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PUBLIC LAV 88-246, S8TH CONGRESS, §. 2311,
DECEMBER 30, 1963

AN ACT To provide for the preparetion and printing of compiletion of meteriale
releting to ennual netiocnal high school and college debate topice.

Be it enacted by the Senste snd Rouse of Rapreseatetives of the Uniced
Stetes of Americe ia Congress eesembled, Thet the Librerien of Congrees 1e
suthorized and directed to prepars coapiletions of pertinent excerpts, biblio-
grophicel references, and other Spproprists wmaterisle relating to (1) the
subject selected asnnually by the National University Extension Associstion
88 the national high school debate topice and (2) the sublect selected annuelly
by the American Speech Associstion ss the natiorsl college debste topic. 1In
pruparing such coapiletione ths Libririan shell include sateriale which fa hie
Judgeent are representstive o*, end give equal emphasis t., the oppoeing pointe
of viev on the respsctive topics.

Sec. 2. The compiletions oa the high school debate topice ghall be printed
88 Seuste documents snd the compiletions on the college deL e topice shell be
printed as House documente, the cost of which shell be charged to the congres-
sional allotment for printing end binding. Additional copies of such documente
may be printed is euch quantities end distributed in enc!. manner us the Joint
Committee on Printing directs.

Appraved Deceamber 30, 1963.
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FOREWORD

Tha 1985-1986 Iotarcollegiate debate topic {a "Resolved: that mora rigoroua
acedemic atandarda ahould be aatablizhed for 411 public alementery and/or
secondery schoola fn.the United Statas, in ona Or more of the following aress:
language arta, mathematica, natural science.”

In complisnce with Public Law 88-246, the Congrasafonsl Reasarch Servica of
tha iibrary of Congrasa prapared this compilation of mstariala and biklfogrephic
rafarences to assiat collegiate dabatera in rasearching thia year’a topic. The
excarpta from books, perfodicsla, and othar docusenta wera selecced to provida
background f..formation, an ovarview of the principul fesuea, and a balance of
oppoaing views. We also irncluded some matariale that are not readily aveilable
in public or research librarfss. Bibliographic rafarencas were slsoc chosen to
provide & wida ranga of fnforsation and opinions. In selacting ftems for thia
resder and bibliography, the Congreaaional Research Servica (CRS) haa sttempted
to ssmpla the. wida spectrum of opiniona raflected in currant litaratura on
these queationa. Mo praferance for any policy fa indiceted by the salection
or poaitioning of erticlas herein, nor should one infar CRS diaapproval of sny
policy or arlicla oot included.

The selected items hava been arranged {n five aactfona: background and
overview of educational rafors; school affactiveneaa and quality, teating and
ganeral achievement; achiavement and curricula problema; curricule solutiona;
and teachera, achcol sdainiatration, aud school finaace.

U.S: Government documenta liated {n the bibliography mcy be found in moat
UsSs Government depoafto.y librarisa which can be tdentiffad by your local
public 1library. Tha L’drary of Congrasa ceanot diatribut- copiea of thasa or
othar satariala to the aabate.a.

Information fa included at the and of thia volume on additfonal rasourcaa
ard other publicationa and sasociationa tha: may be usatul {n expanding and
updating thia compilation. Finally, thera fa included a liat of ralevant
publicatfona chat are availabla for purchase from the Superintandent of
Documenta, Covermment Printing Of fice.

Tha documenta {ncluied in thia compilation wera aelected by Saundre
Shirley-Reynolds, Bibliographer in Zducatfon and Public Walfara. The biblio-
graphy wea prepsred by Ms. Shirlay-Rej. .lda, with auggeationa from Jamaa B.
Stedmen and othar membara of the Educatfon and Public Walfara Diviafon.
William Kaye of the Reviaw Offica provided commenta and ganaral review of the
selectionas Ms., Shirlay-Raynolda prapared tha guida to fnformaticn sourc®a.
Shercy Shapiro, Senfor Bibliographar, Library Servicas Divieion, coordinated
the praparation of thia dabata manual for publication. Barbara Sandera secured
copyright permisafona. C. Lee Burvas.ar, Marianne Gainca, and John Whita
assembled and prapared ftema for publicatfon. Ann Ecihecs and Barbara Hall
provided the secretarial production of tha bibliogrrihy c+d research guida.

The Congrasaiona’ Research Service wiashea to expreaa {ta sppreciation to
thosa copyright holdara that have grantad permfaaion for the raproduction of
matarialas Such persisaion fa acknowledgad in each fnatanca.

Good luck to aach dabatar in ressarching, prapsring, and praaanting argu-
manta on thia year'a topic,.

Gilbert Guda
Director, Congreaaional Reasarch Sarvica

(vin
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HIGH SCHOOL: AN AGENDA
FOR ACTION

Ernest L. Boyer, former Usited Seste: Commissioner of
Bdmm.wuulﬁdbyhpmmcmomlmey
in 1983 s8 the nation’s leadng ecucstor. For three decsdes
Dr. Boyer hes devoted his ceoeer 0 school and college
reform and to the advancement of ~ducstion.

VI[:eworldhaschanged, irrevocably 3o, and quality education-in
the 1980s and beyond means preparing all st=dents for the trans-
formed world the coming generation will inherit. To achieve this
goal, 2 comprehensive sch *Jvement. progrem must be pur-
sued urgently. Without exellence in education, the promise of
America cannot be fulfilled. We have identified twelve priorities
that, taken together, provide an agenda for action.

1. Clarifying Goals

A high school, to be effective, must have a clear and vital mission.
Educators must have s shared vision of what, together, they are
trying to accomplish. That vision should go beyond keeping stu-
dents in school and out of trouble, an” be more significant than
adding up the Carnegie course units the student has completed.
Specifically, we recommend:

o Every high school should establish clearly stated goals—purposes
that are widely shared by teachers, students, administrators and par-
ents.

o School goals should focus on the mastery of lang.age, on a core of
common learning, on preparation for work and further education,
and on community and civic service.

cundstion education ter
Tbe g:nd!w("r:e:em 1905. m%“: is

elgbdaEadent.

Pert VI 249-319 from MIGE SCHOOL: A Report on Secondary Educetion in Americe by

Ernest L. Boyer. Copyright #1983 by the Carnegie Poundetion for the Advancement
of Teaching. Reprinted by permiseion of the publisher.
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II. Tbe Centrality of Language

The next priority is language. Formal schooling has a special
obligation to help all students become skilled in the written and oral
use of English. Those who do not become proficient in the primary
language of the culture are enormously disadvantaged in school and
out of school as well. The following recommendations are proposed:

o Elementary school should build on the remarkable language skills a
child already has scquired. In the early grades, students should learn
to resd and comprehend the main ideas in a written work, write
standard English sentences and present their ideas orsily.

¢ The English proficiency of all students should be formally assessed
before they go to high school. A pre-high school summer term and
an intensive freshman year remedistion program should be provided
for students who are deficient in the use of English.

o Clear writing leads to clear thinking; clear thinking is the basis of
clear writing. Therefore, all high school students should complete a
besic English course with emphasis on writing. Enrol'ment in such
classes should be limited to twenty students, and no more than two
such classes should be included in the teacher’s regular load.

e The high school curriculum should also include a sm.dy of the
spoken word. Speaking and listening are something more than the
mere exchange of information. Communication at its best should lead
to genuine understanding.

IIl. The Curricuium Has a Core

A core of common learing is essential. The basic curriculum
should be a study of those consequential idess, experiences, and
traditions common to all of us by virtue of our membership in the
human family at a particular moment in history. The content of the
core curriculum must extend beyond the specialties, and focus on

L e o
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more transcendent issues, moving from courses to coherence. The
following sre recommended:

o The number of required courses in the core curriculum should be
expanded from one-half to two-thirds of the total anits required for
high school graduation.

« In addition to strengthening the traditionsl courses in litersture,
history, mathematics and science, emphasis should also be given to
foreign language, the arts, civics, non-Western studies, technology,
the meaning of work, and the importance of health.

Highlights of the core curriculum are as follows:

Literature: All students, through s study of literature, should dis-
cover our common literary heritage and learn about the power and
beauty of the written word.

United States History: United States history is required for gradua-
tion from all the high schools included in our study, and it is the
one social studies course uniformly required by most states. We
favor a one-year United States history course that would build on
the chronology of the emergence of America, including a study of
the lives of s few influential leaders—artists, reformers, explorers
who helped shape the nation.

Western Civilization: Beyond American bistory lies the long sweep
of Western Civilizstion. We recommend that all students learn
abont the roots of our nationa! heritage and traditions through s
study of other cultures that have shaped our own.

Non-Western Civilization: All students should discover the connect-
edness of the human experience and the richness of other cultures
through an in-depth study of the non-Western world. Specifically,
we suggest a one-semester required course in which students study,
in considersble detail, a single non-Western nation.

Science and the Natural World: The study of science introduces
students to the processes of discovery—what we call the scientific
method—and reveals how such procedures can be applied to many
disciplines and to their own lives. We suggest a two-year science

Q 24.
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sequence that would include basic courses in the biological end
physical sciences.
Technology: All students should study technology: the history of

man’s use of tools, how science and technology have been joined,
and the ethical and social issues technology has raised.

Matbematics: In high school, all students should expand their capac-
ity to think quantitatively and to make intelligent decisions regard-
ing situstions involving measurable quantities. Specifically, we be-
lieve that all high schools should require a two-year mathematics
sequence for graduation and that additional courses be provided for
students who are qualify to tske them. )

Foreign Language: All students should become familiar with the
language of another culture. Such studies should ideally begin in
elementary school and st lesst two years of foreign lsnguage study
should be required of all high school students. By the year 200, the
United States could be home to the world’s fifth largest population
of persons of Hispenic origin. It does seem reasonable for all schools
in the United States to offer Spenish.

The Arts: The arts are an essential part of the human experience.
They are not a frill. We recommend that all students study the arts
to discover how human beings use nonverbal symbols and commu-
nicate not only with words but through music, dance, and the visual
.m. .

Civics: A course in American government—traditionally called civ-
ics—should be required of all students, with focus on the traditions
of democratic thought, the shaping of our own governmental struc-
tures, and political and social issues we confront today. .

Health: No knowledge is more crucisl than knowledge sbout
health. Without it, no other life goal can be successfully achieved.
Therefore, all students should learn about the human body, how it
changes over the life cycle, what nourishes it and diminishes it, and
how a healthy body contributes to emotional well-being.

Work: The one-semester study of work we propose would ask
how attitudes toward work have changed through the years. How
do they differ from one culture to another? What determines the
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status and rewards of different forms of work? Such a curriculum
might also include an in-depth investigation of one specific occu-
pation.

o All students, during their senior year, should complete s Senior
Independent Project, 8 written report that focuses on a significant
social issue and draws upon the various fields of study in the aca-
demic core.

IV. Transition: To Work and Learning

The high school should help all students move with confidence
from school to work and further education. Today, we track stu-
dents into programs for those who “think” and those who “work,”
when, in fact, life for all of us is a blend of both. Looking to the year
2000, we conclude that, for most students, twelve years of schooling
will be insufficient. Today's gradustes will change jobs several
times. New skills will be required, new citizenship obligations will
be confronted. Of necessity, education will be lifelong. We recom-
mend:

o The school program should offer a single track for all students, one
that includes a strong grounding in the besic tools of education and
a study of the core curriculum. While the first two years would be
devoted almost exclusively to the common core, 4 portion of this
work would continue into the third or fourth year.

o The last two years of high school should be considered a “transition
school,” a program in which sbout half the time is devoted to “elec-
tive clusters.”

‘s The “elective cluster” should be carefully designed. Such a program
would include sdvanced study in selected academic subjects, the
exploration of 8 career option, or a combination of both.

o in order to offer a full range of elective clusters, the }.igh school must
become a connected institution. Upper-level specialty schools (in the

arts or science or health or computers, for example) may be appropri-

ate in some districts. High schools should also estsblish connections
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with learning places beyond the schools—such as libraries, museums,
art galleries, colleges and industrial laboratories.

There is also an urgent need to help students figure out what
they should do after gradustion. Therefore. we recommend:

« Guidance services should be significantly expanded. No counselor
should have a case load of more than one hundred students. More-
over, school districts should provide a referral service to community
agencies for those students needing frequent and sustained profes-
sional assistance.

¢ A new Student Achievement and Advisement Test (SAAT) should
be developed, one that could eventually replace the SAT. The aca-
demic achievement portion of the test would be linked to the core
curriculum, evaluating what the student has learned. The advisement
section would assess personal characteristics and interests tv help
students make decisions more intelligently about their futures. The
purpose is not to screen students out of options but to help them
move on with confidence to colleges and to jobs.

The needs of the student for guidance are matched by the need
of the school to be better informed about its graduates. To achieve
this, the following is proposed:

o The United States Departmes  of Education—working through the
states—shou. : expand its national survey of schools to include a
sampling of graduates from all high schools at four-yeir intervals to
learn about their post-high school plscement and experience. Such
information should be ma.. svailable to participating schools.

V. Service: The New Carnegie Unit

Beyond the formal academic program the high school should
help all students meet their social and civic obligations. During high
school young people should be given opportunities to reaca beyond
themselves and feel more responsibly engsged. They should be
encoursged to perticipate in the communities of which they are a
part. We recommend:
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o All high school students should complete @ service requirement—i
new Carnegic unit—that would involve them in volunteer work in
the community or at school. Students coxld fulfili this requirement
evenings, weekends and during the summer.

« Students themselves should be given the responsibility to help orgs-
nize and monitor the new service program and to work with school
officials to assure that credit is appropriately assigned.

VI. Teachers: Renewing the Profession

The working conditions of teachers must improve. Many peuple
think teachers have soft, undemanding jobs. The reality is different.
Teachers are expected to work miracles day after day and then often
get only silence from the students, pressure from the principal, and
criticism from the irste parent. To improve the working conditions
of the teachers, we propose the following:

« High school teachers should have a daily teaching load of four regu-

lar class sessions. In addition, they should be responsible ore period
eacls day for small seminars ard for helping students with indepen-
dent projects. ' .

« Teschers should have & minimum of sixty minutes each school day
for class preparstion and record keeping. The current catch-as-catch-
can “arrangement”. is simply not good enough.

o Teachers should be exempt from routine monitoring of halls, luach-
rooms, and recreation aress. School clerical staff and parent and
student volunteers should assume such noninstructional duties.

o A Teacher Excellence Fund should be established in every school—
& competirive grant program to enable teachers to desiyn and carry
out 8 special professional project. *

¢ Good teachers should be given adequate recognition and rewards—
from a student’s “th.nk you,” to cash awards, to active support from
parents. Outstanding.teachers slso should be honored annually in
every school district, and, statewide, by the governor and the legisla-
ture, newspapers and other burinesses in each community.
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o Teachers should be supported in the maintenance of discipline besed
on 8 clearly stated code of conduct.

Teachers’ salaries should be incressed. When teachers’ salaries
are compared to those of other professionals, the contrast is depress-
ing. For many teachers, moonlighting has become essential. Salaries
for teachers must be commensurste with those of other professions,
and with the tasks teachers must perform.

o Asa national goal, the average salary for teachers should be increased
by at least 25 percent beyond the rate of inflation over the next three
years, with immediste entry-level incresses.

Outstanding students stiould be recruited into teaching. We
cannot have gifted teachers if gifted students do not enter the class-
rooms of the nstion. When salsries and working conditions im-
pmve.ptupecuforreamungnlenwdyonngpeoplewillmprove
as well. We propose:

o Every high school should establish a cadet teacher program in which
high school teschers identify gifted students and encourage them to
become teschers. Such students should be given opportunities to
present informstion to classmates, tutor other students who need
special help, and meet with outstanding school and college teschers.
Also some districts may wish to establish s magnet school for pro-
spective teachers.

o Colleges and universities should establish full tuition scholarships
for the top § percent 0. _..ir gifted students who plan to tesch in
public education. These scholarships would begin when students
are sdmitted to the tescher preperstion program at the junior
year.

o The federal government should establish a National Teacher Ser-
vice, especially for those who plan to teach in science and mathemat-
ics. This tuition scholarship program would be for students in the top
one-third of their high school gradusting cissses. Students sdmitted
to the National Teacher Service would be expected to complete
successfully an scademic program and tesch at least three years in the
public schools.
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The schooling of teachers must improve. There are serious prob-
lems with the educstion of our teachers. Many teacher training
programs are insdequate. The accreditaticn of schools of education
is ineffective: The careful selection of teacher candidates is almost

. nonexistent, and college arts and science departments fail to recog-

nize the critical role they play in teacher preparation. The following

is proposed:
quecuvetuclmsshonldeompleteaeoreofoommnhnmmg
one that parallels in broed outline the high school core curriculum
proposed in this report.

o Every tescheér candidate should be carefully selected. Formal sdmis-
.sion.to tescher training should occur st the junior yesr, the time
when students begin & threeryear teacher preparstion sequence. Only
students with 2 cumalstive grade point sversge of 3.0 (B) or better
sors who taught them in a required scademic course should be sdmit-
red. .

o Once admitted to the prograr, the teacher candidate should devote
the junior and senior years to the completion of a msjor, plus sppro-
prwdemveo.EveryneeonduyachoolmchusboulJmplaea
- sharply focused major in one scademic discipline, nox in education.
During the junior and senior years, time also should be scheduled for

pmpecuvemchensyueumnymmschook.

