieu of or in addition to courses planned as a
sequence.,

Second, this analysis assumes that there is really something sequential
about the course sequences as described by school personnel. From curriculum
maps, other documents, and the reports of department chairs, there is indication
that English 2 is more advanced than English 1. However, the coordination and
Planning of such courses varies. To some degree, sequences are assumed to
represent meaningful relationships among courses at the more micro or daily
level of content which have not been studied directly.

For example, when a course entitled English 2 follows English 1, the skills
and knowledge learned in English 2 presumably require those learned in English
l. In addition, the two courses together should present to students some
essential substance in the area of knowledge called English. If chemistry is a
prerequisite for Biology, the work entailed in Biology builds upon the knowledge
and skills acquirea in Chemistry, creating a sequence which teaches students
important components of science. A sequence entitled Remedial Reading I and II
suggest that the two courses constitute a progressive accumulation of reading
skills. This may, in fact, not be the case.

Comparing Curricular Planning Across Tracks Within a School

In the following comparison of curricular planning across tracks, School 21
is used as an example. It has grades nine through tweleve with an enrollment of
over 2,000 students: 20 perceat black, 20 percent Hispanic, 10 percent Asian and
50 percent Caucasion. There are 96 teachers in 15 departwents in the school, 5
administrators, and 5 counselors. The school s raduated 90 percent of its
senfors in 1981; 3 percent failed course requirements, | percent failed profi-
ciency requirements, and 6 percent failed both. Enrollment has dropped from
nearly 5,000 students ten years ago, cutting the teaching staff dramatically.
The school ranked in the 20th percentile in the state on CAP reading scores,
with about equal proportions of students in each achievement quartile (except 30
percent in the bottom quartile).

The interviewers described their site visit as follows:

Most of the information requested had been prepared by the time we
arrived at School 21. At that time, we met with the principal, vice-
principal for inmstruction, and head counselor. All of those we talked to
seemed knowledgeable and conversant with the information we sought. Most
had been at the school for up to 10 years. The most difficult question
was that concerning the drop-out rate. Everyone we talked to felt that
this number was almost impossible to estimate and very little information
about it was available. Other information was easily available, and most
of it was collected and tallied as a matter of course. These people are
very concerned with their curriculum and, because of their neccessary
preoccupation with budget cuts and staff and course manipulation, keep
close tabs on attendance, teacher/pupll ratios, changes in student body
and school characteristics, and so forth.
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Tracks: Students Cohort

All respondents at the school agreed that there were four tracks: lower,
middle, college prep, and GATE (Gifted and Talented Education) except in
science. The researchers conducting the case study reported:

The sc ool offers four tracks: remedial, general, college prep, and
gifted, with considerable differences amuviyg the courses offered at each
level. The lowest levels concentrete on the mont elementary skills with
materials using the simplest languige and ideas. There is some crossover
of students in classes at the gencral and college--prep level zourses,
particularly English courses. And, to some extent, these courses cover
much of the same material. Ounly the courses at the college prep and
gifted levels, however, are acceptable for UC admission. In other fields,
the courses are vastly different. College prep and gifted students
enroll in the UC acceptable science (Biology, Chemistry, Physics) and
math (Algebra 1 and 2, Geometry, Trig/Algebra) sequences, while lower

. track students study general math and a survey “World Science” course
which is divided into a semester of physical science and semester of
biological science. These courses are taught at a much more elementary
level than at the higher track. The history courses are also different,
where the lower track history course is composed of newspaper and
magazine material about current events. There is comparatively little
crossover of general or remedial students into college-prep courses in
science or math.,

The course sequences for each track in School 21 are displayed in Table
5.1. The GATE and college prep tracks are combined for simplicity since many
courses have the same title but restricted access. The college prep and GATE
courses in English, math, and science are designed to extend for four years.
Most courses in this track have specific prerequisites in terms of previous
courses to be taken and minimum grade of "C" to continue in the sequence.