. Afmgrmdmgmdnmcurmﬂummduohdudemcmqor.
_ prospective teschers should have a fifth-year education core built
"~ around the following subjects: Sc*=.ung in America, Learning The-
ory and Research, The Teaching of Writing, and Technology and
Its Uses.

o The fifth year also should include clsssroom observation and teach-
ing experience. This is the best way, we believe, to learn sbout
students and to develop effective methods of instruction.

o In addition, the fifth year of teacher preparstion shou'd include o
series of six one-day common leftning seminars in which students
meet with outstanding arts and science scholar-teachers who would
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relate the knowledge of their fields to 8 contemporary political or
social theme. Such seminars would help provide the interdisciplinary
perspective every high school teacher must acquire.

The continuing education of the teacher must be strengthened.
We cannot expect a teacher trsined twenty years ago to prepare
students to live forty years into the future with no policy of system-
atic continued educstion for the teacher. Even the most dedicated
teacher will fall behind, and students will learn how to live, not in
the future, but in the past. School boards must accept lifelong learn-
ing as an essential condition for every teacher.

o A two-week Teacher Professional Development Term should be
sdded to the school year, with appropriste compensation. This term
for teachers would be a time for study, a period to improve instruc-
tion and to expand knowledge. The planning of such a term should
be largely controlled by teachers at the school or district level.

o Every school district should establish a Teacher Travel Fund to make
it possible for teachers, besed on competitive spplicstion, to travel
occssionally to professional meetings to keep current in their fields.

o Every five years, teachers should be cligible to receive a special
contract—with extrs pay to match—to support & Summer Study
Term. To qualify and compete for this extended contract, esch
teacher would prepare a study plan. Such a plan would be subject to
review and approval both by peers and by the school and district

I ministrations.

A career path for teachers should be developed. Two of the most
troublesome aspects of the teaching profession today are the lack of
a career ladder and the leveling off of salaries. The irony is that to
“get ahead” in teaching, you must leave it. Good teachers must be
recognized and move forward within the profession, not outside it.
Our proposals for restructuring the teaching career are these:

o The credenmlmg of teachers should be scparated from college
preparation. To qualify for a credential, each candidate should sub-
mit letters of recommendation from members of the faculty in his or

ERCosso-u- 31
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her scademic major, from faculty in his or her education sequence,
and from a teacher who has supervised his or her school internship.

o Before being credentialed, the candidate would slso pass & written
examination administered by a Board of Examiners to be established
in every state. The majority membership on such a board should be
composed of senior clsssroom teachers.

o After credentigling, 2 carcer path based on performance should be
available to the teacher, moving from associate teacher to senior
teacher.

o With each professicnsl advancement, salary increases should be pro-
vided. Such increases would be in addition to cost-of-living and merit
pey eamned within the ranks.

o The evalustion of teacher performance should be largely controlled
by other teachers whu themselves have been judged to be outstand-
ing in the clsssroom.

Skilled professionals should be recruited to teach part-time in the
nation’s classrooms. More flexible arrangements will be needed to
permit highly quslified nonscademic professionals to teach. Such
“teachers” could serve in those fields where shortages exist—such
as math and science—aend provide enrichment in other fields as well.
We recommend that:

o School districts should estsblish a lectureship program to permit

ified nonscademic professionals to tesch on a part-time besis.
Such teachers would devote most of their time to their regular jobs
—in business or government or lsw or medicine—while also con-,
tributing significantly to education. '

o School districts should look to recently retired personnel—college
professors, business leaders, and others—who, after brief orientation,
could teach part-time in high-demand subjects.

o School districts should enter into pertnerships with business and
industry to creste joint appointments. In this way, two-member
teacher teams could be crested with one member of the team teach-

ing in school for a year or two while the other works at a nonschool
job. Then the cycle could be reversed. .

32 ¢
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o In-and-out teaching terms should_be establ shed—permitting s pro-
fessional to teach for one to three years, step out, and then retyrn for
snother one-to-three-year term. _

o A Part-Time Practitioner Credential should be created in every state
to put in place the recommendations we propose.

VIL. Instruction: A Time for Learning

ach about good pedsgogy is familiar. There remein, however,
some old-fashioned yet enduring qualities in human relationships
sbout the potential of the students. Improving instruction requires
a variety of changes. We make the following recommendations:

o Teachers should use 8 variety of teaching styles—lecturing to trans-
mit information, coaching to teach 2 skill and Socratic questioning
to enlarge understanding. But there should be particular emphasis on
the active participation of the student.

o For classroom instruction to be effective, expectations should be
high, standards clear, evaluation fair, and students should be held
accountsble for their work.

o Textbooks seldom communicate to stt;dents the richness and excite-
ment of original works. The classroom use of primary source materi-

als should be expanded.

o States should ease their control over the selection of textbooks and
transfer more authority to che district and local school. Teachers
should have a far grester voice in selecting materials appropriate to
their own subject areas.

VIII. Technology: Extending the Teacber’s Reach ":

Technology, particularly computers, can enrich instruction. But
educators are confused about precisely what the new machines will
do. The strategy seems to be buy now, plan later. The sbsence of
computer policy is itself s policy with major risks. A number of
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important steps should be taken to link computers to school objec-
tives.

o No school should buy compr-ters, or any other expensive piece of
hardware, until key questions have been ssked—and answered: Why
is this purchase being made? Is availsble software as good s the
equipment? What educstions] objectives will be served? Which stu-
dents will use the new equipment, when, and why?

o In purchasing computers, schools znould bese their decisions not
only on the quality of the equipment, but also on the quality of the
instructional material availsble. School districts also should take into
:coonnttbeeommmnentoftlnoompumeompmymworkdom
—ormeollabosmonwnthotheroompamu—mdevelop instruc-
tional materials for schools.

o Every computer firm selling hardware to the schools should estsblish
8 Special Instructional Materisls Fund. Such s fund would be used
to develop, in consultation with classroom teschers, high-quality,
school-relsted software.

'« For technology to bé used effectively, teachers must learn about the
new equipment. Computer companies should provide technology
seminars for teschers to keep them up-toate on the uses of comput-
ers as a tesching tool. )

o A Nstional Commission on Computer Instruction should be named
by the Secretary of Educstion to evaluate the software now offered
for school use and propose an ongoing evalustion procedure that
would be availsble to the schools. Outstanding teachers should com-
prise an important segment of such & panel.

o Federsl funds should be used to establish ten Technology Resource
Centers on university campuses—one in each major region of the
nation. These centers wov'~ assemble, for demonstration, the latest
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technology. Also, federslly funded regional networks should be de- - |
veloped to mske computerized library services available to all

scbools.

o Schools should relate computer resources to their educational objec-
tives. Specifically, all students should learn about computers; learn
with computers; and, as an ultimate goal, leurn from computers. The
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first priority, however, should not be hands-on experience, but rather
educating students about the social importance cf technology, of
which the computer is a part.

Prospects for a technology revolution in education ‘go far be-
yond computers. Through the use of television, fil=is, video cas-
settes, the classroom can be enormously enriched. In this connec-
tion, we recommend:

« School districts with access to a cable channel should use the facility
for school instruction and a district-wide plan for such use should be
developed.

o All commercial television networks should set aside prime-time
hours every week to air programs for education and thereby in-
directly enrich the school curziculum.

« A Nationsl Film Library should be established with federal support.
This resource center would secure outstanding film and television
programs, both commercial and public offerings, index and edit
them, and make them available for school use.

IX. Flexikility: Patterns to Fit Purpose

Our next priority is flexibility. There are many different high
schools in the United States, with many different students, Greuter
flexibility in school size and the use of time will help schools achieve,
more effectively, their educational objectives. The urgent need is
not more time but better use of time. The following is proposed:

o The class schedule should be more flexibly arranged to permit larger
blocks of instructional time, especially in courses such as a laboratory
science, a foreign language, and creative writing.

« 3mall high schools should expand their education offerings by using
off-campus sites or mobile classrooms or partitime professionals to
provide a richer education for all students.

o Large high schools, particularly those with over 2,000 students,
should organize themselves into smaller units—"‘schools-within-
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schools”—to establish 8 more cohesive, more supportive social set-
ting for all students.

Gifted and talented students represent a unique challenge if they
are to realize their patential. Therefore, we suggest: '

o Every high school should develop special arrangements for gifted
students—credit by examination, indeperdent study, and accelersted

programs.

e A network of Residentisl Academies in Science and Mathematics

should be established across the nation. Some acsdemies might be

within a densely populsted district. Others might serve sn entire
state. A residential school may serve seversl states. Academies might .
be located on college campuses. Such schools should receive federal -
support since clearly the vital interests of the nstion are at stake.
Special arrangements are also needed for students at the other
end of the education spectrum. Year after year, sbout one out of
every four students who enroll in school drops out before gradus-
tion. This nation cannot afford to pay the price of wasted youth. We
recommend:

e Federally supported remedial programs—most of which have been
concentrated in the early grades—have demonstrated that improve-
ments can be made in the scademic achievement of even the most
disadvantaged child. Therefore, the federally funded Elementary and
Secondary Education Act (Title I) should be fully funded to support
all students who are eligible to participate in this effective program.

o Every high school district, working with a community college,
should have 2 reentry school arrangement to permit dropouts to
return to school part time or full time or to engage mmdependent
study to complete their education.

X. The Principal as Leader

What we seek are high schools in which the school community -
—students, teachers, and principals—sees learning as the primary
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goal. In such s community, the principal becomes not just the top
suthority but the key educstor, too. Rebuilding excellence in educs-
tion means reaffirming the importance of the local school and free-
ing lesdership to lead. We make the following recommendations:

« The principal should be well prepared. The basic preparation should
follow that of teschers.

e A principal should complete all requirements for licensing as o
teacher and serve a year ss sn “administrative intern.” At least two
years s an assistant principal should be served before one could
sssume o full principalship.

o Principals and staff st the local school should have more control over
their own budgets, opersting within guidelines set by the district
office. Further, every principal should have s School improvement
Fund, discretionsry money to provide time and materials for pro-
gram development and for special seminars and staff retreats.

o Principals should slso have more control over the selection and re-
warding of teschers. Acting in consultation with their staffs, they
should be given responsibility for the final choice of teachers for their
SC B

o In order to give principals time to reflect upon their work and stay
in touch with developments in education, a network of Academies
for Principals should be established.

XI. Strengthening Connections

High schools do not carry on their work in isolation. They are
connected to elementary and junior high schools and to higher
education. In the end, the quality of the Amerivun high school will
be shaped in large medsure by-the quality of these connections.
School-college relationships can be improved in a variety of
ways:

o All states should establish a School-College Coordination Panel to
define the recommended minimum academic requirements to
smooth the transfer from school to public higher education.
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o Every high school in the nation should offer a “university in the
school” program and s variety of other arrangements—credit by -
examinstion, esrly sdmission and sdvanced plscement—to permit
sble students to accelerste their scsdemic programs.

o Each college or university should form a comprehensive partnership
with one or more secondary schools.

Schools need the help of industry and business, and business
needs the schools. The quality of work is linked to the quality of
education. The following school-business partnerships are pro-
posed: '

o Businesses should provide help for disadvantaged students through
volunteer tutorial and family counseling service, and support special
school and part-time apprenticeship experience for high-risk stu-
dents.

o Businesses should provide enrichment programs for gifted students,
especially those in science and mathematics, and for those in the new
technologies. '

o Businesses should provide cash awards for outstanding teachers. In
addition, they should consider establishing Endowed Chair Pro-
grams in the schools, and summer institute arrangements.

o Corporate grants should provide ssbbaticals to outstanding princi-
pals and a discretionary fund for principals to work with teachers on
creative programs. Further, large corporations should donate the use

of their training facilities for 2 week or two each year to house an
Academy for Principals.

e To help schools improve their physical plant and science laborato-
ries, business should sponsor s facilities and equipment program. In
addition, appropriate industries should conduct inventories of sci-
ence laboratories and help upgrade school equipment.

XII Excellence: The Public Commitment

Finally, school improvement is dependent on public commit-
ment. How we as a nation regard our schools has 2 powerful impact
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on what occurs in them. Support for schools can take many forms,
and it must come from many sources. Citizens, local school boards,
state agencies and legislatures, and the federal government must
work together to help bring excellence to our public schools. A
number of steps are imperative:

3 t-Teacher-Student Advisory Councils should be established at
all schools. Further, 2 Parent Volunteer Program should be orgs-
nized to tutor students, provide teacher sides, and other administra-
tive, counseling, and clerical support.

o Parents should become actively involved in school board elections,

“attend meetings, and be willing to serve s members of the board.

o Boar¢. - f education should hold special meetings with representa-
tives of the schools in their districts—principals and teachers—at
least once a year.

¢ A network of community coalitions—Citizens for Public Schools—
should be formed across the nation to give leadership in the sdvocacy
of support for public education.

o The states should recognize that their overriding responsibility to the
schools is to establish general standards and to provide fiscal support,
but not to meddle. The state educstion law should be revised to
eliminate confusing snd insppropriste laws and regulations.

To achieve excellence in education the federal government also
must be o partner in the process. In this report, we propose that
funding of Title I of the Elementary and Secondary Education
Act be increased to support all eligible students. We call for a
National Teacher Service and a federally-funded network of Resi-
dential Academies in Science and Mathematics. We recommend
that the federal government help create a National Film Library
for schools and that a network of Technology Resource Centers
be established with federal support to teach teachers about technol-
ogy and ifs uses.

There is yet another urgent school need that calls for a national
response. Many of our public schools have fallen into disrepair.
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Laboratory equipment is in poor shape. The situation is as alarming
as the decay of our highways, dsms and bridges. Federsl action is
needed now to help meet an emergency in the schools. We propose:

o A new School Building and Equipment Fund should be established,
a federal program that would provide short term, low interest loans
to schools for plant rehabilitstion and for the purchase of laboratory

equipment. .

No one reform can transform the schools. The single solution,

the simple answer, may excite 2 momentary interest but the impact
will not last.

In this report we have tried to think inclusively, and to search
out interconnected solutions to the schools’ interconnected prob-
lems. The result is something that is at once a yardstick to measure
the need for reform and an agenda for action to bring about that
reform.

Not every recommendation we present is appropriate for every
school. Each institution will have its'own agenda for renewal. What
is important is that all high schools take steps to achieve excellence
and that this effort be sustained.

We conclude this report on the American high school with the
conviction that the promise of public cducation can be fulfilled and
that, s a nation, we will meet the challenge.
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Report of the

Twentiet~ Century Fund
Task Force on

Faderal Elementary and
Secondary Education Policy

The Tweatieth Century Fund is an independent research foundation which
undertakes policy studies of economic, political, and social institutions and
issues, The Fund was founded in 1919 and endowed by Edward A. Filene.

Report of the Task Force

The nation’s public schools are in trouble. By almost every measure—
the commitment and competency of teachers, student test scores,
truancy and dropout rates, crimes of violence—the performance of our
schools falls far short of expectations. To be sure, there are individual
schools and school districts with devoted teachers ¢1ing a commend-
able job of educating their students, but too many young people are
leaving the schools without acquising essential learning skills and with-
out self-discipline or purpose. The problem we face was succinctly
summed up just three years ago by the President’s Commission for a
National Agenda for the Eighties when it rejorted that

. . continued failure by the schools to perform their traditional role ade-
quately, together wit.s a failure to respond to the emerging needs of the
19€0s, may have disastrous consequences for this nation.®

This Task Force believes that this threatened disaster can be averted
only if there is a national commitment to excellence in our public
schools. While we strongly favor maintaining the diversity in educa-
tional practices that results from tive decentralization of the schools, we
think that schools across the ration must at a minimem provide the
same core components to al! .dents. These components are the basic
skills of reading, writing, and calculating; technical capability in com-
puters; training in science and foreign languages; «nd knowledge of
civics, or what Aristotle called the education of the citizenry in the
spirit of the polity.

As we see it, the public schools, which constitute the nation’s most
i portant institution for the shaping of future citizens, must go fur-
ther. We think that they should ensure the availability of large num-
bers of skilled and capable individuals without whom we cannot sustain
a complex and competitive econony. They shonld foster understard-

*President’s Commission for a National Ag=nda for the Eighties, 4 Narional
Agenda for the Eighties (Wuhinﬂon. D.C.: US. Government Printing Office,
1980).

Reproduced with the peruiseion of Twemtieth Century M. 01983 from Making the
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4 MAKING THE GRADE

ing, disci_line, and discernment, those qualities of mind and tempera-
ment that are the hallmarks of a civilized polity and that are essential
for the maintenance of domestic tranquility in a polyethnic constitu-
tional democracy. And they should impart to present and future gen-
erations a desire to acquire knowledge, ranging from the principles of
science to the accumulated wisdom and shared values that derive from
the nation’s rich and varied cultural heritage.

These are admittedly formidable tasks that two few schools today
come close t¢ accomplishing. The Task Force believes that the schools
must make a concerted effort to improve their performance and that
there is a clear national interest in helping schools everywhere to do so.
That interest can be asserted and dramatized nwst effectively by the
federal government. The federal government, after all, is charged with
providing for the security and well-being of our democratic society,
which rest largely on a strong and competent system of public educa-
tion. It is in the best position to focus public attention on the vital
importance of quality in our schools and to support its attainment. The
federal government should be able to foster excellence in education,
serving as a firm but gentle goad to states and local communities with-
out impeding or restricting state and local control of and accountability
for the schools.

Exrusive Burdems

Before putting forward our proposals for a new federai policy on ele-
mentary and secondary schooling, we think it useful to identify what
has gone wrong. Why, despite spending more per student than every
other advanced nation, is there a growing gap between the goals snd
achievements of our schools? Many developments—economic, demo-
graphic, socix!. political—have contributed, directly and indirectly. We
have slways demanded a great deal of _ur schools, but never before
have we demanded of them as much as we have over the past thirty
years. On one hand we have charged them with being the melting pot,
the crucible for dissolving racial divisiveness, and on the other for sus-
taining, and even eaalting, othnic distinctiveness.

The schools, moreover, have had to provide a wide array of social
services, acting as surrogate perent, nurse, nutritionist, sex counselor,
and policeman. At the same time, they are charged with training
increasing percentages of the nation’s youth, including large numbers
of hard-to-educate youngsters, to improved levels of competency so
that they can effectively enter a labor market in which employers are
currently demanding both technical capability and the capacity to
learn new skills. In essence, the skills that were once possessed by only a
few must now he held by the many if the Unitec States is to remain
competitive in an advancing technological world.

;
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Demographic changes as well as changes in attitudes toward tradi-
tional mores and values have also had a marked influence. The schools
" have had to cape with more children, and especially more problem chil-
dren, than ever before—those who are without the rudiments of En-
glish and those who are unmotivated or prone to violence, quite apart
from those who are physically handicapped. Problems have also come
about as a result of the ready availability of drugs, the growing number
of family breakups and the increased permissiveness in those remaining
intact, the distractions of television and of casily affordable video
games, the growth of underworld culture.

The difficulties of coping with these burdens have been compounded
in some cities by inappropriate judicial intervention and by the spread
of the trade-union mentality that has accompanied the bureaucratiza-
tion and politicization of the schools. As a consequence, already large
administrative stafls have burgeoned, and new rules and procedures
huve been promulgated, forcing classroom teachers to spend more time
on paperwork and less on teaching. The rise in teacher and administra-
tive unions has thus heiped transform what had been a noble though
poorly compensated profession into a craft led by collective bargaining
organizations with a focus on bread-and-butter issues—wages, working
conditions, and job security (for which read seniority).

The federal courts have been particularly criticized for playing so
conspicuous a role. There is no doubt that they were active in enforcing
the rights guaranteed by the Fourteenth Amendment, and that their
activity was critical to ensuring those rights for many citizens. But the
spectacle of judges, who had little knowledge—and no experience—of
the intricacies of operating school systems, taking over responsibility
was often harmful. More often than not, though, judges had no choice.
They acted because politicians in state legislawres and Congress, in
state houses and the White House, failed to act. In most jurisdictions
no local political leaC:rship emerged; cowardice rather than courage
prevailed, creating a leadership vacuum that the courts filled.

The Federal Presence

In recent years the federal executive and legislative branches have en-
larged their roles. In the view of some critics, federal intervention looms
30 large that it has not oaly overstepped constitutional limitations but
bears responsibility for most of the failings of the schools. We counsider
thesé criticisms exaggerated. True, since 1965, with the passags; of the
Elementary and Sccondary Education Act (ESEA), the executive
branch has intervened, by law and by regulation, in many school activ-
ities, tilting the allocation of resources to compensatory education and
affirmative action programs. But the achievements of some federal
activities must be acknowledged. Its Title I program as well as Head
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Start have been particularly successful, especially among children in
elementary schools where these progrums were concentrated. Even af-
firmative action programs registered some success, aithough most were
hampered by excessive federal manipulation. Federal involvement was
underscored by the establishment of the U.S. Department of Education
in 1979-80, but long before it was on the scene some obsrrvers claimed
that the delicate balance of what had been a complicated but relatively
efficient educational system had been needlessly upset by the federal
presence.

Many other criticisms of the federal role in elementary and second-
ary education are warranted, but not the complaint that the federal
government has violated its constitutional authority. This Task Force
believes that educating the young is a compelling national interest, and
that action by the federal government can be as appropriate as action
by state and local governments. Certainly, federal intervention was not
only appropriate but necessary in bringing about desegregation of the
public schools, and in providing needed aszistance to poor and handi-
capped children.

Al too often, though, the nature of federal intervention has been
counterproductive, entailing heavy costs and undesirable consequences.
Direct federal outlays accounted, at their peak, for less than 10 percent
of total annual spending on the schools, but by sesorting to compulsory
regulation and mandated programs, the federal government has
swelled school-bureaucracies, imposed dubious and expensive proce-
dures, and forced state and local governments to reallocate substantial
portions of their scarce revenues. What is more, its emphasis on pro-
moting equality of opportunity in the public schools has meant a slight-
ing of its commitment to educational quality.® Thus, the federal gov-
ernment has not only had a pervasive influeace on the spending of local
school districts but has undoubtedly played a part in many of the other
troubles of the schools.**

Despite all of its shortcomings, however, there is a need for a contin-
ued federal role, in part because eguality and excellence are not mu-
tually exclusive objactives. We think that both objectives shouid be

*Comment by Mr. Riles: The “slighting of its commitment to educational
quality” by the federal government should not be blamed on the promotion of
equality of oppurtunity. As previously stated in this report, Congress has his-
torically “refrained” from addrestiag the issucs of educaiional quality. I believe
it is essential that both issues be addressed.

**Comment by Ms. Grakam: There have been many mistakes in federal edy-
cation programs, much misplaced money, numerous stupidities. None should be
justified. There have also boen important achicvements, particularly for chil-
dren from low-inco—= ~ milies through Title 1 of the Elementary and Second-
ary Education Act,\.. .ugh Head Start, and for young minority children in the
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vigorously pursued through a fresh approach, one that reflects the na-
tional concern for a better-educated America and that strikes a reason-
ablecand effective balance between quality and equality. The federal
government must continue to help meet the special needs of poor and
minority students while taking the lead in meeting the general and
overwhelming.aced for educational quality. Federal education policy
must function, moreover, in ways that complement rather than weaken
local control. This alls for a change in direction, replacing the current
emphasis on-regulations and mandates with a new emphasis on incen-
tives.

The Federal Commitment

Even before there were public schools everywhere, the federal govern-
ment expressed its cominitment to education. The Northwest Ordi-
nance of 1787 specified that land was to be set aside for education
purposes in every town and rurs! area. In the words of the proviso to the
ordinance, “‘Religion, moraiity, and knowledge being necessary to good
government and th: happiness of mankind, schools and the means of
education shall forever be encouraged.” Thus, soon after the nation’s
founding,its lcaders recognized that the experiment in political democ-
racy upon which they were embasking could not succeed without an
educated citizenry.

Seventy-five years later, in the midst of the Civil War, Congress
sought to enlist the aid of the nation’s educational institutions in the
Morrill Act, which granted land for the purpose of supporting colleges
of agriculture and mechanical arts. In this century, Congress passed
the Smith-Hughes Act, which provided federal support for vocational
education, and the National Defense Education Act (NDEA), which,
in the immediate aftermath of the Soviet Union’s Sputnik, called for
improved training in such critical subject areas as science, mathemat-
ics, and foreign languages.

Although Congress has from time to time acknowledged the essential
need for public education and even for specific kinds of educstion, it
has refrained, apparently deliberately, from addressing the issue of

(Continued from page 4)

South (especially arcas affected by the 1954 Brown v. Board of Education
descgregation decision). Both the mistakes and achievements are worthy of
note. Given the conflicting mandates the public schools have been assigned, the
tone of this document is more critical of their performance than I believe jus-
tified either by the evidence presented here or from other sources with which.I
am familiar.

Messrs. Hortas and Wentz wish 10 associate themselves with Ms. Graham’s

comment.
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oducational quality. This matter, with good teason, was left to the dis-
cretion of the states and localities. The control of public education,
even thoug.. subject to constitutional restriction, is exercised by thou-
sands of scho~) voards and school superintendents within a legal frame-
work set up by fifty different state legislatures. There has been no one
place—and we do not think there should be—in which a nationr. policy
defines the correct school curriculum or the proper qualifications for
teachers, or sets forth the precise duration of the school day or year.
These are matters that traditionally have been left to lay citizens, rein-
forced by the advice and counsel of professional educators or schools of
education. We believe it should remain that way.

The genius of our decentralized arrangements is thai we have man-
aged to forge a national education system that allows room for varia-
tions and even for disagrerments. This is not to say that the Task Force
is satisfied with the performance of local school districts. To the con-
trary, we believe that the vast majority must do much better. But
because learning depends upon intangibles—the leadership provided
by a school principal, the chemistry between teachers and students, the
extent of parental involvement and support—we strongly favor leaving
control over schooling at the local level. Good schools cannot be created
by federal mandate. They grow from the ground up in complex and
often idiosyncratic fashion. Most good schools have many characteris-
tics in common, but there is no formula that can bring about their
duplication because therc is no one best way of providing a first-rate
education.

Quality of Lesdership

Because quality in education is easier to recognize than to define, some
of the reluctance of Congress to face up to the issue is understandable.
Educational quality cannot be legislated into existence. Still, Congress
mrst not continue to be ostrichlike about the failings of primary and
iary school education. Its readiness to legisiate on other aspects
cation, whether in programs for the handicapped, or for all those
whose English is limited or nonexistent, or for special interests—for
example, the National Educational Association—that successfully lob-
bied for the establishment of the Department of Education while ignor-
ing declines in test scores, suggests to many Americans that quality in
education is not a national goal. That false impression must be erased.
This Task Force calls on the executive and legislative branches of
the federal government to emphasize the need for better schools and a
better education for all young Americans. We have singled out a num-
ber of specific areas in which the federal government, mainly through a
series of incentives, can act to improve the quality of education in the
public schools. Most of our proposals are directed toward improving the
quality of teaching, ensuring proficiency in English while developing
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fluency in forcign languages, and prumoting ways to increase proficien-
cy in mathematics and science. We faen go on to discuss the nature and
content of the federal role in education, what it can do to further qual-
ity as well as equality in schooling, and the extent of choice that ought
t0 be made available to parents.

Quality of Teachers

The traditional commitment of teachers to quality education has been
challenged by many forces, some that have affected all of society, oth-
ers that are peculiar to the community of educators. The teacher—
along with ail other authority figures—does not appear to comniand
the respect commonly accorded a generation ago. The complex organ-
izational structure in which the classroom teacher now operates re-
stricts independence and autonomy; as new organizational positions
have proliferated, many of the best teachers have been “promoted” to
better paying administrative positions, devaluing the status of the
teacher. In addition, the organizations—the unions and professional
associations—to which teachers belong have protected their weakest
members rather than winning rewards for their strongest. They have
promoted the principle of equal pay or, at best, a differential pay scale
that primarily takes into account educational background and seniori-
ty, thereby limiting the financial incentives available for rewarding
superior professional work. The collective bargaining process, more-
over, has not only made it difficult to encourage promising teachers or
dismiss poor ones, it has forced many of the best to leave teaching for
more financially rewarding work. The result is that the quality of
teaching suffers.

Deterioration in quality is probably greatest in specialized subjects,
most markedly in mathematics and science. Because of the constant
need of industry for skilled personnel, teachers in these ficlds can easily
find more profitable employment. This problem is not new, of course,
but standardized salary schedules, reinforced by the collective bargain-
ing process, have made for staff shortages in mathematics and science
in many local school districts. School boards frequently resort to such
stratagems as paying science ~nd mathematics teachers overtime f. -
extra work instead of directly faciag up to the unions and to the need to
increase salaries for specialized teachers in short supply.

Because the institational arrangements and procedures governing
teachers are 3o well entrenched, incremental changes in federal policy
cannot by themselves dramatically improve the quality of instruction.
The Task Force is convinced that what is required is a major federal
initiative that unmistakably emphasizes the critical importance of
quality teachers in our school.. We propose the establishment of a
national Master Teachers Program, funded by the federal govern-
ment, that recognizes and rewards teaching excellence.

l"_.
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Under our proposed program, the best teachers from every state
would be awarded the accoiade of Master Teacher and a monetary
grant—say, $40,000 a year—above that of the ceiling for teachers’
salaries for a period of five yeers. Criteria for selcction might be set by
such established agencies as the National Endowment for the Human-
ities, the National Science Foundation, and other federal agencies,
with the actual selections made by them after their canvassing of local
advisers, including school boards and school administrators, teachers,
and parents.

in maintaining Master Teachess in the program for five years, we
propose that up to one full year should be devoted to professional
mprovement through graduste or similar work, and that additional
funds, for tuition or for the assistance of graduate students, should be
made available for such purposes. The remaining four years would be
spent teaching, with perhaps some of that time used to work with and
provide help to other teachers.®

Rather than spell out the details of the proposed program, we have
set down the guidelines we think should be followed. We recommend
the-adoption -of .an incentive approach, establishing clear criteria for
teachers of exceptional merit and making the awards numerous enough
to attract national attention and substantial enough for long enough to
keep Master Teachers in the classroom.

It is our view that the proposed program woulu help pave the way for
reconsideration of merit-based personnel systems for teachers, which
we believe would foster improvements in quality. Despite many surveys
of public servants and professionals that have disclosed a strong prefer-
ence-for merit pay increases and promotions, school boards and legis-
lators have almost always yiclded to union demands for equal pay. Col-
lective bargaining has scrved teachers and the public by improving
working conditions and compensation, and we do not want to see it
abandoned. But both the public and teachers would be even better
served if the opposing sides in the bargaining process—the unions and
local school boards—realized that merit-based systems and collective
bargsining are not incompatible.

#

*Dissemt by Ms. Yalow: 1 oppose the establishment of a Master Teachers
Program. It would be expensive and would not address a real need, namely the
shortage of teachers in chemistry, physics, and mathematics. | believe it would
hurt morale in that a reward for a limited period to be followed by a period of
reduced salary would be a retrogressive step. Moreover, 1 question whether it is
necessary or desirable to give a “Master Teacher” a full year for “professional
improvement.” What is required is a salary structure that reflects competency
and that would sid in recruitment of teachers in short supply. The goals of the

Master Teachers Program scem noble, but the mechanism suggested
is bighly unlikely to have the desired effect.
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The Master Te=chers Program will be expensive—just how expen-
sive will depend on the number of awards made each year. At a mini-
mum there should be at least one award for each congressional district,
but we think that many more should be given. By the fifth yea: ot the
program, the cost could run as high as $5 billion.

The Task Force believes that such an expense is warranted. Good
teachers are as valuable to the nation as new tanks or fighter planes or
a new highway. By making 3o visible and costly a commitment, the
federal government will not only be assuming leadership in the quest
for educational excellence but undertaking a major program to help
achieve it.

The Primacy of English

Our political democracy rests on the conviction that each citizen should
bave the capacity to participate fully in our political life; to read news-
papers, magazines, and books; to bring a critical intelligence to televi-
sion and radio; to be capable of resisting emotional manipulation and of
setting events within their historical perspective; to express ideas and
opinions about public affairs; and to vote thoughtfuliy—all activities
that call for literacy in English. Accordingly, the Task Force recom-
mends that the federal government clearly state that the most impor-
tant objective of elementary and secondary education in the United
States is the development of literacy in :he English language.

A significant number of young Americans come from homes where
English is not the first language, and many now live in neighborhoods
in an increasing number of states in which languages other than En-
glish are spoken. Although this nation has become more aware of the
value of ethnic identities than it was during previous influxes of non-
English-speaking immigrants, anyone living in the United States who is
unable to speuk English cannot fully participate in our society, its cul-
ture, its politics. This is not because of prejudice but because most
Americans speak, write, and think in English. English is, after all, our
national language.

We recommend, then, that students in elementary school learn to
read. write, speak, and listen in English. As children advance in grade,
these skills should be continually improved. By the time they finish
high school, students ought to possess such advanced cognitive skills as
reasoning, critical analysis, the ability to explain and understand com-
plex ideas, and to write clearly and correctly.

Many different methods have been proposed for educating children
who are not literate in English. It is not the role of the Task Force nor is
it the responsibility of -he federal government to instruct our schools
and teachers on which pedagogy is most appropriate. T ate federal role,
we believe, is to guarantee that all children have equal educational
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oprortunity. Therefore, the Task Force recommends tha: federal
funds now going to bilingual programs be used 10 teach non-English-
speaking children how to speak, read, and write English.® Local
school districts may decide to teach children in more than one language
or to teach them a language other than English. Although we believe
that the failure to recognize the primacy of English is a grave error,
that iz tzir prerogative. The distinctive nature of the federal role, we
believe, derives from the premise that all of us must be able to commu-
nicate with one another as fellow citizens.

Accordingly, the Task Force recommends that the fzderal govern-
ment promote and support proficiency in English for all children in
the public schools, but especially for those who do not speak English,
or have only limited command of it.

At the same time, the Task Force considers the ability to speak and
read a second language a valuable resource for both the individual and
the nation. Acquiring facility in a foreign language can help to improve
a student’s understanding and command of English, and lead to the
appreciation of the literature and culture of another people, which is
clearly educationally desirable. It should also be an advantage in a
business or professional career.

From a national perspective, young men ard women with proficiency
in foreign languages are sorely needed now that we are increasingly
involved in competitive trade and investment with the rest of the world.
More and more jobs will be available in government, industry, trade,
commerce, and the universities for Americans who can converse with
other people in their own languages, and who can participate in
strengthening our international ties.

This Task Force wants every American public school student to
have the opportunity to acquire proficiency in a second langucge.
Unfortunately, there is no practical possibility of obtaining this objec-
tive quickly. The neglect of foreign language study and instruction in
the Unized States is of such long standing that we simply do not have
enough language teachers to provide adequate training. Nevertheless,
we propose that proficiency in a second language should be a fong-term

*Dissent by Mr. Hortas: It is unquestionable that all scudents must learn to
speak, read, and write English in order to function in our society. Nonetheless,
bilingual programs in which children are taught in English and in their native
language are essential if we are to provide a heaithy learning environment for
children of limited English ability. Because local school districts cannot afford
10 underwrite such programs, [ recommend that :he proposal on federal impact
aid, set forth later in this report, be applied to bilingual programs. The aca-
demic achievements of children of limited English-speaking ability will be sig-
nificantly greater if the child’s first language skills are maintsined and im-
proved.
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goal. We must begin a training program now if we are to achieve that
goal in future decades.® The federal government can help in the train-
ing of language teachers and in encouraging and assisting in programs
fontudenuwithpmﬁeiencyinﬂngliahtolamamondhnmgethat
may or may not be a language spoken in their homes.