By contrast, the middle track sequence extends for three years in English
and math and one year in science (taken in grade 10 or 11). Most courses here,
too, require a minimum grade of C to continue in the sequence. In the lower
track, English and math courses are planned for two years and science for one
year. (There are only two tracks in science: college prep and middle/lower.)
Courses in the lower track have no requirements beyond initial placement
criteria.

64

)
£]<B:chapter 5 3 January 5, 1984




Table 5.1
CURRICULAR STRUCTURE IN PATHS SCHOOLS 2]

—COLLEGE PREP TRACK

SUBJECT YEAR 1 YEAR 2 YEAR 3 YEAR 41

Math tAlgebra (10) Geo-etry'(7) Algebra II (2) Trig/Advanced
algebra (2)

Science tPhysical (?) . Biology (6) Chemistry (2) Physics (1)

English tEnglish 1A (5) English IIA (4) English IIIA English IVA (3)

o MIDDLE TRACK

SUBJECT YEAR 1 YEAR 2 YEAR 3 YEAR 4

Math tGen Math 1A or *Math IIA (5) or Consumer Math (2)

>Prep Algehra (3) *Career Math (2)

Science World Science (15)

English tEnglish 1B (8) English IIB (8) English IIIB (5) English IVB (3)

—LOWER_TRACK
SUBJECT YEAR 1 YEAR 2 YEAR 3 YEAR 4
Math t d>Math Fundamentals
IB (5) or Basic
Math (3)
Science World Science (15)

English ©English Fundamentals Language Experience (3)

(5) or
English Fundamentals (4)

KEY:t=Initial placement and test score *spPrequisite course or grade in a

>sAccess course to next track course
©xFajled Proficiency Exam (#)=number of sections offered
65
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Amount of Coursework

The length of sequences in each track clearly differs. The differences are
greatest across tracks in science and math. College’prep students, if they
actually take the sequences offered, can take four year sequences in each
subject. Middle track students have a possible four year English sequence,
three year math, and one year science. Lower track students have a possible
foir-year English sequence, three years of math, and one-year of science.
How.ver, the number of courses in each sequence which stude.ts take can be seen
in (he number of sections indicated at each level. The college math sequence
begins with tea class sections, but only two sections of students enroll in
trig/advanced algebra. Similarly, six sections of biBlogy are taught, but only
one of physics. '

Expectations of students vary significantly across tracks, according to
interviewers:

Sections of the same course receive the same materials for first
nine weeks. Other than this, there is no school policy governing
homework. There is, however, a school condition--the lack of enough
books and supplies—--which has a very profound effect on homework.

. According to all school personnel interviewed, students in lower
tracks do not return their books at the end of the semester, or even
bring them to school during the semester. As a result, lower track
students may no longer take their books home, and therefore, in effect,
these students have no homework. Instead, reading and essignments are
done in class, seriously cutting into instructional time and reducing the
amount of material covered during the gsemester. The chair also
complained that these students wouldn't do homework anyway.

Level of Coursework

From the combination of prerequisites and course titles, the college prep
track appears to offer progression to higher order skills and content in all
three areas. The general track seems to have progression in English and in math
(Career Math is an advanced, vocationally orfiented course). But, since the
science track is truncated, clearly no progression is possible in the general
track. The iower track does indicate progression at the very basic skill level,
e.g., reading, but not into higher order skills or content.

The interviewers described articulation of courses in School 21 as
fo}lows:

QUESTION: Articulation: Do sequences within departments fit together to
coherent paths so that, particularly from the student point of view,
there would be a sense of purpose in the combination of courses,
content, and skills being developed?
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RESPONSE:  Coherent paths occur only at the college-prep and gifted levels, and
then only in English and Math. Physics is scheduled as the senior
course apparently because students need two years of math prerequi~
sites, but there is no scilence prerequisite for any science course.
This seems appropriate co the nature of the disciplines, although
one might expect that physics would have a chemistry prerequisite.