Our aim is to sec this second-langryse policy sponsored by the fed-
eral government and carried out by state and local governments. The
immdiateneedisfo:amodeltmtchiumtmmminlm-
guage teachers. Even though it will take time and effort, we think *hat
a comprehensive approach to the study of languages, in which fluency
in English is primary but adequate training in a second language is also
made available, is absolutely essential if the United States is to be a
leader among nations in the next century.*®

*Comment by Mr. Hortas: Every public school student should start the study
of a foreign language in clementary school, which is standard educationat prac-
tice in the developed countries of the world. A knowledge of a second language
at an early age will stimulate a better appreciation of our country’s cultural
pluralism. The achievement of proficiency in a second language must be a pro-
ject for this decade, not for future generations.

Ms. Graham and Mr. Denny wish 10 associate themselves with Mr. Hortas’s
comment.

**Comment by Ms. Yalow: 1am in complete agrecment with the Task Force
recommendation about the essentiality of all Americans acquiring proficiency
in English. In additiun, it is desirable to develop a cadre with proficiency in
foreign languages. Therefore, | accept that every American public school stu-
dent should have the opportunity to acquire proficiency in & foreign language.
But 1 really doubt the desirability of recommznding that all high school stu-
dents be required to study a for.:gn language. Is such competency really nec-
essary for a farmer in lowa, a coal miner in West Virginia, or 2 factory worker
in the textile mills of the South? It might be highly desirable for a shopkeeper
or a secretary in a bilingual community. The extent of competency, whather it
should be ability to read, write, or speak fiuently, should depend on personal
and professional interests.

If there appears to be a severe shortage of foreign language teachers at pres-
ent, perhaps this shortage would more easily be remedied by taking advantage
of the large number of people in our country for whom English is not the first
language and who have sufficient fluency in both English and the foreign lan-
guage to be ideal as teachers. Often they do not have appropriate education
courses or the right degrees. It is erhaps heretical to suggest that the education
courses or degroes are not essential for toaching students 13 develop proficiency
in a foreign language. Teachers without the right credentials but with compe-
tency in the foreign language and English could be employed on an adjunct
basis if there are rules against their serving as regular teachers.

Mr. Wentz wishes to associate himself with Ms. Yalow's comment.
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In the long run, these recommendations to ensure fluency in English
are the only kind that make sense. The nation cannot afford a multi-
plicity of apecial language programs in every community in which eth-
nolinguistic minorities are present in significant numbers. More impor-
tant, school children to whom English is an alien language are being
cheated if it remains unfamiliar to them; they will never swim in the
American mainstream unless they are fluent in English. The best way
to ensure the nation's linguistic resources is to make literacy in English
the primary objective and to promote literacy in a second language as a
valuable supplement to, not a substitute for, English.®

Science and Mathematics

At the turn of the twentisth century, there was no real need for wide-
spread scientific literscy. Today, training in mathematics and science
is critical to our economy. Our citizens must be educated in science if
they are to participate intelligently in political decisions about such
controversial issues as radiation, pollution, and nuclear energy. The
Task Force recommends that the federal government emphasize pro-
grams to develop basic scientific llteracy among all citizens and to
provide advanced tratning in science and mathematics for second iry
school students.

The schools must go beyond the teaching of basic science to give
adequate training i; advanced science and mathematics to a large
enough number of students to ensure that there are ample numbers
capable of filling the increasing number of jobs demanding these skills.
The Reagan administration has proposed a $50 million scholarship
program for students in mathematics and sciencs, which we think is a
step in the right direction. The more ambitious programs emerging
from Congress move even further in that direction. Qur preference is
for an incentive program to augment the supply of teachers in science
and mathematics as well as in foreign languages. Federal loans might
be made available to prospective teachers who exhibit exceptional skills
and who are pursuing degree programs in areas of existing or antici-
pated shortages. Those who complete their educational projrams
might be forgiven up to 10 percent of the funds lent to them for every
year of classroom teaching—for a maximum of five years. )

*Comment by Mr. Hortas: No bilingual program in the United States pro-
motes another language as a Substitute for English. In fact, intensive English
instruction is a part of every bilingual program. Bilingual programs attempt to
show that English is not, in and of itself, a superior or richer language than the
student’s native language. There is a groat=r social benefit in promoting and
encouraging linguistic diversity than in calling for specious uniformity.
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Better Education for All

In proposing new federal measures to stimulate national interest in
improving the quality of public education, we urge that they not come
at the expense of children from low-income families or of children suf-
fering from one or another disability. In recent years the federal edu-
cation effort has concentrated on the needs of special categories of stu-
dents—those from low-income homes, the handicapped, the non-
English speaking—because states and local governments failed to meet
national educational objectives for them. By furnishing special services ;
to the handicapped and by addressing the educational needs of the
poor, the federal role has had much the same influence as it had in
desegregating the schools. Without such intervention, many stutes and
most {ocal school boards would not have done what clearly needed doing.

But if categorical programs have their uses, critics argue that there
are not only too many of them but that many cf these proliferating
programs are poorly designed. They go on to argue that, while minor-
ities may not have been effectively organized at state and local levels to
secure needed programs two decades ago, the political urganization and
sophistication of such groups has so increased—in part because of fed-
eral assistance—that they no longer need the extensive federal protec-
tion that they once did. Although this may be the case in many large
cities, the political power of minorities is far less potent in most school
districts.

Perhaps the most persuative reason for federal support of categorical
programs is that, even under favorable political conditions, few local
school systems have the will to concentrate their resources on the mi-
nority of students with special needs. Moreover, recent political and
economic conditions have been anything but favorable for local govern-
ments. The cost of educating children with special needs has forced
many school districts to resort to imposing taxes on productive mem-
bers of the community without providing immediate benefits in return.
Business firms along with residents in higher income brackets may
choose to leave communities where the tax burden for educating the
children of poor, needy residents is relatively heavy. Accordingly, the
Task Force supports continuing federal efforts to provide special edu-
cational programs for the poor—and for the handicapped.

We applaud the steps taken by Congress to simplify regulatory re-
strictions and to reduce the overlap among many programs. In enacting
legislation acknowledging the responsibility of the federal government
for groups with special neerls, the Task Force believes that the guiding
principle should be that categorical programs required by the Jederal
government shov!d be paid for from the federal treasury. These cate-
gorical programs are not special-interest legislation serving particular
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groups at the expense of the nation as a whole. To the contrary, com-
pensatory programs and education for the handicapped concentrate
limited resources on specific populations and in particular areas where
the need for better education is especially urgent, thereby providing the
equality of opportunity essential for the well-being of our democracy.
Their cost, then, should be assumed by the federal government, not by
states or localities, although local school districts must take the respon-
sibility for the effective provision of special help.

The Task Force also recommends that “impact” aid, originally
aimed at helping cushion the burden imposed on local school facilisies
by the children of military personnel, be reformulated to focus on
school districts that are overburdened by substantial numbers of im-
migrant children. Du ring World War I1, the influx of the military into
particular communities placed unusual burdens on local school dis-
tricts; currently, when cities and regions compete vigorously for defence
spending, the military is often a boon to local economies. Under today’s
conditions, we believe it fitting that federal impact aid should be used
when large numbers of aliens and immigrants, many of whom are poor,
place a special burden on local school districts. Given the Supreme
Court decision reaffirming the right of children of illegal aliens to
equal educational opportunities, the federal government has an obliga-
tion to temporarily assist states and localities facing added costs for
educating these children, who usually need special help.

A related problem is the plight of localities in ecoromic distress—
mainly in the nation’s central cities but also in impoverished rural
areas, where there is an undue concentration of low-income groups,
where high unemployment persists, and where there is a clear and
urgent need for better education of the young. The Task Force thus
urges that federal attention and assistance go to depressed localities
thas have concentrations of immigrant andfor impoverished groups as
well as those that are already making sirong efforts to improve their
education performance. Quantitiitive measures of needs are available,
grants can be flexible, and ur.qt‘ can be specific.

Educational Research ¥

Proponents of the cabinet-level Department of Education predicted
that its establishment would provide federal leadership for the public
schools. Since it was set up, that prophecy has nut been fulfilled, partly
because initially the department had to take responsibility for a set of
questionable and intrusive policies, partly because its role was down-
graded with the change of administrations. This Task Force did not
spend much time examining the function and performance of the De-
partment of Education. Some members took the position that it was
largely irrelevant; others thought that it would be better to restore it tv
a restructured Department of Health and Human Services, which
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might give it a stronger political influence; stiil others believed that its
activities should be split up among various federal agencies.

But in the course of our deliberations, v ¢ had many opportunit:zs 1o
appreciate the value of the department’s information and analysis on
the state of our public schools. It does not seem necessary to keep the
Department of Education in being simply because it has respon- bility
for information gathering and research, but federal responsibility for
those activities ought to be maintained. Federal agencies have long had
experience in the ficld and are superbly situated for collating data from
the states. Whatever the fate of the department, we urge that the col-
lection of data renain a federal responsibility.

Ever since it was established in 1867, the federal Office (now De-
partment) of Education has gathered such basic data as the average
number of pupils in daily aitendance in the nation's schools, the num-
ver of teachers and other »chool employees, and the cost of educational
services. More recently, the federal government has undertaken broad
surveys of school practices, pupil performance, and the consequences of
schooling for adult life. It has also funded the deve.pment of new
curricula, studies of the effects of various educational innovations, and
basic rcsearch on the processes of human learning. Currertly, two
agencies of the Depar-men: of Education bear much of this responsi-
bility for resea,ch—the National Center f ,r Education Statistics gath-
ers information and data, and the National Institute of Educatiop <up-
ports research and development. (Other federal agencies, such as the
Census Burcau and the National Science Foundation, along with pri-
vate foundations, also sponsor education reszarch ) The results of data
collection and research have proven useful in identifying arcas of pro-
8ress or emerging difficulties; sometimes they have pointed toward pos-
sible solutions; and sometimes they have served to focus the national
debate on the schools.

Research on questions of educational quality can have symbolic as
well as substantive value. For example, ‘he study of the effects of
school segregation undertaken by James Coleman for the Office of
Educa.lor 1n 1965 focused public attention on the perniciousness of
racism. Subsequent studies stimulated and informed public debate over
such critical questions as the effects of school desegregation ou “white
flight,” the results of compensatory education programs, and the rela-
tive merii s of public and private s . Current national concern with
th. quality of public sducation, particularly at the high school level,
has been stimulated in part by findings of such fedc-ally sponsored
projects as the National Assessment of Educational Progress.

The Task Force recommends federal sapport for a number of specific
activities:

o The collection of factual information about various aspects of the
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18 MAKING THE GRADE

education system itself. Such data gathering is traditional, uncontso-
versial, and essential *~ 2olicies are to be developed on the basis of
acrurate inic—mstion. Because collecting this information seems so
¢ atine, and because it has no particular *constituency,” it is often
starved for resources and is always vulne.able to the government’s peri-
odic efforts ‘reduce peperwork.” We urg- i collection of this
information be made mandatory.

e The collection of information about :he educational performance of
students, teachers, and schools across the nation. Although the Nation-
al Assessment of Educational Progress has done useful work, and
should be continued and strengthened, current federal cfforts to ap-
praise the quality of American education are inadequate. We urge. the
federal government, for example, to collect and disseminate informa-
tion available from routine tests. Nearly every clementary school stu-
dent regularly takes tests of performance and achicvement in various
skills and subje:ts, many of them prepared by private agencies and
administered by school systems. The majority of states require high
school students to take “competency” tests; college-bound students
take a battery of tests developed by the Educational Testing Service
and the American College Testing Service. All of this data should be
coliected and made accessible to researchers.

Other information would be useful too. In addition to knowing how
many high school juniors are *“taking mathematics,” for example, it
would be enlight ning to know ivow many years of mathematics they
have previously taken, what their courses have covercd, and what kind
of training and qualifications their teachers pos:ess.

o Evalustion of federally sponsored education progrs ms. Most federal
education programs have some form of built-in evalzs on, but all too
often these are superficial, self-serving, or (especially wi=n the results
are critical) not readily accessible. A good rule of thumb, the Task
Force believes, is that whenever the federal government conducts an
educational program, whether it is a simple transfer of resources to
college students or an attempt to foster a major pedagogical change in
clementary schools, a “report card™ on the cffectiveness of that pro-
gram should be made public.

o Fundamental research into the learning process. The more that is
known about how youngsters learn, tne t.iter they can be taught.
Learning is an immensely complicated affair, and progress has been
made on it in recent years, partly with federal suoport. But the federal
government spends a pittance on such research compared with its sup-
port for basic researh into health, agriculture, the physical sciences,
and weaponry. More money is needed, enough to enlist able scholars in
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the process—as designers of research agendas, as rescarchers, as “peer
reviewers” of research proposals, and as evaluators of research find-

ings.

Unfortunately, the National Institute of Education and other federal
agencies have too often allowed their interests and resources to be
diverted into peripheral topics, into fruitless quests for “quick fixes,” or
into catering to particular educational interest groups. So if the federal
government is to be given primary responsibility fur educational re-
seerch, it must adopt sensible ground rules and safeguards to assure
that its research is sound and comprehensive, and it must be supported
in these efforts through the political procers.

Provision of Cholce

Although clementary and, to a considerable extent, secondary educa-
tion in the United States is compulsory, it does not have to be public
school education. American parents, who traditionally have insist=d on
a say in their children’s schooling, can turn to private schools when they
are not satisfied with public schooling—and some 10 psrcent of the
school-age population attends private schools today. But the vast ma-
jority-of children attend public schools, and it is critical that their par-
ents be able to influence the quality of schooling.

Public schools are governed by local ~:hool boards, whose members
in most districts are elected and are generally responsive to the parent-
teacher associations (PTAs) whose members helped elect them. In
many districts, PTAs or comparable parent groups play a constructive
role, raising extra money for the schools and building community sup-
port for them. That role is a rerity in many urban districts, where
community spirit is often lacking and where local schools are subject to
the directives of higher authorities, who are frequently insensitive to
community concerns.

The major choice available to parents opting for the public schoot
system is their selection of A community in which to live. In large met-
ropolitan areas subdivided into numerous small- to mediur:-sized sub-
urbs, parents have a great deal of choice among many different—and
different qur.iity— >ublic schools. A significant measure of the market
value of a hiouse is the prevailing opinion on the quality of the schools
where it is located.

The biggest drawback to these options is the cost to the family. To
send a child to a good public school often means paying more for a
house or apartment. Private school tuition is extremely costly and must
be paid over and above the taxes paid for local public schools. Family
income thus limits choice. Only 4.8 percent of the nonpublic elementa-
ry school populetion came frony families with incomes of less than
$5,000 a year, compared with the 13.2 percent of the ) ‘ic school
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population. At the other end of the scale, 18.2 percent of elementary
nonpublic school pupils came from families with incomes of $25,000 or
more, compared with only 8.9 percent of public school pupils.

Many proposals have been made in recent years to give parents more
of a voice in choosing where their children are educated. Among them
are tax credit plans and tuition vouchers. The Task Force does not
endorse such proposals or recommend a major redefinition of the rela-
tionship between public and nonpublic schools. We belicve that the
provisior of free public education must continue to be a public respon-
sibility of high priority, while support of nonpublic education should
remain a private obligation. /et we recognize that some children have
not been able to learn in the present setting of public education. We
cannot ignore, for example, students who repeatedly fail city or state
competency examinations or fail in other ways to attain their academic
capacity. Rather than having such students eith~r held back time and
time again or promoted year after year to new levels of remediation, the
Task Force recommends the establishment of special federal fellow-
ships for them, which would be awarded to school districts 1o encour-
age the creation of small, individy-alized programs staffed by certified
teachers and run as small-scale academies.® Eligibility for these fel-
lowships, available to no more than S percent of public schoot enroll-
ment, should be jointly determined by local, state, and federal school
officials. Such an experiment, designed to benefit those who have been
unable to learn in public schools, might provide the intensive and
encoursging environment that these students need, and would free up
the substantial resources now being spent on remediation with so little
to show for it.**

*Commens by Mr. Denny: 1 fully support the position taken by the Task Force
on the provision of choice and our position not to support such ideas as ax
credit plans and tuition vouchers. I also support the recommendation for the
establishment of special federal fellowships for students who cannot learn in the
present setting of public. education. But | would also like such a fellowship
program to offer support for especially abls students who live in school districts
where quality educational opportunities do not exis* in the public schools. Such
a program should follow the recommendation of the Task Force in providing
fellowships to public school districis to encourage the creation of programs
staffed by certified teachers and rua as small-scale academies.

*sComment by Ms. Graham: Although 1 agrec with this proposal because it
has much potential merit, | want to point out the danger that such a program
could lead to resegregation without significant remediation.

Commens by Mr. Fin' - This fellowship proposal is a variation on the jdea that
has sometimes been called “diterary vouchers,” an idea that [ find interesting
and potentially worthwhile for those youngsters having the least success in ordi-
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Leadership ia Education

While the federal role in promoting equality of opportunity and educa-
tional quality in the nation’s schools is significznt, elementary and sec-
ondary education in the United States must primarily remain a respon-
sibility of state and local governments. A state-supported, locally ad-
ministered system of public schools has successfully survived numerous
challengufwnmthnnonehuudredymnynd large, this decen-
mlizedsy:temofeduutioulmmedmepupih,huplwideda
brmdetnngeofmicu.hsprovedmeﬂexibleinmpomto
cbangingeonditiou.mdhsnndeutedchamdmpmugonisms
more successfully than have the school systems of most other industrial
nations.

But even though state and loca governments should continue to bear
the major responsibility for the provision of educational services, it is
increasingly important tnat the federal government emphasize the
pressing need for a high-quality system of education open to all Amer-
icans, regardiess of race or economic position. Toward this end, the

(Continued from page 18)

nary public schonls. As formulated by the Task Force, however, it makes little
wmmdmemrhbkedmﬁmlmahudymtinm
18,000 private schools in the United States. Moroover, it cannot fairly be
Wuauhﬁmut«wudurnﬁnwnmmmnhnm
dnneedtoukuhonwhomldlihtonudtheirchildmtopﬁnwlchooh
but cannot afford to do so. Whilewelcomiuthe'l‘ukl-'uee'smetﬂendorn-
mtdmmwmddmwchdu.lwymthunwﬂﬁnmof
myeollenmtonp:dtbemnwulnboohalmdynmded by one
child in ten as a full and legitimate element of the nation’s educational enter-
prilcanduapniwhrlyimmmmhachkvin‘theTuk Force's
vigorously stated goal of improved educationsl quality.

Comment by Ms. Yalow: ] do not support a fellowship or tuition scholarship
program for either the gified or oducationally retarded student. There are few

diﬂeﬂuaﬂﬁthinthmdquﬂtyhuhwawsup.m
studenuumhmatthcmnuoruquiuthmdqmolmp-
Mcy.m:hmawhdmwhyawﬂkxwmm-lumin'
environment equal to that of a private school. Segregation according to ability
umvbndymdmmﬁmumhchlldanopponunitywdwﬂopia
accordance with that ability. The fact tlat parents are turning to private
lclloolsiummmoﬂheiudoqucyofpublknbooh. Any available funding
lhouldgotompp.moflpedalmmintbepuuiclchoollynemandnouo
removing students from that system.
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Task Force has put forward a coordinated policy of overall federal sup-
port for American schools that simultancously asserts the national in-
terest in quality schools and in equal access to education, with assist-
ance for those with special needs.

To attain improvement in quality, we have proposed a number of new
programs designed to strengthen teaching in curricular areas where
national needs are especially great. To spur equal access to education,
we recommend that current programs for special-needs students be
supplemented by programs that will support school districts with large
numbers of poor and immigrant pupils as well as districts that are expe-
riencing fiscal difficulties. In addition, we have recommended that fed-
eral funding be provided to local school districts as an incentive to
encourage ncw ways to help failing students.

In all of these programs, it must be kept in mind that equality of
educational opportunity cannot be separated from educational quality.
The nation is best served by offering our young people the most rigor-
ous educational experience that we can. The federal government has a
responsibility to help overcome the unevenness of state efforts. It will
have to provide compensatory assistance, for some time to come, to
those who are in need of special help, especislly for students who must
achieve English-language proficiency. But that does not mean aban-
doning a single standard of excellence. There cannot be a white stan-
dard or a black standard or a Hispanic standard when measuring edu-
cational performance.

The Task Force is aware that some of its proposals are costly. But we
should be able to afford the price of a commitment to educational
excellence. This nation's young people are our most precious and poten-
tially our most productive asset, provided that we invest wisely in edu-
cating them. In our view, support for our program by Congress and the
White House will demonstrate the value that they attach to better
schooling for all.

Our proposed new approach for federal education policy will, we
believe, stimulate a national reawakening of interest in educational
excellence. But carrying out this policy requires our nation’s political
leaders to take an active part in supporting needed programs. It is no
longer a cause tiiat requires political courage. All across the country
parents are demanding more of the schools, and in many cases the
schools are already responding. We think the time is past due to offer a
bester education to all Americans. What it takes now is the political
will to bring it about.
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FOREWORD: A CONVICT\ION THAT A REAL EMERGENCY IS UPON US

lm action plan from the National Task Force on

Education for Economic Growth differs from other national commission reports
in several important ways: .

B Rtis put forth with an unusual senee of urgency.
There are few national efforts that can legitimately be called crucial to our
national survival. Improving education in America — improving it sufficiently
and improving it now — i3 such an effort. Our purpoee is to reach as many
citizens as possible and to persuade themto act. The facts on education and
.achievement in America have recently been gathered and presented by many
different groups. What is needed now is to act on those facts.

B & calls for action by the stales and by local communities.
We acknowledge the importance of a strong Federal commitment to
education — and we believe that commitment must be backed by sufficient
resources. In this report, however, we have chosen to focus on action at the
state and local level, and to call for new commitment and new action from the
states and communities of America. We do 80 because it is here that the chief
responsibility for aducation lies. Education fcr economic growth is indeed a
national challenge, and it justifies national leadership and a national response.
Bmimponammmnaloomnnnmts.hwpdgmem.donotmlymmwwn;
they also bubble up.

8 This reportconcentrates on the nation’s public schools and on
the years from kindergarien through twelfth grade. Our national system
includes much more: the private schools, our colleges and universities, pro-
prietary job-training schools and corporate training programs, tonameonly a
fow. We believe, however, that the public schools are the key component of
the system, and that clarity is gained by focusing our deliberations .nC our
recommendations.

B This report calis for new allisnces among educators, school
wmndmoﬂnrmohmnmammd
excelienoe in prbiic education. We believe especially that businesses, in
their role as employers, should be much more deeply involved in the proceas
of setting goals for education in America and in heiping our schools to reach
those goals. And we believe that legislators, labor leaders, parents, and
institutions of higher leaming, among others, should be far more invoived with
the public schools than they are at present.
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@ This report calls not for quick fixes, but for desp and lasting
change. Much of what we recommend is ambitious and will be politically

demanding, for it involves fundamental changes in the priority we Americans

puton eduzation; changes in the way we run our schools; changes in the ways
that we train, recruit and! pay teachers and administrators, and changegin the
very goals we set for public education in America.

@ Finally, this report represents the midpoint — not the end —
of our work. P.uiner than disband with the publication of our report, the Task
Force plans tc remain busy. We will actively promote efforts to put this action
planinto effect. We will use our resources and our personal energies to drive
home the need for be'ter education in the cause of a more prosperous and
productive nation. And we will establish a clearinghouse of information and
ideas for states and communities working to improve their schools.

The Nationa! Task Force on Education tor Economic Growth
comprises a wide range of leaders: governors, legislators, corporate chief
executives, state and local school board members'?geducators. leaders of labor,
the scientific community and many others. They are a diverse and occasionally
contentious group, representing various interests and constituencies. But over
several months of deliberations, these leaders from many different enterprises
have been united by three strong, shared convictions: a corviction that a real
emergency is upon us; a conviction that we must act now, individually and
together; and a passionate, optimistic conviction that action, soon enough and
in the right directions, can succeed.

WQwiII be successful because of the good work that is already

being done by dedicated people and because of the overwheiming power of
our people 1o act to improve our nation's future.

James B. Hunt, Jr.
Govemor of N xth Carolina
Chairman

Pierre S. du Pont, IV
Governor of Delaware
Co-Chairman

Frank T. Cary

Chairman of the Executive Committee,
IBM Corporation

Co-Chairman
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EXECUTIVE SUMMARY:

THE ACTION PLAN

onvinced that continued progress in American

education is vital to our national survival, the Task Force on Education for
Economic Growth has prepared an action plan that outlines the new skills
students will need to meet the demands of a rapidly ch.anging workplace,
summarizes the problems we face in revamping our educational system, makes
eight major recommendations for action, and follows each regqnmendation
with steps that various groups can take to improve education. The outlook is
bright: great as some of the difficulties confronting education may be, our

assets are greater still.

The action plan

marks the midpoint in the work cf the
Task Force, a partnership of
government, business, labor and
education leaders who will continue
their efforts to promote lasting
change in education over the next
year.

THE CHALLENGE:
New Skills for a
New Age

Technological

change and global competition
make it imperative to equip students
in public schools with skills that go
beyond the "basics.” For productive
participation in a society that
depends ever more heavily on
technology, students will need more
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than minimum competence in
reading, writing, mathematics,
science, reasoning, the use of
computers, and other areas.
Mobilizing the education system to
teach new skills, so that new
generations reach the high general
level of education on which
sustained economic growth
depends, will require new
partnerships among all those who
have a stake in education and
economic growth. The challenge is
notsimply to better educate our elite,
butto raise both the floor and ceiling
of achievement in America.
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Educational Recommendaticng  Mershel the reouross which are
sesential for improving the public
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® School should
urred Goals sysioms shavi
RECOMMENDATION ‘§ bt b o oo make the
- Devet 2> oft possible use of resources
Ew"" m-.::.u:‘:“. ® States and communities
©CONOMIC growth demands plans for impreving educetion in shouid mvest more financial, human
3 rOQrees on many fronts. Students gy Ly sehoole and inetiutional resources in
need 10 improve their perorMANCe. g geraarten thraugh grads 12.
- perticulerly theis mastery of higher . The
order siulis Relieving the shortage of 8 Lod by the each federal government
teachers at the point where qually  Mateshould developasiaieplanfor  Should contue io support
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concemng discipline, attendance,
homework, grades, and other
essentisls of sfiective

@ States and school systems
shouid strengthen the public school
curriculum

@ States shouid ncrease the

@ States and communities
shouid dentfy clearly the skills they
expect the schools tv impart

® Colleges and universes
should raise their entrance
requirements
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LCTION 7
RECOMMENDATION
ond
mhdl'vnd'l:
® Principels should be
squarely n charge of educational
quaity

@ Pay for pnncipals should
relate to responsibiities and

@ States should set higher
standards for recruiting, traming
and monitonng the performance of
principels

® States and school sysiems
should specifically include
handicappad students in programs
for educatr nand economic growth

THE OUTLOOK:
Can We Succeed?

change

lasting ways But the stakes are hiph,
and our Ulimate sur.cess wil
dopend i 1arge measure on ouwr
wilingness to act No task facing our
nation matters more than to
launch — now — the achon plan set
forth here
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EDUCATING
AMERICANS
FOR THE 21st
CENTURY:

A plan of action for improving
mathematics, science and
technology education for all
American elementary and
secondary students so that
their achievement is the best in
the world by 1995

A REPORT TO THE AMERICAN PEOPLE
AND THE NATIOMAL SCIENCE BOARD

Reprodv-ed from Educating Americans for the 2let Century. National Science

Board, Commieaion on Precollege Rd i i .
Techaology, 1983, . v-xiii.s ucation on Mathematice, Sc.ence, and

THE NATONAL SCIENCE BOARD COMMISSION ON PHECOLLEGE
EDUCATION IN MATHEMATICS, SCIENCE AND TECH|
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NATIONAL SCIENCE BOARD
NATIONAL 5CIENCE FOUNDATION
WASHINGTON D C 20850

NES COMMISEION ON PRECOLLESE September 12, 1983
EDUCATION IN MATNEMA TICS,
SCITNCE AND TECHNOLOSY
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EXECUTIVE SUMMARY

September 12, 1983

AN URGENT ME3SAGE TO PARENTS, DECISION
MAKERS AND ALL OTHER AMERICANS

The Nation that dramatically and boldly led the world into the age of technology
is failing to provide its own childrcn with the intellectual tools needed for the
2lst century.

We continue to lead because our best students are still unsurpassed. We
continue to lead because our universities, industries, resources and affluence
attract the finest talent fiom throughout t.c world. But this is a precarious
advantage. The world is changing fast. Technological know-how is spreading
throughout the world—along “vith the knowledge that such skills and sophis-
tication: are the basic capital of tomorrow’s society.

Already the quality of our manufacturec products; the viability of our
trade, our leadership in research and development; and our standards of living
are strongly challenged. Our children could be stragglers in a world of technol-
ogy. We must not let this happen; America must not become an industrial
dinosaur. We must not provide our children a 1960s education Zor a 21st century
world.

We must return to basics, but the ““basics” of the 21st century are not only
reading, writing and arithmetic. They include communication and higher
problem-solving skills, and scientific and technological literacy—the thinking
tools that allow us to understand th= technological world a-ound us.

These new basics are needed by ail students—not only tomorrow’s scien-
tists—not only the talented anJ . rmnate—not only the few for whom excel-
lence is a social and economic tradition. All students need a firm grounding in
matheinatics, science and technclogy. What follows is a difficult and demand-
ing plan to achieve this, but it must be accomplished. Our children are the most
important asset ¢’ our country; they deserve at least the heritage that was passed
to us.

@ By 1995, the Nation must provide, for all its youth, alevel of mathema-
tics, science and technology education that is the finest in the world,
without sacrificing the American birthright of personal choice, equity
and opportunity.

This goal can be achievec. The best American students are the equal of any
in the world. Indeed, the best schools in the world emulate the bet o7 America.
We have the know-how.

'I'heConunissionpmposcssweepinganddmticchange in the breadth of
student participation, in our methods and quality of teaching, in the preparation
motivation of our children, in the content of our courses, and in our
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standards of achievement. We propose to initiate this difficult change through a
strategy of (1) building a strong and lasting national commitm.2nt to quality
mathematics, science and technology education for all students; (2) providing
carlier and increased exposure to these fields; (3) providing a system for
measuring student achievement and participation; (4) retrzining current teach-
ers, retaining excellent teachers and attracting new teachers of the highest
quality and the strongest commitment; (5) improving the quality and usefulness
of the courses that are taught; (6) establishing exemplary programs—Ilandinarks
of excellence—in every community to foster a new standard of academic
excellence; (7) utilizing all availabie resources, including the new information
technologies and informal education; and (8) establishing a procedure to
determine the costs of required improvements and how to pay for them.

In this Report we emphasize the teaching and leaming of mathematics,
science and technology in elementary and secondary schools; that is the
Commission’s charge. We recognize, however, that this area cannot be sepa-
rated from the teaching and leamning of many other important subjects, such as
English, foreign languages and history. We hope that glaring deficiencies in
these other areas will be met with the same sense of urgency. (pp. 6, 10)

Leadership

Reaching a new standard of academic excellence by 1995 requires clear educa-
tional objectives, strong leadership and firm commitment at all levels. Goals
must be set and progress toward those goals assessed. We must recognize the
necessary investment, assess the cost, and accept the responsibility for par-
ticipation at Federal, state and local levels, in both the public and private sectors.
We call upon our national leaders to begin and maintain the process. (pp. 9-12)
@ The President should immediately appoint a National Education Coun-
cil, reposting directly to him, to identify national educaticnal goals, t
recommend and monitor the plan of action, to ensure that participation
and progress are measured, and to report regularly to the American
people on the standards and achievements of their schools.
® The States should establish Governors’ Councils to stimulate change,
develon state educational goals, and monitor progress.
® Local school boards should foster partnerships with business, govern-
ment and academia to encourage, aid and support ‘a solving the
academic and financial problems of their schools.
® The Federal government should finance and maint...; 4 national mecha-
nism for measuring student achievement and participation in a manner
that allows national, state and local evaluation and comparisor of
‘ucational progress.

Focus on All Students

This Commission’s plan is not only for the afiluent or gifted. While it provides
, the quality and intensity of education needed 1> continue their development, it
: Emcnsoaﬁeswsﬂwneedsandpotenmlofallodmsmdems It recognizes that
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substantial portions of our population still suffer from the consequences of
racial, social and economic discrimination, compounded by watered standards,
“social promotion,” poor guidance and token efforts. The Commission has
found that virtually every child can develop an understanding of mathematics,
science and technology if appropriately and skillfully introduced at the elemen-
tary, middle and secondary levels. (pp. 12-14)
® The Nation shouid reaffirm its commitment to full opportunity and full
achievement by ail. Discrimination, and the lingering effects thereof,
due to race, gender and other such irrelevant factors must be eradicated
completely from the American educational system. “Excellence and
elitism are not synonomous.”
Quality Teaching and Eariier and Increased Exposure
Here and in cther countrie ., programs that produce excellence and high achieve-
ment have similar characteristics. Education in mathematics, science and
technology begins early, is taught by qualified, committed teachers, and
provides a consistent course of study, begicning before elementary school and
continuing in a coherent pattern through high school. (pp. 17-23)

This “‘vertical” curriculum emphasizes early “hands-on”’ experience,
disciplined and rigorous study, and a substantial amount of time-on-task and
homework at 21l levels. Above all, it includes strong motivation and commit-
ment. Parents, students and the system are all dedicated to high achievement
from every student. Finally, successful systems have skilled and well trained
teachers who are supported by skilled administrators, good facilities and
specialized assistance. (pp. 17-25)

This is true of major competitors like Japan, and it is true of America’s
scattered but equally impressive model programs. Unfortunately, it is not true of
most of our schools. (pp. 17-21)

® Top priority must be placed on retraining, obtaining and retaining
teachers of high quality in mathematics, science and technology, and
providing them with a work environment in which they can be
effective.
® Top priority must be placed on providing earlier, increased and more
effective instruction in mathematics, science and technology in grades
K-6.
¢ Considerably more tine should be devoted to mathematics, science and
technology throughout the elementary and secondary grades. This will
require that the school day, week and/or year be substantially
lengthened.
Models for Change
The potential of exemplary or model programs has been demonstrated in cities
and localities throughout the country. Typically, they exhibit high a~hievement
from students of every background, have strong Links to local resources, and set
O xample that should be emulated and replicated in every school. As a first

- ERIC) toward chang. we recommend that such landmarks of excellence for
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mathematics, science and technology education be established in every com-
munity. (pp. 23-25)

@ The Federal government should encourage and finance, in part, the
establishment of exemplary programs in mathematics, science and
technology in every community, which would serve as examples and
catalysts for upgrading all schools.

@ State governments should promote and local school districts should
estal-iish such programs as a major strategy toward upgrading all
schools.