QUESTION: Sequences: Are courses gequential, i.e., do they have prerequisite
skills and knowledge, and are they in some sense cumulative, leading
to advanced levels of skill and content? 1In all areas (general
education as well as college prep)? .

RESPONSE: College-prep English and math courses are sequential, with previous
courses required for enrollment in advanced courses (trig/algebra
requires geometry; English 12 requires English 11, etc.). 1Im
science, college-prep chemistry and physics courses, by their
nature, have only math prerequisites. (Chemistry requires algebra
with "B” or better. Physics requires algebra and geometry.)
Advanced English courses concentrate on college-prep materials and
review of English-literature.

General science courses are neither sequential nor cumulative and
seem to be in a constant state of change. Chair claims that "no one
knows how to teach science to lower track students.” General math
courses concentrate on arithmetic and applied "consumer math.”

There are only three years of gemeral math courses, each leading to
the next. Lower-track English courses concentrate on fundamentals
and have no prerequisites. There are no twelfth-grade, lower-track
English courses. -

Access to Courses Across Tracks

Initial track placement has a significant effect on access to other courses,
but there can be several routes into higher level or more advanced courses. In
math, for example, students can begin in lower-track Math Fundamentals IB which
provides basic skills. They can progress to General Math IA or Preparatory
Algebra and then possibly to advanced courses in the middle sequence.

Similarly, middle track students can move from Preparatory Algebra to Algebra,
in the college preparatory track. The interviewers stated that the math
department had designed an algebra course which covered the usual one-year
algebra in three semesters to encourage middle track students to take algebra.

The depa{tment offers a variety of Algebra courses: , Prep, Algebra,
Algebra X or 3-semester Algebra, Algebra 1 and 2 College prep, and
Algebra 1 and 2 GATE. . . . 30 percent of the students taking math take
some form of beginning or preparatory algebra.

Initial track placement in all depariments is made by counselors on the
basis of previous grades, test scores, teacher recommendations, and
student/parent preference. Ninth-grade students are placed in math courses and
given the same work for two weeks in all classes, then adjustments in tracks are
made. Students are given the same work in English courses for nine wecks, after
which track adfbstments can be made.
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S.lence students rarely move after intisl placement (i.e., few stadents
move from World Science to Biology or Chemistry). The primary barriers are
initial placement and the math prerequisites for the college prep science
courses. Thus, few students, except those initially placed in college prep math
and science, have access to advanced science courses.

Factors cited as affecting length of sequences, progression of sequences,
and access to courses were:

o Low-level skills of entering students (some reading at levels below fifth
grade)

e Teachers teaching outside of specialization because of enrollment decline
and teacher layoffs

e Lack of pressure or incentives for students to take advanced courses,
particularly in lower tracks

a

Comparing Currucular Structures Across Schools

In the following comparison, Paths schoo!s 2 and 21 are used to illustrate
the differences that curriculum planning can make for students acrr.s tracks.
The curricular structure of sequences in English, math, and science for School 2
13 shown in Table 5.2. (The curricular structure in Paths School 21 was dis-
played previously in Table 5.1.) Commmon to both schools is the fact that the
longest sequences and highest level courses are available to the highest
achieving students. Concomitantly, the expectations are greater for the higher
tracks.

A significant difference in the curricular planning between schools 2 and
21 is that the students in School 2 have available a full four-year sequence of
courses in each track. There are no internal barriers to completing four years
of sequential courses as there are in School 21. There are important
demographic differences between the two schools described below.
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Table 5.2
CURRICULAR STRUCTURE IN PATHS SCHOOL 2

COLLEGE PREP TRACK (50 percent

”

)
SUBJECT YEAR | YEAR 2 YEAR 3 YEAR 4
Math tMath 1A (8) *Math 2A (7) “*Math 3A (5) *College Calculus (2)
! or *Computer Math (2)
Science Physical (14) Biology Chemistry Physics (11)
English English 1A (6) *English 2A (6) *Humanities (2) *College English (2),
Amer Classics (3) World Classics (2),
or electives
GENERAL TRACK (40 percent)
SUBJECT YEAR 1 YEAR 2 YEAR 3 YEAR 4
Math tMath 1B (8) *Math 2B (8) *Math 3B (2) *Math 4 (5)
,Science Physical (3) Biology or Cheaistry or Physics (above)
Chemistry Bioiogy
English  tEnglish 1B (9) #*English 2B (9) *Amer Lit (7)
REMEDLAL, TRACK (10 percent)
b SUBJECT YEAR 1 YEAR 2 YEAR 3 YEAR 4
Math tGeneral Math (3) Pre-Algebra (3).or
Math 1B
Science (Szme as general)
English 1Skills 1 (1) or >skills 2 (1) Oskills 3
OReading lab (2) (1)
KEY: t=Initfal placement and test score *=Prequisite course or grade In a
>=Access course to next track course '
©xFaiiled proficiency examination (#)=Number of sections offered
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From Table 5.2 the remedial track in Paths School 2 appears to be short
(two years) in English and Math, but each course is intended to prepare students
to move into the general track sequence. A student beginning in the remedial
track cannot complete the highest level (e.g., senior level) courses in any
other track because of time limitations, but progression to courses offering
higher order skills and content is possible in each subject. Students choose
among “electives” during the last two years of English, but these are clearly
designated as more advanced or more general. The math department follows the
traditional sequence and reported little movement between the general and
college tracks, with each functioning as a complete and fairly separate
sequence,

The most significant difference between the two schools is the access to a
complete science sequence. School 2 offers access to advanced science courses
for students in the lower two tracks. There are several routes to the different
chemistry courses, requiring combinations of biology and/or math courses as
prerequisites. These prerequisites are available to lower track students. The
number of physics sections indicates that many students complete the entire
sequence,

Some of the differences in the schools' curricula can be explained by the
differences in the student populations. School 2 has a high achieving student
population in a fairly stable, wealthy community. Most students go to college
and thus the gemeral track is really a lower level college prep track. This
significantly reduces the spread of student achievement to be accommodated in
the curriculum and the burden on teachers to tailor content (e.g., science) to
students with low skills.

Keeping in mind the differences in student populations serve? the
curricular planning in School 2 demonstrates awareness atout higher level
academic achievement and access in math and science courses. Although there was
reported to be no consensus in the district or school about how the science
curriculum should be organized, there is clear planning for length, progression,
and access. Similarly, the English curriculum has fluidity, in terms of
electives in eleventh and twelfth grades, and progression and articulation are
indicated in the plaaning. The Math tracks are the most discrete because they
follow the traditional sequences, but also show concern for maximizing the
amount of coursework, the level, and access for all students.

Cumulative Effects of Curricular Differences Across Schools

The combined effects on students of length of class period and of
structural differences can be seen in the comparisons of academic instructional
time across tracks and schools shown in Table 5.3. Class periods in the study
vé:y from 45 minutes to 55 minutes, with a mean of S1. The total cumulative
instructional time was converted to hours,
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Table 5.3
Hours of Instructional Time Over Four Years
in Different Tracks at Three Paths Schools

English Math Science Total Average
, per day*
School 19
(45 minute period)
College Prep 540 540 540 1620 2.25
General 540 270 270 1080 1.50
Lower 540 135 135 810 1.13
School 21
(50 minute period)
College Prep 600 600 600 1800 2.50
General 600 450 150 1200 1.67
Lower 600 450 150 1200 1.67
School 12
(55 minute period)
College Prep 660 660 495 1815 2.52
General 495 330 330 1155 1.60
Lower 495 330 330 1155 1.60

* Based on 720 school days over four years.
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Comparing the academic areas across tracks demonstrates the differences
within schools. In each case, the college prep track has an advantage of nearly
one hour per day of acadmic instruction time--if students actually take the
courses planned for them. The data indicate that many students do not complete
the longest sequences. The College Prep tracks in schools 12 and 19 differ by
195 hours over four year, or about one quarter hour per day.