We recommend that initially 1,000 such secondary schools and 1,000 such
elementary schools be established throughout the country. The Commission
estimates the cost to the Federal government to do so is $829 million disbursed
at the rate of $276 million per year over a three year period. (p. 25 and ExhibitC,
p 109)

Solutions to the Teaching Dilemma

Ultimately, quality begins in the classroom; the teacher is the key. Unfor-
tunately, we currently have severe shortages of qualified mathematics, science
and technology teachers throughout the Nation, and many of today’s teachers in
these fields badly necd retraining.

Many of the teachers in elementary schools are not qualified to teach
mathematics and science for even 30 minutes a day. A significant fraction of our
secondary school teachers are called upon to work in subjucts for which they
were never trained. Even the most seasoned and experienced veterans must deal
with subjects that are in a state of constant change; no one can remain
knowledgeable in science without constant refreshing. (pp. 27-31)

@ State governments should develop teacher training and retraining pro-
grams in cooperatior: with colleges and universities. The potential of
science museums as sites for such programs should be recognized,
encouraged and supported.

eltxsaFederaltesponsubdnywasmmat in the present crisis,
appropriate retraining is available. In-service and summer training
programs should be established with Federal support. The Commission
estimates the cost to the Federal government of initiatives for retraining
mathematics, science and technology teachers to be $349 million per
yeor for five years. (Exhibit C, ;. 110)

® For the long term, teacher training by the States should continue as an
ongoing process.

® Every Statp should establish at least one regional training and resource
cmuwhuemchmcanobﬂinmpporﬁngservicumchucompum

EI{ILC ® The National Science Foundation should pruvide seed moncy to de-
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At the same time that we improve the quality of current teaching, we must
raise our standards for new teachers. We must attract and retain superior talent,
and must provide better training, better working conditions, and better compen-
sation for high quality teachers, together with more demanding standards. (pp.
31-33)

@ States should adopt rigorous certification standards, but not standards
which create artificial bars to entry of qualified individuals into
teaching.

© Elementary mathematics and science teachers should have a strong
liberal arts background, college training in mathematics and the biolog-
ical and physical sciences, a limited number of effective education
courses, and practice teaching under a qualified teacher.

@ Secondary school mathematics and science teachers should have a full
major in college mathematics and science, a limited number of effective
education courses, and practice teaching under a qualified teacher.

® Both elementary and secondary teachers should be computer literate.
Teacher training should incorporate the use of calculators and compu-
ters in mathematics and science instruction.

® Liberal arts colleges and academic departments need to assume a much
greater role in training elementary and secondary teachers. Basic
education courses should be revised to incorporate current findings in
the behavioral and social sciences.

In the short run, the pool of those presently qualified and teaching must be

enlarged.

@ State and local school systems should draw upon the staffs of industry,
universities, the military and other government departments, and re-
tired scientists to provide sources of qualifieu teact ‘ng assistance. Local
systems should take actions to facilitate the entry and classroom training
of such special teachers.

Compensation for me thematics, science and technology tezchers must be
appropriate to their imprtant role in *‘academic excellence,” their small
numbers, and their alternatives for employment. Highly qualified and compe-
tent mathematics, science and technology teachers should receive overall
rewards that are fair and relatively competitive with those received by compara-
ble professionals in other sectors. Ultimately, the public will get what it pays for.
Atthe same time, many teachers and teacher unions will have to reexamine their
views about differential salaries in areas of shortage and systems of pay based on
factors other than merely years of service and credits for *staff development.”’
(pp. 33-35) Examples of imaginative ways to enhance teacher compensation
are provided in Exhibit D.

@ School systems should explore means to adjust compensation in order

© _ to compete for and retain high quality teachers in fields like mathema-
ERIC  tics, science and technology. Compensation calculations must include
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consideration of intangible benefits such as the length of the work year,
promotion potential, and similar factors.

® State and local governments should provide means for teachers to move
up a salary and status ladder without leaving the classroom.

® Local school systems, military and other governmental entities, a: J the
private sector should all explore ways to extend the employment year
while providing supplementary income and revitalizing experience.

® Professional societies, schools, States and the Nation should find ways
to recognize the performance and value of the excellent teacher.

Finally, we must take action to make the classroom a place where teachers
can teach and children can leam—an exciting place with more opportunity for
student-teacher interaction. We must build a professional environment that will
attract and hold talented and well trained teachers, despite the allure of the
private sector. (pp. 35-37)

@ State and local govemments should work to improve the teaching
environment. This includes greater administrative and parental support
of discipline and attendance, fewer classroom interruptions, and higher
academic standards, as well as the provision of needed equipment,
materials and specialized support staff.

Improving What is Taught and Learned

We have too long regarded mathematics and science as the exclusive domain of
a talented elite—a preserve for only the gifted. By focusing on education of the
well-prepared, we have both ignored and discouraged large numbers with
potential talent and widened the gap between the sciences and the public they
serve. There is no excuse for citizens in our technological society to say “‘1don’t
really know anything about science!”

While increasing our concem for the most talented, we must now also
attend to the need for early and sustained stimulation and preparation of all
students so that we do not unw.tingly exclude potential talent and so that we
produce citizens, political leaders, teachers, managers, workers and other
decision makers who are prepared to deal with the age of technology. Signifi-
cant, immediate progress can be made by simply increasing the amount of
exposure students get to mathematics, science and technology—aithough more
persistent change will require a more elaborate process of review and revision of
educational objectives. (pp. 39-41)

¢ Local school districts should revise their elementary school schedules
to provide consistent and sustained attention to mathematics, science
and technology: a minimum of 60 minutes per day of mathematics and
30 minutes per day of science in grades K-6; a full year of mathematics
and science in grades 7 and 8.

® Every State should establish rigorous standards for high school gradua-

non,mdloenlschooldnmmﬂnuldpmvmengmmndudsfor
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@ All secondary school students should be required to take at least three
years of mathematics and of science and technology, including one year
of algebra and one semester of computer science. All secondary schools
should offer advanced mathematics and science courses. This require-
ment should be in place by September 1, 1985.

® Colleges and universities should phase in higher mathematics and
science entrance requirements, including four years of high school
mathematics, including a second year of algebra, oomscwoxkcovenng
probability and statistics, four years of high school science, including
physics and chemistry, and one semester of computer science.

¢ Specific school personne! should be obligated to inform students o
these rigorous requireraents. School districts and community colleges
should cooperate in assisting students whose preparation is inadequate
to allow them to take the nert sweps in their education.

For the long term, we musi establish a pattern of education that will
develop familiarity, skills and understanding consistently and coherently
throughout the years of elementary and secondary education. This does not
imply either a lockstep or ““national” curriculum; local diversity and variation
is a key strength of American education. Rather, we call for a consensus on new
educational objectives and a coherent national patrern—a framework for con-
sistent education within which alternative curricula and materials and local
‘nterpretation are encouraged. (pp. 45-48)

® The National Science Foundation should take a leadership role in
promoting curriculum evaluation and development for mathematics,
science and technology. It should work closely with classroom teuch-
ers, technical experts from business and government, school boards and
educational researchers, as well as with professional societies. Repre-
sentatives of publishers and higher education associations should be-
come involved as the work proceeds, to encourage development and
transfer of these ideas to actual material for the classroom.

® The Federal government should support research into the processes of
teaching and leaming at both the basic level and the level of classroom
application.

In the body of this Report, we provide a broad and preliminary outline of
the content that should be included in this new pattern of education for all
students. More importantly, we indicate the kinds of problem solving insight
and skills that must be provided. We offer this not as a conclusion, but as a
beginning—a place to start the long process of defining and developing pro-
grams that prepare students for a wide range of roles and needs. (pp. 41-45 and
Exhibit B)

New Information Technologies

Computers are revolutionizing many areas of our lives; they may well do the
n"\eforedtmnon They and other new technnlogies offer the potential to work

EKCentlyMevu'ysmdmt , regardless of level or sophistication. They also
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offer a means to relieve teachers of much of the drudgery of routine exercise and
record keeping. Furthermore, computers offer a wealth of interactive learning
resources, including access to word processing, data bases, graphic capabilities
and a host of related means to expand students’ leaming potential.

If this promise is fulfilled, computers could simultaneously provide a new
standard of achievement and lower the cost of ec«cation. (pp. 51-56€)

© The National Science Foundation should lead in evaluating progress in
the application cf new technologies, supporting prototype demonstra-
tions, (\isseminating information, and supporting research on integra-
tion of educational technologies with the curriculum. These plans
shodd not interfere with private initiatives now underway.

@ States should establish regional computer centers for teacher education
and encourage the use of computers in the classroom for both teaching
and administration.

@ Top executives in the computer, communication, and information re-
trieval and transfer industries should develop plans which, in a good,
economical and quick way, enable school systems to use the
technology.

@ The national and state education councils 2nd school boards should
work with school districts and schools to develop plans for implement-
ing these techiologies in the classroom.

Informal Education

A great deal of education takes place outside the c)assroom. The most fortunate
students receive experiences in museums, clubs and independent activities. All
children are strongly conditioned and motivated by their early experiences and
impressions. The child whe has regularly visited zoos, planetaria and science
museums, hiked along nature trails and built model airplanes and telescopes is
infinitely better prepared for, and more receptive to, ihe mathematics and
science of the classroom.

Formal education should be preceded and supplemented by a wide range

of such informal learning experiences. (pp. 59-61)

@ Youth organizations, museums, broadcasters and other agents of infor-
mal education should endeavor to make the environment for informal
learning as rich as possible.

® Science broadcasts warrant continued and substantial Federal support
as well as corporate and other private support. Fedcral regulation of
commercial stations should include a required period of educational
programming for children.

® The Federal government should provide supplementary support to
encourage a full spectrum of community and educational activities by
science museums.

© Businesses aiad should help to promote and publicize the

-RIC efforts of institutions like science museums and public broadcasting.
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® Local business groups and organizations with related interests should
work with museums to supplement and encourage their activities and to
create new programs that let children see science and technology in the
real world.

Finance

This Commission has not avoided the difficult 1ssue of cost. Change requires
investment. In the end, it may well be that a better educational system will yield
greater efficiency, long-term economies and a more valuable output. But in the
near future, our recommendations require substantial net investment at all
levels.

In particular, as the leader and driving force to encourage change, we
believe that the Federal government should anticipate an initial investment of
approximately $1.51 billion for the first full year the recommended Federal
initiatives are in place (pp. 63-66, and Exhibit C) ($829 million of this amount
will be disbursed over three years at the rate of 5276 million per year.) During
swoeedingymdle&demlappmpﬁaﬁonwiﬂdecﬁno-—toappmxinmely
$680 million in the second year and $331 million in the sixth year. We do not
consider this an excessive investment in our Nation’s human capital. In fact, the
cost is small compared to the much larger efforts and investments of local
school systems, which ultimately carry most of the burden, responsibility anc
authority for the quality of our children’s education. The Federal government
should study ways to protect the States and local communities from any anti-
competitive effects on the States and local communities of increasing taxes for
educational purposes. (p. 66)

Before we shrink from our responsibility, consider the heritage that was
passed to us. We must not do less for our children and future generations.
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THE NATIO.« RESPONDS:

mericans wil! remember

1983. During that year, deep
public concern about the Nation’s
future created a tidal wave of
school reform which promises to
renew American education. Citi-
zens, perplexed about social,
civic, and economic difficulties,
turned to education as an anchor
of hope for the future of their Na-
tion and their children. Schools
survived an unprecedented fires-
torm of critical comment and at-
tention from the press to emerge

at the end of the year with greater
public support than at any time in

the recent past.

1983 was the yrar in which:

® The ethic of excellence re-
asserted its strength as a beacon
for American education and a
measure of progress.

® Several major studies on
American secondary schools ap-
peared, some of them in prepara-
tion for years.

® Professional educators
seized the opportunity to make
improvements in school practice.

® Consensus developed over
the imperative to close what
Ernest L. Boyer, President of the
Carnegie Foundatior: for the Ad- .
vancement of Teachiag, called
“the alarming gap between school
achievement and the task to be
accomplished.”
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AN OVERVIEW

® The Nation’s Governors ex-
erted their leadership, and were
supported by legislatures across
the country in enacting and fund-
ing comprehensive school reform
packages.

® Corporate leaders en-
i.sted in the struggle to improve
education.

® Thc American public, after
years of dissatisfaction, reaffirmed
its faith in American schools,
listed education high among its
concerns about the national
agenda, and supported tax in-
creases tied to improving educa-
tional quality. .

Several of these develop-
ments were weii underway before
*he Nationa! Commiss:on issued
its startling report A Nation at Risk
in April 1983. The other significant
analyses produced during the year
also supported the reform
movement.

Nevertheless, it remains true
as the New York Times reported in
June 1983 that the Commission
“broughi the issue [of education)
to,the forefront of pclitical debate
with an urgency not felt since the
Soviet satellite shook American
confidence in its public schools
in 1957"
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THE RESPONSE

The actions of individual in-
stitutions and governing struc-
tures—schools, colleges, local
boards, Governors, and State leg-
islatures—provide one measure of
the response to the repons issued
by the Commission and others.
But this reform movement extends
beyond specific schools a: J gow-
erning bodies to include the gen-
eral public, the press and broad-
cast media, as well as the broad
profession of education.

Public Response: Education has
vaulted to the forefront of the na-
tional agenda, and the public ac-
ceptance of these reports is com-
pelling evidence of their impact.
Recent opinion polis confirm that
the people know and understand
the importance of education to the
Nation’s material well-being and
their own future. They are indeed
willing to act on the belief that ed-
ucation belongs at the top of the
national agenda. For example:

® Newsweek reported in Feb-
ruary that unemplcyment was the
only issue ranked higher than edu-
cation in its national survey of im-
portant issues in the 1984 Presi-
dential campaign. Two-thirds of
the voters surveyed cited the qual-
ity of public education as one of
the most important issues—
higher than inflation, relations
with the US.S.R., protecting Ameri-
can jobs, or the Federal deficit.

¢ The National Conference of
State Legislatures-reported in Oc-
tober 1983 that education, along
with crime and unemployment,
ranks at the top of the Nation’s
domestic agenda. Unlike other
issues, however, theze is “almost
total agreement” among all sec-
tions of the public on the funda-
mental value of education and
what needs to be done to improve
it.

o A fall 1983 poll by the Pub-

* lic Policy Analysis Service indi-

cates intense support among all
population groups for the proposi-
tion that the erosion of public edu-
cation threatens “our future as a
nation.” Over 70 percent of those
surveyed agreed.

¢ Two leading public opinion
researchers, Robert M. Teeter and
Peter Hart, agree with a May 1983
Gallup Poll indicating that Ameri-
can taxpayers will support in-
creased funding for education, but
only if quality is assured. The
Gallup Poll indicated that 58 per-
cerit of the respondents would be
willing to pay, more taxes to heip
raise the standard of education in
the United States.

® Even students appear to
support the reports’ findings. Last
summer’s delegates to the Annual
Conference of the National Associ-
ation of Student Councils over-




whelmingly endorsed more rigor-
ous standards, higher pay for
teachers, higher standards for
teacher candidates, and upgrading
textbooks.

© Business and corporate
leaders have also taken up the
challenge. Many chambers of
commerce, statewide Business
Roundtables, and countless local
business orgarizations have taken
the lead in promoting corporate
contributions to education, en-
couraging employee involvement
with the schools, and in sup-
porting legislative and budget sup-
port for educational reform.

® The public, represented by
its elected officials, is willing to
support reforms extending beyond
the reports. Moot of the analyses
of the pasi year centered on the
American high school, and several
of them focused on mathematics
and science. The enacted reforms
are far more comprehensive, often
including the entire school curric-
ulum from kindergarten through
grade 12.

Arelated development is
equally significant: The National
Parent Teacher Association (PTA)
reports an increase of 70,000
members over the past year after a
20year membership decline. This
encouraging news indicates that
members of the public are aware
of their responsibilities as ooth
citizens and parents.
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This outpouring of support
confirms the public’s steadfast
belief in education as one corner-
stone of a satisfying life, a civil
society, and a strong economy.

Press and Brouadcast Media: The
response of the press ane broad-
cast media to this wave uf reports
has been remarkable, and goes
beyond recording the existence of
the reports and reaction to them.
Editorials, political cartoons, and
special features have illuminated -
the fundamental importance of ed-
ucation in a technologically ad-
vanced society dedicated to indi-
vidual freedom and democratic
values.

A Department of Education
review of 45 different newspapers
—including both national and
local papers—identified over 700
articles related 10 A Nation at Risk
in the 4 months following the re-
pert’s release. Moreover, major pe-
riodicaly, including Time, News-
week, T)e New Republic, and
Better Homes and Gardens, have
devoted extensive space to com-
mentary on the Commission and
on educational issues.

In the last € months press at-
tention to the issue of quality edu-
cation has continued. Both na--
tional and local newspapers buit
on the initial excitement attending
rei=ase of the Commission’s report
with in-depth articles on how local
schools and school systems were
attacking their problems.
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The broadcast media’s atte. -
tion to the report occurred mostiy
in the spring and summer of 1983, "
although local stations, network,
independent, and public, continue
to feature educational issues.

Network television coverage
of educational issues in the past
12 months has included: NBC’s
“Today Show,” “Nightly News "
“The McLaughlin Group,” and
“Meet the Press™; CBS’ “Evening
News,” “Morning News,” “Agronsky
and Company,” and “Phil Donohue
Show"; and ABC’s “World News
Tonight,” “Nightline,” “Good Morn-
ing America,” and “The David
Brinkley Show;" and a PBS special
on the American high school. In
addition, cable television available
to national audiences included
two “Close-Up” shows on the
C-SPAN Network.