The enrollment decreases at each grade level in these sequences, indicating
that not all students complete the full sequences of courses. The findings in
Chapter 4 indicate that students in the general track receive less attention
from counselors regarding course planning than students in other tracks.
Incentives for students in the lower tracks to take advanced level academic
courses are minimal. Even students in the higher tracks have little incentive
to take courses beyond those required for admission to UC or other colleges.

Instructional time (or "time on task™) research indicates the importance of
time students spend actively engaged in learning tasks. Class length represents
the time available to engage students in learning activities. The findings here
are actual use teachers make of class time.

This analysis indicates the advantage of academic instructional time that
can accrue to students taking the available course sequences in the upper
tracks. The effect of differences in length of class period is also
significant. There is a greater emphasis on academic sequences for the highest
achieving students. Their curriculum expectations are set outside of the school
system—-by colleges—and are stated in the University of California A-F course
requirements. No such expectations are communicated to students at lower
achievement levels.

Tracking systems are organizational responses to student diversity. Some
students enter high school at low achievement levels, and high schools must plan
courses for them. If the planning for each track created sequences of courses
which were of comparable length and progressively advanced content, the tracks
could be seen as providing different but equally good secondary educations.
However, this was not found to be the case.

Several reasons can be proposed to explain the differences in the track
contents. College entrances requirements impose structure om the college prep
track but no such structure exists for the other tracks. Secondary teachers in
academic departments are trained in academic subject matter fields which form
the core of the college prep curriculum. Teachers reported that they préferred
to teach higher track courses and higher achieving students. They frequently
reported not knowing how to teach or plan courses for genmeral and lower track
students, particularly in math and science. Textbooks and materials for
students reading below grade level are less available than those at grade level.
Transiency and absenteeism are greater in general and lower tracks, limiting the
progressive sequencing possible in curricular planning and instruction.

In a few of the study schools, the general and lower tracks were planned
with long sequences of academic courses, usually in conjunction with business or
agriculture courses. The tracks and courses in these schools clearly reflected
local community characteristics and needs. For example, one school had an
extensive program of business and work experience courses tied to English and
math (but not science) sequences in the gemeral track. This type of planning
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results {n tracks which are responsive to student differences and also provide
amounts and increasingly difficult levels of coursework comparable to that in
the college prep track.

If public comprehensive high schools are to maximize academic achievement

of all students, curricular planning should be improved at the department and
school levels for the general and lower tracks.
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APPENDIX A

PATHS THROUGH HIGH SCHOOL: DATA COLLECTED

Section I: Managerial Information- Descriptive Data on Schools

This section is intended to provide comparative data on the
important demographic and organizational features of the schools:
to assist interviewers in becoming acquainted with each school; and
to assess the managerial access to and us2 of information

for decision making.

1. enrollment by grade level
2. 9rade leve)]l stiructure
3. ethnic distribution
4. English proficiency percentages
%. special fynding (special ;ducation. school improvement.
Title I, ete.)
6. attendance- daily excused and unexcused absences. class cuts
7. graduation rates- nongraduate breakdowun by course requirenents

and proficiency failures .
8. proficiency testing results for classes of 1981-198S
. students taking the CHSPE
10. dropout rate
11. & teacheys (FTE)
12. pupil/teacher ratio
13. class size~ high, lou, average
14. minutes per class period
15. class periods taken by students (average, minimum, maximum)
16. 82 administrators. (FTE)
17. administratorsstaff ratio
18. # counselors
19. student counselor ratio

20. departments in school
21. enrollment trends over past 10 years
22. chagacteristics of student population (mobility, aspirations.,

socioeconomic status, etc.)

23. community from which students are drawun

24. administrative and counselor functions

25. yearly and daily class schedules

26. school organization if not departmentalized

27. interviewer assessnent of availability, accuracy, interest in
and use of information for managing school

Section IX: Graduation Requirements

Graduatien reQuiyements vary across California school districts
because the state education code specifically assigns setting
these requirements to local school boards. No statewide data
are available about the graduation requirements, nor are there
uniform ways of enumerating or defining course credits. The
task in this section is to describe in detail the requirements
so that we can develop ways to compare them across schools.
Several different formats were provided.

1. courses required for graduation by subject area
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2. specificity of course requirements by track

3. definition of unit used for course credit

4. changes in requircments over 20 years in total units
and specificity of -courses required

5. perceptions of causes for changes over time

Section IIX: Post Graduation Data

The purpose of this section is to find out if high schools know
what *heir students do after they graduate and, if so, what
use they make of this information.

1. sources and information available about student plans or

actual destinations
2. proportions of student
and entering jobs
3. length of time students are followed
4. changes in student destinations over time
use of inforration about student destinations in .curriculum

planning and counseling

s attending colleges (UC and others)

BEST COPY AVAILABLE

Section IV: Curriculum Policy and Management

This section is concerned with the school level policies and
practices regarding curriculum managenent. We are most
interested in those which would affect the quality and content

of courses.
\

chool policies and practices for determining:

1. descriptions of s
information used for

(includ:ing level of decision making and
decisions)
2. which courses are offered

b. determination of course content
¢c. teacher assignment and qualifications for courses taught

d. course enrollment (grouping. laning, tracking), student

placement
e. course articulation
§. monito.ing student progress
requirements
g. standards, grading

h. assignments, student work
2. external faclors affecting curriculum, instruction, and

curricular organization (e.g. declining enrollment)
and specific policy changes resulting
3. effects of proliciency assessment
4. policies adonted to cope with factors affecting curriculum

5. major focus of managerial attention in school
6. interviewer assossnent of axternal factors affecting curriculum

(srquence of content and skills)
in proficiencies and graduation

Section V: Curriculum Differentiation

to address what can broadly be called tLe

This section bejins
How does a school

problem of the conprehoensave Yigh school.

e
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provide a socially agreed upon body of knouledge and skills

to studoents with varied entry characteristics and goals? The usual
crgantcational recponses, to student difference -re curricular and
instructivonal dif{ferentiation through grouping, .se of different
materials or content for different groups of s..dents; and varying
instructional styles. This section specifically addresses
curticular differentiation, although it is not strictly possible

to separate them.

Prior to 1970, students were frequently tracked using aptitude tests
measures 1nto various course sequences which usually resulted

in segregation of ethnic and social class groups. Follcuing
pressure for equity and desegregation as well as concern about

bias in aptitude tests, the state prosctibed such rigid tracking.
However, grouping for instructional purposes based on other criteria
is still a feature of California schools. The task here is to
describe the ways in which schools have differentiated the
curriculum to deal with conflicting pressures for equity of access
and uniform standards.

', number of tracks, lanes. streams, sequences, or paths
" for each track or path:
a. name or desription of path or destination (e.g. college
prep)
b. percent of students in each path |
c. typical course sequences in English, math, science and
others
. sequential characteristics of paths and courses
articulation within departnents of course paths
. remedial course outcomes (advanced level coursework?
course sequencing in elective systems and coherence in
untracked systems
7. course comparability across tracks
8. basis for grouping (or not grouping)
9. comparison across respondents of path descriptions
10. changes in paths over tine
11. interviewer assessment of descriptions of
tracking system obtained from various respondents
compared with descriptive materials available
12. interviewer assessment of effects of tracking system on
equity, comprehensive and coherent curriculum provided,
and standards attained by students

Section VI: Department Summaries

The data in this section are intended to describe the relative
proportion of teachers, courses, and students in various
departments across schools.

subject areas represented

FTE's ‘

class size (average, large, small)

. number of course titles offered

. total course sections

total students enrolled

. types of instructional groupings used

a. wwhole class or large group instruction
b. small groups or tutorials

c. labs or independent study BEST COPY AVA“.ABLE

' d. others described
) . .
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Section VII: Detgiled Bescriptions of English, Math and Science
hepartments

In this section, we begin to gather detailed information about
the actual operating policies and practices at the department
and individual class or teacher level. Many questions are
repeated from the school level policy section. and the

. consistency of responses will be analyzed. The three

departments selected represent the major content areas of
current public interest.