The Education Profession: Of all
the responses to the calls for re-
form, the reaction of the education
profession and its nationai leader-
ship is the most heartening. Lay-
ing aside individual disagreements
about specifics, the profession has
responded in the public interest.
For example:

® In November 1983, the
Forum of Educational Organiza-
tion Leaders, representing schools
of education, teachs »s’ unions,
chief state school officers, school
hoards, school principals, and
parent-teacher associations, pre-
sented a joint response welcoming
the reports and endorsing specific

actions relating to curriculum, use
of school time, testing and evalua-
tion, and teaching.

® The Council for American
Private Education has initiated a
new effort to recognize outstand-
ing private schools.

® The leaders of both the Na-
tional Education Association and
the American Federation of Teach-
ers have participated actively in
the debate about performance-
based pay. .

® Leaders of the Nation’s
s “ools of education are studying
fundamental reforms in teacher
preparation programs, and have
created a broad-based Commis-
sior on Teacher Education.

® School ~fficials in such
cities as Boston and Atianta are
forging new alliances with the
business community in an effort

-to improve education, and similar

coalitions are springing up around
the country between schools and
colleges and universities.

® A review of leading profes-
sional journals, several of them
published by education associa-
tions, indicates that between April
1983 and the fall over 100 articles
appeared in response to the spate
of reports, nearlv one-half of these
articles on traching, but many of
them on other areas of concern:
curriculum content, expectations,
time, and leadership and fiscal

support. l




Teachers, adiministrators: and
other education professionals, in
short. have seized on what Albert
Shat...er, President of the Ameri-
can Federation of Teachers, has
described 2., an “unprecedented
opportuni'y for education.”

NATURE OF TIE REFORM
MOVEMENT

Of all the chay. . ..istics of
the current reform r. e 2icnt, one
in particular gives promizs ior sig-
nificant long-lasting change: the
comprehensive natute of the pro-
posals. These efforts are riot nar-
row in origin, focus, support, or
goals. The diversity of task forces
at work on education ar~und the
country—task forec .ncluding cit-
izens, parents, . "_ lents, teachers,
administrators, business and com-
muni’y Isaders, and elected and
appuinted public officials—is evi-

< :nce of the \
The mrmemy-mnyof
initiatives under discussion and

is ive: pers--
outstanding aeltiev étnent, career

ladders, new teac’ 4t preparation
programs, revised graduation v
quirements, increased couege ad-
missions requirements, longer
schocl days, and new extracurric-

ular and athletic policies.

The comprehénsive nature of
this movement Lelps explain new
coalitions of State and 16ex! offi-
clals, colleges and universities,
the private sector, and schools
working on guality education.

K

Sueh toalitions ean-be seen in
North Dakota, which has devel-
oped a proposal to recognize and
reward “merit schools,” and in the
effort to improve textbooks, in
which a conference organized by
the State of Florida has focused
the nationwide attention of legisla-
tors, scholars, educators, and pub-
lishers on the goal of improving
the quality of school texts and
instructional materials.

Fihally, the scope of the re-
form effort includes both shor:-
ar 4 long-term strategies for im-
provement. In some cases, action
on comprehenrshe packa~-: Nas
been completed. Jutinc '+ | de-
cisions will be made as Siuic and
local studies are announced, op-
tions debated, and impiementa-
tion plans ~ompleted. Yet another
approach involves pilot testing of
nfoposals and research on their
<ffects before requiriry wholesale
adoption.

5™MIR RFPORTS
. . State leddarship is one of the
halimarks ¢° this reform effort, As
of April, the Education Commis-
sion of the States counted 275
Stats-jevel task forcer .vorking on
education In the past year.
Govercr'*..o‘n’ State of sﬂ;: .Sta:e
messages delitvered i 1984 legis-
latures were dominated by the
theme of exccllence in aducation.
* career ladders,
performunoe-based pay, and grad-
uation requirements are all under
review, and most States have been
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fortunate to have the active sup-
port of leading legislators, promi-
nent pi.sate citizens, and busi-
nessmen and women.

The national reports are not
the only lever for change. Manv
States have been working on these
issues for some time. The conflu-
ence of these State and national

ictivities explains in large part the
success of the reform movement.
Moreover, astute political leaders
have seized the nationwide inter-
est to enact education agendas
that had been languishing at the
State level.

The nex: section of this report
provides a detailed listing of edu-
cational reform in each State and
the District of Columbia. These in-
dividual efforts add up to signifi-
cant national change. For exam-
pie, of the 51 jurisdictions:

¢ Forty-eight are considering
new high school graduation re-
quirements, 35 have approved
changes.

¢ Twenty-one report initia-
tives to improve textbooks and in-
structional materials.

¢ Eight have approved ler.gth-
ening the school day, seven,
lengthening the school year, and
18 have mandates affecting the
amount of time for instruction.

¢ Twenty-four 7 :e examining
master teacher or career ladder
programs, and six have begun
statewide or pilot programs.
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® Thirteen are considering
changes in academic require-
ments for extracurricular and ath-
letic programs, and five have al-
ready adopted more rigorous
standards.

LOCAL EFFORTS

As school began last fall,
Newsweek noted it “was going to.
be different this year” In public
and private schools across the
country this is proving to be the
case as changes are proposed and
implemented. School will prob-
ably be “different” for some years
to come.

Nc systematic survey exists of
the prevalence or nature of local
efforts, but the number and quality
of changes being publicized sug-
gest a powerful and broad-based
movement. Many local boards cre-
ated their own local cominissions
and task forces in responseto t..
national attention and 1ated their
own schools against checklists of
the findings and recommendatiors
of the national reports. The Na-
tional School Boards Association
distributed about 100,000 check- -
lists to local boards.

Other boards capitalized on
the heightened public interest to
enact changes thet had long lain
dormant. Still other localities re-
port that school bond and school
board proposals have receivec
more support since the intense
publicity directed a spotlight on
the schools. In at least two cases,
A Nation at Risk was used in a
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local political context: one candi-
date for local school board simply
used the text as his platform; in
another district, the text was in-
ciuded with the property tax bill
mailed to local residents.

OTHER EFFORTS

The past year also saw a
quantum increase in the variety of
public school activities involving
leaders of the university, corpo-
rate, and foundation communities.
The scope of these activities does
not permit easy categorization or
description, but some general ob-
servations can be made.

Postsecondary Education. Co!-
leges and universities, although
not the focus of most of the reform
interest, have become involved in
partnerships with the schools. The
array of activities represents the
variety of local probiems and the
diverse nature of higher educa-
tion. The responses include plac-
ing scholars in schools, raising
eitrance requirements, collabora-
tive efforts to improve the relation-
ship between high school and
undergraduate programs, institu-
tional study gr:5s on excellence,
and teacher education reforms.
The diverse activities in the world
of postsecondary education

include:

@ Teache~ education reforms

" emphasizing more academic con-

tent as well as more experience in
classrooms, including internship

programs.
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® Statewide and local study
groups working -vith individual
schools and districts to define the
skills and competencies required
to improve the chances of making
a successful transition to under-
graduate education.

® Undergraduate scholar-
ships, frequently offered in con-
junction with local employers, to
encourage study in such funda-
m :ntal areas as writing, mathe-
nsatics, and science.

® Thirteen collaborative ex-
periments supported by the Col-
lege Entrance Examination Board
to smooti ine student’s
from high school to college.

@ A joint statement from the
Piesidents of Harvard, Stanford,
Michigan, Wisconsin, Chicago,
and Columbia defining ways in
wi.ich major research universities
could strengthen their ties with
schools.

Corporate and Business Activities:
Reiiable figures on corporate gifts
to elementary and secondary edu-
cation are not available. The
Council on Financial Aid to Educa-
tion estimates that ations
provided a record $) 3 billion in
gifts and equipment to education
in 1982, but only about 4 percent
went to prhlic and private elemen-
tary and secondary schools.
Nevertheless, severai multi-




year corporate awards are of na-
tional consequence. These in-
clude: a $3 million commitment in
the publishing world tc improve
literacy; a major oil corporation’s
$6.7 million award for films and
materials to improve mathematics
teaching; and significant dona-
tions of computer equipment from
major firms, including one gift of
$12 million in computers to 26
cities.

The scc ye and magnitude of
business support for the schools
has increased dramatically in
the past few years, particularly in
two areas: support for local educa-
tion foundations, and innovative
efforts including nationa! advertis-
ing campaigns and partnership
programs which involve employ-
ees, officers, and even stockhold-
ers in local school improvement.

Corporate outreach efforts are
impressive:

¢ Eleven major corporations
have agreed to iielp the public
schools of the District of Columbia
establish a management institute
to help principals and administra-
tors improve their schoo1 manage-
ment skills.

® The California Business
Roundtable commicsioned a
costly independent study of how
to improve California public
schools and vigorously supported
State reform legislaticn.
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® A remarkable variety of
adopt-a-school programs exists
across the country, including not
only businesses, but also civic
groups and trade unions. Tutoring,
counsel:ng, field trips, guest
speakers, and summer jobs for
students and facu’ ; are among
the benefits provided by these pro-
grams. In Los Angeles alone, over
200 employers have adopted
schools.

@ More than 400,000 business
representatives, mostly from small
businesses, serve on almost
40,000 vocational education advis-
ory councils, and thousands of
working farmers are involved with
nearly 8.000 Future Farmers of
America clubs.

Foundations: A number of large
independent foundations have al-
ways taken a significant interest in
American public education. That
interest has never been more ap-
parent than in the past several
years. Major foundations provided
substantial support for the devel-
opment of several of the reports
produced in the past year.
Philanthropic commitment to
improving education has intensi-
fied in the aftermath of the stud-
ies. Significant awards include
those from the Carnegie Corpora-
tion to the Education Commisson
of the States for a program to help
government and business leaders
improve education, from the Atlan-
tic Richfield Foundation for a Car-
negie Grants Program for High
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School Improvement, and from the
Ford Foundation for awards to ad-
dress the educat.onal problems of
migrants and refugees and to help
teachers in urban schools.

According to the New York
Times last November, an esti-
mated 350 local education founda-
tions have been established in the
past few years. Formed by local
boards, businessmer and women,
and other community leaders,
these foundations provide funds
for specific educational activities
and rally community support for
the schools.

1984 AND BEYOND

As the Nation moves forward
with the agenda defined last year,
it becomes apparent that defining
the goal of excellence and map-
ping the route represent but a be-
ginning. The call for excellence in
education as a foundation for ex-
cellence in the Nation has been
issued and heard. But difficult,
seemingly intractable problems of
implementation and practicality
remain to be understood and
attacked.

It has always been clear that
changes in one as2a of education,
such as graduation requirements,
immediately affect virtually all
others, including the time avail-
able for instiuction, the role and
qualifications of teachers, funda-
mental questions about the pur-

pose of American secondary
schools, and loca! leadership and
fiscal suj port.

What is most encouraging
about current developments is that
citizens, educators, and leaders of
business and government are act-
ing on the understanding that edu-
cation is a seamless garment, and
are proposing and supporting
comprehensive solutions.

Of all the issues emerging,
educators believe that the g eatest
perseverance wil; be requiréd to
reconcile the traditional emphasis
on access with the developing im-
perative for excellence. They fear
that ignoring either goal places en-
during national values in jeopardy.

The National Commission on
Excellence in Education recog-
nized that special support and at-
tention should be provided to par-
ticular groups at risk, including
the gifted and the educationally
disadvantaged. The Commission
was convinced that the solution to
the apparent dilemma of pursuing
both equity and excellence lay in
a system of institutions and values
that encouraged everyone to per-
form at the boundaries of individ-
ual ability in ways that tested and
extended personal limits.

This re~onciliation re¢,uires
the wit, skill, and ingenuity of
every student, parent, citizen, and
public official. As the Coramission
reminded us, it is the America of
all of us that is at risk, and it is to
each of us that the imperative for
excelleuce is addressed.
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THE
NATION
RESPCNDS

United States
Department of
Educatica
MAY 1964

Reproduced from The Nation Responds: Recent Efforts to Improve Education.
United States Department of 2d scation, May 1984. p. 164-146.
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CRs- 1 1883106 UPDATE-07/17/8S

AS8SUE DRYINITION

The quality of sAucation in ou. s hools, perticularly our high schools,
end eppropr.ate redaral actions to iApcove aducetional Guelity heve become a
B8 jOr politicel issue. A number of reports on educetion with reacosmendetions
for change peve been issuad, emonyg tham A Nation At Risk Dy the Nationel
Comsission on Excellence in Rduc-tion. The reports are criticel of how our
$chcaols ere functioning aend cell fnr improv nt in e:e8s gsuch o3 teaching,
curriculus, end stenderds for student performence end b vior. Some issuas
raised by thase reports are whathar thase chengeas are neeaded, No¥w these
<hanges sight bae imple .ted, end whet might Da the rolss Oof Aifferent lavals
Of government in this procass.

BACKGROUND AND POLICY APALYSIS
—_— e AF FVLILT AFPALYISIS

Introduction

For more then two years, raports criticel (€ the condition of Amaricen
education, particulerly et the high school 1lavel, have baean issued
pPeriodically by e Jdiverse mix of naetionel Commissions, tesk forces, aena
acedenicC groups. The Teports come et & tims of concern about Americen
aconomic productivity, internetionel competition, end the impect of naw
technology on the workforca. Debatea ia currertly undervey over the
pParformence, goels and needed changes in Amaricen educetion, ena,
perticulerly, ovar whet the Pederel .ole should ba.

This issue brief considers the role of refors rePorts focused on the high
8chool, piovides brief su ries of ten of thae reports and aexplores tha
Possible ensvars to a saries of questions thet arire fros the reports. Thase -
questions arae:

(1) whet is the condition of schooling in this country?

(2) whet ere the causes Oof educaetlonel problass in our
schools?

(3) Are the racomssended chengas appropriete?

(4) whet nes been heppening in the Steates in raesponse
to the recent reports?

‘S) what the possible Federel rasponses to the
problens nighlighted Dy the recent reports?

It should De 1cted thet meny of the wmost raecsnt reports on Asericen
educetional parfo-sence aere focused on higher educetion. These reports are
Not considered 41 this 4issue brief (e.9., “Involvement 1In Learning:
Realizing the Potential of American Higher Pducetion®, report of the Study
GrouP on ths Conditions of Excellence in Americen Righer EZ“icetion, sponsorag
by the Ketionel Institute of Educetion; or "To Recleis e Legacy: A Report on
the Humenities 4n Nigher EdQucetion”, by Willier J. Bennett, National
Endowsent for the Humanitiaes).
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CRS- 2 1BB3106 UPDATE-C //17/8%

Rols of Reform Reports

Reportin~ uon how ¥(ll or hov poorly our eecondery echools are functioning
ie not a8 nev activity. High echools have been the subject of euch reports
eince their amerganca ae videly eccepted institutions 4in tha late 19th
century. What ie evidant frol a reviev of previous high echool “refora”
raporte ie that esuch raporte asbraced videly diffarent imeges of t high
school. 1In soma inetances, the high echool wvae vieved principally as a mesns
of praparip academicCally talanted Youth for Collaga. Othar raports eav the
high ec%ool ae praparing AmsericCan youth for the wide variety of e0Cial and
“aree: pathe thay would follow. Still others have viavad the high school as
an aagine for eoCial Change or as 3 maane of harmonizing a diveres population
vitiin & demoCratic society.

In tha viav of eoms Jbearvers, school “refors™ reporte raflact tha
aducational and political climatae 4n wvhich they ure writtan In
"conssrvative" zeriode, they Claim, tha raports strase interrational
compet. tion, t-a devalopment of baeiC ekille and the etrengthening of the
acadamic ~nrriculus. In more “"libaral®" ¢tises, according to the thasis,
aducational changa ie foCuesd on "dieadvantaged®™ etudants and tha Droadar
functione of schooling for tha sociaty. This Pparspactive may bs used to
challanga the validity of theed "refora®™ reports and argua againet their
calle for changa.

In contrast, othare Bight contend that it ie 4an ovareimsplification to
CAtagoriza .nistorical periods ae "coneervativa®™ or “libaral* and to
characterize all of tha school "raforn®" raporte producad in any tims period
with 8 eingle label. Soms have assesrted that th. raporte oftan 4o gauges how
well echools ara functioning, and °g-ovide neces-ary balance to previous
sducational chenges.

Susmariae of Recent Reporte

The ten raporte summarized balow, whiCh are among the moet eignificant
releassd to data, ara fros:

(1) the National Commieeion on ExcCellenca in
Education (A Nation At Riskx),

(2) the Iventieth Century Fund Taek Forca (Making
the Grada).

{3) the Nati>nal Taex Forca on EZducation for
Economic Growth (Action for Excallanca)

(4) tha Carnagia Foundation for tha Advancament of
Teaching (High Scnool),

(5) A Study of High Schoole (Horace's Compromies),

(6) A study of Schooling (A Place Callad 8chool),

{7) the National Science Board Cosmisesion on Pracollags

J;‘-‘§ Bducation in MathematicCs., SciancCe, and Technology

(Educating Americane for tha 21st Cantury),

(8) the Paidaia Grouy (Tha Paidaia Proposal), and

(9) tha Educational EQuality Projact (Academic
Preparation for Collaga).