1. content areas covered
2. organizational struction
" a&a. number of personnel, titles and roles
b. frequency and type of meetings
c. closeness of work relationships, communication
d. specific vehicles and arrangements promoting curricular
coherence and quality (e.g. i1nservice, interdepartmental
coordination of proficiencies or basic skills instruction)
3. proficiency assessment instruction and remediation
4. department approach to providing advanc®d level courseuwork
and encouraging students to take advanced courses
S. policies and procedurces, decision processes and information
used in decisions about
a. uwhich courses are offered
b. <course content
c. teacher assignment and ;.alifications for courses taught
d. student assignment or placement in courses
e. articulation and coordination among courses
f. courses designated as meeting UC a-f requirements
g. texts, materials used
h. difficulty and pace of course
i. grading and standards
j. number, timing and length of reading, writing and
homework assignments
6. changes in courses offered over past 20 years
7. rigor of course content
8. important curricular issues
9. interviewer assessment of department regarding getting
students skills and cumulative knowledge
10. courses and sequences taken by different groups of
students giving prerequisites, level, & sections
and & students enroiled

' -
.

VIII: Student Access to the Curriculunm

This section is intended to determine how the organizational .
structure of the school and the policies described ecarlier
affect actual student progyress through the course of study. .

The questions begin to address the student nerspective on
paths through high school.

L3

1. Process by uhich students are placed in courses
a. what information is provided to students and parents
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b. uhen information is provided about requirements and
alternative course paths

c. how information is presented and dissaninated

d. who presents oF provades it .

e. criteria used for counseling studants into particular
coursecs or sefquences

. actual procedures for, enrollment

2. conselor knowledge about courses, requirements., and students

. 3. monitoring of student progress regarding

a. proficiency requirements
b. graduation requirements )
c. courses appropriate to goals
4. student mobility within tracks or paths
a. access to college prep courses
b. movement out ot remedial, bilingual, ESL
5. placement opticns (alternative programs., continuation school)
6. interviewer assaessment of student placement procedures and
impact on students
7. effectiveness of tracking system for accomplishing avowed
purposes
8. permeability or flexibility of tracks
9. barriers to students taking rigorous., coherent sequences of
courses

1X: Future Data Collection Options

The purpose of this section is to determine which schools
might be good candidates for follow-up investigations about
the effects of tracking on mobility within course paths.
The eventual products of this extended inquiry might

_include student intervieuws and transcript analysis.

1. identification of students
a. not expected to graduate but graduating
b. switching into college prep courses
c. ht out of " b "
d. characteristics of those switching
2. access to students and transcripts

x. 1Intervieuwer Assessment of School Management and Effectiveness

The final section asks data collectors to reflect on the
findings and their experience of the school in an open-
ended way, using their oun .expertise and judgment about

the issues being addressed. specifically, they are asked
to assess!:

§. managerial attention to curricular issues and policies
2. specific policies or practices and the results

3. the appropriateness of the questions suggested and
response format provided for each particular setting
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ALt NDIX B

STUDENT A: PROGRAM OF STUDY

Grade Nine (two scmesters with 60 units)

2 year Algebra Intro

Faglish 1-2

Cultural Awareness,
state requirement

Typiog 1, 2

Homemaking 1

Freshman Physical
Educatfon

10 units
10
10

10
10
10

Grade Ten (two semesters with 57.5 units)

Lanpuage Skills

General Riology,
Intro to Life Science

Clothing 2

Beginning Restaurant
Management

Sophomore I'hysical
FEducation

Grade Eleven (two semcsters with 62.5 units)

Language Skills
Rasic U.S. History
Intro Life Sciences
AMvanced Foods
Fxploring Childhood
Bepinning Arts and Crafts
Advanced Glee
Cafeteria Aide
Junfor Physical

Fducation

Grade Twelve {(two semesters with 50 units)

Rasic U1,S. History,
California History

Rasic Civics

Food for Singles

Advanced Glee

Beginning Plano

Senior Physfical Education

Teacher Aide

Cafeteria Alde

Total wnits completed: 230 units

Appendix B

10
1.5

10
20

10

W

Math
English
Social studies

Business
Home econmfics
Physical education

Engrlish
Sclence

Hlome economics
Home econonics

Physical education

English

Social studies
Science

llome econowics
Home economics

Art

Music

Work experience
Physical education

Soctal studies

Social studies
Hlome economics
Music

Music

Physical education
Work experience
wirk experience
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STUDENT C: PROCRAM OF STUDY

Grade Nlue (two wemesters with 60 uynits)

Aluehra 1 10 units Math
Faplich 1-2 10 English
State requirements, e 10 Social studies
Cultural Awareness
Spanish | 10 Foreign lanpuages
Sy phony Band 10 Music
Concert Band
Fhvsfcal Fducatfon Band 9 Fhysical education
Freshran Physical 5 Physical education

Fducation

Gr vl Tea (two semesters with 60 units)

Gemnetty 10 Hath
Childien's Literature, 10 Enplish

Amertcan Titerature
Colloye Viepatatory 1ey Science

Bintopy
Spanish 2 10 Foreipgn languages
Teping 1, 2 10 Bus{nrss
Sophomare Phvsical 10 Physical education

Vedoo ation

Grade ¥lovon (two semeacters with 80 vyuirs)

Al hra ? i0 Math
Foulich Literatoure, . English
Adwaneed O ammar
Chemlat 1y 10 Science
T.a. Blistary ] Social studies
S INELE ‘ 1K) Fotelpn larpaages
Pen hoaleat Fducat{on 10 Phy<lcal education

Cratep Teetve (Two semesters w. . h 55 units)

Tnd Peading, Collepe 10 Fnplish
Writing
Civics, California History 10 Social studies
Shakespeatre 9 Enrlish
Peyeholoapgy i) Soctlal studiles
Rand 9 Music
thysical vPduyratton Band, 10 Physical eduycation
Pep Physical Fdocation
Teacher's Atde 10 Wotk expetience
Total units cempleted: 235 units
{
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S{UDENT B: PROGRAM OF S7TudY

Crasle Nine (two seacsters with 97,95 units)

Aleebra | 10 unfts Macth

Faprl{sh 1, 2 . 19 Enpiish

Cultural Awareness, 10 Social stuniecs
state 1equirement

Hechanical Drawing 1 10 tndustrial args

Freshman Paysical 7.5 Physical education
Fducation

Matural Resources: 10 Agriculture

, Wildlife Hanagement

Grade Ten (two semesters with 60 units)

Rasic Crometry 10 Math

Shiort Story, Creative 10 English
Writing

Natural Resources: 10 Agriculture
Forestry Management

Typinpg 1,2 10 Business

Auto Mechaslics | 10 Industrial arts

Sophomore Physical 10 Physical education
Fducation

Grade Elcven (two scemesters with 57.5 units)

Math Today 2.5 Math
American Literature, 10 English
Advanced Grammar
Agricultural Rusiness, 10 Agriculture
Feeds and Feeding
U.S. History 5 Social stuwdies
Junior Fhysical 10 Physical education
Fducation
Work Experience 20 Work experience

Crade Twelve (two semesters with 60 units)

California History 5 Social studies
Civics 5 Social studies
Asiricultural Welding, 15 Agriculture
Farm Equipment Maint.
Psychology 5 Social studies
Senlor Physical Education, 10 Physical education
Ceed Physical Education
Work Ex:erfence 20 Work experience

Total units completed: 235 units
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