(10) The National Coalition of Advocates for Students
(Barriere to Excellence).
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CRs- 3 1B83106 UPDATE-07/17/6S

Ths first four of thsse reports ere those that probably neve rsceived the
ettention from ths public, the media, governmsnt, and the sducetion
comsunity.

dost, but not all of thass reports, focus alsort sxclusively on ths
Corditions in the Nation's sscohdery .chools. The educationel psrforsance of
schools, eccording to thasae reports, is not good; indsed, for some of tha
reports (euch as that fros tha MNetional Coamission on Excellehce 4n
RBducation), the criticisms apparantly eo outweigh any of tha PoOSitive aspacts
Of thaes idstitutions that schools earn cloee to & failing grads. Noat of
the reports Ascry lex ecadesic and Dpehevioral standerds sxhibited Dy the
schools. Nost addidas with perticuler esphesis ths profeseional livee of
teachars, concluding thet chenges in the way tsechars ars treined, ctheir
pattsrns of cospensation, and their working conditions are essential.

Although there are gsnerel srees of agrsemant asong ths wverioue reportae
{auch as poor nce by students, serioue teaching
deficienciaes + 4t is the Aiversity of the sugyaatad
reforss that seay bs esong tha anst startling featurss of the reaporte. Ae the
Susmeries Delow suggest, this divsrsity stems in pert fros different
parcepiions of the goals and snds of schooling. Some Of thaaas reports, wmsuch
mors than othsrs, are concerned with the procsss of education that occure &n
the clessroom (for sxaspls, the reports fros the Cernsgie foundation, A Stuady
of $chooling and A Study of Nigh Schools). AS 2 raeevit, the suggested
reforse from theee reports (ranging from creeting gssellear echooling units
within schools, to creeting lerger blocks of 4inetruct‘snel tiae, to
integrating the educetional end work environments outside of tha school into
the school curriculus) ere msore structural than are thoee from som® of tha
Othsr raeports (e.9., increesing nigh school graduation end college admiesiona
requireasnts). TFinally, some of the TapPOTts ars sors likely then otierd to
consider that schools, Particulerly high schools, are directly influenced by
sociel, demographic, end educetionel chengse (adong others), effecting who
goss to school and how they intearect with thae existing aeducetional systes
(ths report fros the wational Coelition of aAdvocates for childrsn, for
sxemple).

What follows a brief sumsaries of these ten reports, highlignting thsir

snt 0% the appropriete Federel role in ths effort to improve acadesic
perforsance.

Netional Commission on Excellence in Educetion

On Apr. 26, 1983, the Nationel Commission on Excellence in Education,
Chartered by Sscratary of Rducation Ball in 1981 with the task of aexamining
the quality of Ammrican sducetion, issued A Nation At Risk: Ths 1Imperativae
for Eaucational Reforam. The Co concludes thet “"tha aeducCetionel
foundetions of our society ars presantly bsing eroded by e rising tide of
mediocrity that threatens our very future as a Nation end a paeople.” The
Coamission posits that quality educetion for all seasd of the society 4s

ential Sor intaining the country's competitivs sdge 4n internationel
economic marksts, and for sucssss in tihe So-callsd “"informsation age.*

focusing on secondary sducation, ths commission assarts that ths high
8Chool curriculus is too Aiffuse and lacks & cantr purposs that nigh
shool students are sXxcsssively found in genaeral track progress and not
academiC track programs; tnat studsnts spend tims ineffactivsly and
insfficisntly, particularly 4n COBPATisOn ywith their countsrperts in other

‘ )

- ERIC

|S b
]
v e PAruntext provided by eric

W 24~3130 - 88 - 4 .




CRs- 4 1883106 UPDATE-07/17/85

countriaes
and offers & prcfessional life that is "on the whole unacceptadle.”

The Comm ssion recommends thet & high school diplosa ba grantsd oaly to
students who teke, et & minimum, 4 years of English, 3 yeers of math., 3 years
of sciaence, 3 Years of social studies, and e half y?2ar of Computer sciancae.
Two Y@Ars of foreign lenguege is recomsended for those studsnts intending to
go to collage. The Commission Calls for more affective use of time as wall
48 &n increase in the aesount of 4in-eachool tims. The Commiseion also
recommends more hosawork, & rigorously enforced conduct code, a&nd en aend to
student prosotion bDased on age. A 7-part recossendet.on is de concerning
teaching., calling for highar seleries sansitive to the market end teacher
perforasance, end career ledders for teachaers.

The Coamission concludes thet States end 1ncelities are prisarily
responsible for financing end govaearaning schools. The Faderal role., according
to the Commission, is to 4Ldenti’y end support the naetional interest in
educetion, and, also., to eddrass the needs of spaciel groups of children ~--
gifted, socioeconomically disadventeged, minority, limited English speeking.,
end hendicepped children.

Twantiaeth Century Fund Tesk Force

The Twentieth Cantury Fund Tesk Force on Federel Rlementery and Sacondary
Rducetion Policy issued its ceport, Naking The OQraeda, shortly after thet of
the Metionel Cosmission. The Twentiath Century PFund 4is A&an independent
reseerch foundetion.

The Tesk Force essarts that the “Netions pudblic schoole are iR troudble.”
Tiey are failing to educate and motivete studelts end are Cheracterized Dby
low test scores, high drop out rates, violence, end inadequate teeching.
sSchools, according to the Teek Force, Bust ispert & cosson core of lnovlcqqc
to ell students, consisting of reeding, writing., celculeting, "technicel
cepacity in computers.” sciercc, foreign lenguegas., and civics.

The Taesk Force recossands & fedarally funded Nester Teacher progras to
fcovide the country's Das: teachere with 5-year finenciel awvarde ($40,000 e
year is suggested). The Fadarel Goverament, 4t 4is recossended, should
asteblish English lenguage literacy as the principel goal for elementary aend
sacondary educetion: and Federel bilinguel educetion funde should Dbe used
only to teach English to non-English speeking children. The Teek Force
posits thet aevery public school child shoul¢ Deave en opportunitity to learn e
second languags. The Task Force recoarsnds certein incentives to ince
the nu*Mer of wmeth, science, 4&nd foreign 1anguage taeachars. Federel
cetegorivel grant prograss for economically disedvanteged children and the
handicepped should be continued, and the "impact aid” progres should be usaed
to eid school dietricts Wwith substential numbers of immigrent children.
Federel raseerch aefforts, €CCording to tha "esk Force, should Dbs continued
end directed et collecting datA on educationsl perforsance en4 the aevaluation
of Fedaral progras.

Zhe Task Forca stetas thet "educeting the young is & compelling netio
intsrest, and thet ection Dy the Federel Govarnmant cen be as appropriatae
action by Stete and local governments."™ Ths VFsderel role 4i8s to continue
assisting the 4isadventegsd es wall &s to teke @ priseary position in meeting
“he nead for educational quality.

a4 @ that teaching is attrecting too few acadesicelly abdle Pﬁrlonl-
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Mationel Task Force on Rducation for Rconomic Growth

On June 22, 1983, the National Teek Force on ERducation for BRconoamic
Qrowth, blished DY the Rducation Commiseion of the States in Deceader
1982, released a report entitled Action for Excellence: A Comprsheneive Plan
to Improve Our Netion's Schools.

The Task Force highlighte what it iabels deficiencies in public elementary
end eecondary echools. De.pite gaine in baeicC ekille achisvesent rg.orded by
Dlack etudente and other dieedvantaged children. the Task Force finde o
decline in higher order ekills, euch as prodbles solving. Teaching positions
in eoms arsas, sucl e meth ere filled Dy individuele uncertified to teach
thoss subjecte’ and little time is Spent weekly on ecience and msath 4in the
typicel elementary school Princ.pale, identified as imfortant lgaders in
the queet for educetional quality, are unduly diverted fros their appropriats
teske.

The Taek ForCe asserts that imp-oved sducation and training are seseential
for economic growth, the nationel defenss, and social stebility.

Focueing primarily on the roles that States and Dbueiness amight play in
addreseing sducational deficiercies, the Taek Force calle upon sach Governor
to adopt en "action® plan for improving public wducation. Sueinese ana
echool partnershipe ere advocated. It ie recomsended that states end 1local
oChoOL Dosrds 4mprove the vaye teschers ars recruited, treinasd, ana
Compeneated; and that salary echedules ehould be mede competitive, with
financial incentives provided for good perforsance. The Taek Force calls for
BOTSe effeCtive uee of time in echool end that coneideration De given to
lengthening that time. 1In aadition. requiremente for diecipline, attendance,
homework, and grading ehould be strengthensd. Finelly. the Teek Force
recommends epecial gducation efforte for diffcrent groups of etudente,
including woeen and minority etudente, giftad students, dropotvts, and the
handicepped.

The Task Force Dslisves thet the Pederal TO & in education ie significant,
reflecting that sducation is a national prioricy. The Faderal
responeibilitiee include aseietancs to the dieadventeged, financisl eid for
postescondary students, ressarch gna development support, end sfforts to mest.
the country'se lebor needs.

Carneg:e Foundation

On Sept. 15, 1983, the Carregis Foundetion for the Advencement of Teaching
ieeued a study entitled High School: A Report on Secondary EZdaucetinn in
America. beecd on over 2 yeoares of obesrvations et 18 high echools. The
report wes principally euthorsd by Ernest L. Boyer, President of the
Foundation.

The Cernegie report concludes thet high echoule "lack a cleer and vitel
sieeion.” MNeny studente fail to Neeter the Englieh languege; teechers work
under conditions precluding effective or sueteined teaching; principals are
pocrly prepared to leed.

The report seye thet high schools ehould teeCh getudente how to think
criticelly and cosmsunicets effectively; sehould tesch etudente  sbout
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theesslvas, their heritege, and othsr ciulturss end Ratione’ should pirapers
students for work end further educetion’ end should halp students eeet their
social end civic obligations.

The report provides "en agenda for action®™ thet Dbegins with eech Dhigh
school clerifying its goels. HKestery of the English lenguege is tha next
priority after goal-setting, with aeech DRhigh school student coaplating 2
yes.-long Dasic English courss end e sesester-long speaach course. These
courses would be part of e single treck Core curriculue in which all students
would teke 1 yeaar of literature: a s ster of arts, 2 Yyears of foreign
lengueges, 2-1/2 years of history. 1 year of civics, 2 Yeers of science. 2
yeara of eath, seeester-long courses in tachfology aend health, e
work ehd e sefior indlpendent projact. All students would <Coap
service unit of volefNteer work in their schools or comeufitias.

Por teachers. the report cells for reductiond in teeching 1loeds. e 22%
inCreese 40 current coepansetion over the next 3 Years. reverds for teeching
ascellencea, end @ paw CeTear peth with threea sceagaes. rull tuition
scholeTships should be offaered by colleges to the top 5V of their junhiors who
plen to teech in public schools; end t.ae Pederal Govaerneent should aesteblish
e Mational Teacher Service offe-iung scholarships Lo those gredueting in the
top one-third of their high school c'ass.

The report cells for flexibility in etructuring MN4igh schools. including
lerger blocks of instructional tiee end seeller within-scrool uLits. The
report ceutions egeinst unplenned purcheses of Coeputer -erdwvaerae.

with regerd to govarneantel roles in educetion, tha Traport edeonishes
fStates "to sstablish generel standerds €14 provide fiscel support, but pnot to
eeddle.” The Faderel Governeent is to Da & parther in renawing aeducetionasl
axcellencea. T™hres Dbroea! purposes for PFederel action ih aeducetion aerae
identified ~-- providing inforwetion Oh the condition of educetion., assisting
disedventeged end hendiceppud students. end wo“"king to eeet eeargency
netionel naads.

A _Study of High Schools

Koreca's Coeproaise: The Dileese Of the Aasrice Nigh School. by Thaodorae
R. S4ixer., is the first report froe A Study of High Schols, e S-yeer stucy
sponsored by the Netional Association of Secondery School Principels e tie
Cosaission on Educetionsl Is.ues of the Netional Associetion of Independent
Schools.

This first report posits thet high schools are not searving the country
wall for eeny reesons. HNigh schools feil to use aeppropriataly =2dolescents’
desires for e high school diploee end raspact’ they Dheve en outdeted gna
unduly coaprehensive set of educetional end sociel Gooels’; thay aeatteaaspt to
convey iifcreation, rether then instill t.) skills needed to use inforeation’
they feil to grent teechers the indspendence they nesd to teech effactivsly’
end thsy pey teachsrs too little and feil to rswerd excellencae. Zducetionael
policyeakars: aeccording to ths raeport. confusae atenderdizetion with
stenderds., thereby eeking the aeducetionsl systee unduly structured and
inflexible.

The raport edvocataes that. ONCe students have eastered literacy. nhueeraecy.
end en understending of civic raesponsibilities (the task of Jjunior high
school end lower lavals), they should not ba coapalled to aettend schnol.




ERI

93

CRS- 7 1883106 UPDATE-07/17/83%

Kigh school attsndancs, as rssult, would Dbda voluntary. Righ schools.
according to tha raport, should have cthraa objsctivas: dsvslopasnt of
intallsctual axills {taught Dy "coacr.ng”), acquisition of knowlsdga {(taught
by "telline™), and undarstanding of idaas ana valuas (taugnt -3
"quastioning”®). Tha raport suggsecs th&t high schools focus ON four subdjact
a ' ABQUAiry and axprsssion, rathasatics and scianca, litaratura and arts.,
and ph_losophy and history.

Isprovsasnt oOf taachsrs' working conditions is ths solt.ion to imsproving
higP °"~hoOl aducatioh, according te tha raport. It rscosamsnds, asong othar
tr . that taachsrs bDs givan sora autonomy: da hald accountadls for thair
Studsnts’ parfoOrsancas da rafspor idls 'or fawar studsnts! hsva stsapar salary
schadulaa’ and hava a safa DlecCa to work.

Ths raport calls fo. t ~pars and principals to Da givsn graatar
authority. Smallsr units a Sary., accordiny to tha raport, so that
tsachsrs cCan coams to know th snts and davalop ths tsaching stratagias
nacaasary for aach.

Tha Paidaia Group

Ths Paidsia Proposal: An Rducational Manifasto, writtan by MNortimar J.
Adlar on bshalf of tha Paidaia Gro“p, was publishad in 1982, Tha Proposal
calls for an aXtansiva rafors in tha structura, contant, and sathsds of
schooling. All studants would DA in & singla track with no alsctivs:s sava
for the choice of foraign languaga. Schools would hava thraa gonls: to
Provids atudants with a Ddase of organizad knowladgs 4in a s such as
languaga, matnasatics, ard scianca (tha taaching msathod would Bs I1scturing):
to davalop studants' intallactual skills in tha usa of tools such as raading,
writing, spoaking, and prodlas-solving (tna taaching mathods wo,1d includs
coaching. sxar "‘s¢s, and suparvisad practica); aad to anlarca studsnts’
undarstanding o: i4 and valuas (ths tsaching mathods would Ns “socratic"
quastioning and accivs participation in discussiona of Dooks anc parforsancas
of artistic works).

fha Colla9s Entranca Examination Poard

The Collega Board has undartakan a 10-yaar projact callsd ths Educational
EQuality Projact to improvs sacondary aducation and snsura squal opportunity
for postsscondary aducation. Ona product of this sffere, "Acadasic
Praparation for Collaga: What Studsnts Naad to Know and Ba Adls to Do,"
ral ad in 1983, 14antifias six "DasiC acCAdANAC CompSt -Ciss” =-- rsading,
writing, spsaxing and 1istaning, mathssatiCs, raasoning, and stud,ing. An
"aBArgiLg" compatancy is knowladga adout computsrs. Tha “"Ddasic acadasic
subjecta® are English, tha arts, mathsmatics, scisnca., social studiss, and
foreign languagss. For aach sudDJact and Comparancy, t.s rsport dsfinas what
4 studsnt nsada to know AN prsparation for collags antrancs.

National Sciancs Soard Cosmission on_Prscollaga Rducation 4in Hathsmatice,
Sciancs, and Tachnology

7n Sapt. 13, 1963, ths COBNASS1ON issuad its rsport to tha Board sntitlsd
"BAucating Azaricans for tha 21st Csntury.” Ths Commission concludss that
tha U.S. "is fail.ng to prov.ds its own childran with tha intsllsctual tools
readad for ths 21st cantury." To Dduild a "npational cossitasnt” to
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sdncational excellence. ths Coassission rscossends thst ths Presidsnt fors e
Natiomal Rducationel Council. Recosssnded sfforts in e S-yeer progres to
upgrede teechis§ include higher atenderds for nev teechers end TFederel
support for Stete teecher treining prograss. It is eldo reccasendsd thet
highly qualified math, science. end tschnology teechsrs recsivs Compstitive
salaries. The report cells for msore tise iR school on meth end sciencs,
beginning at the kindergerten level. It is recoamsended thet ell high school
greduetss should teke 3 yeers eech of metus end scisnce. end thet <colleges
should reise edmisSions sis-.ards to require 4 Yysers eech of aith end
science. To incre instruction tiae on these subjects. the Coassission
recoasends increasing the school day. week, Or Yeer. Ths Nationel Scierce
Poundation is called upon to teke @ leed role is assessing educetionsl
technology. The Coamission reco nds that the Prusident establish e Council
os Bducutionel Financing to det ine the costs of its reco ndetions snd
whst lsvels of §overnment should provide funding. The Commission sstimetes
thet its recoa dations for Fedsrel sction will cost 8$1.51 Dbillion 4n the
first ysar of iaplerentetion of this l2-yeer plen.

A _Study of Schooling

. The aulti-yeer project called A Study of Schooling ves directed by John 1.
Goodled. That project has rssulted in seny products, the mOst recent being e
book entitled A Place Cslled $chool: Prospects for tle PFuture. Aaong the
book's findings are the following: although very high end vsry broad goels
srs often set for schools. what goes on in clessrooms is often at odds with
those goals’ schools on aversge give priority to reeding. vriting,. and basic
aeth skills; vocational educetion occupies s lergs space in the Jjunior high
currsiculus and & larger space in the senior high curriculus; unsvsn attention
is §iven to sclences and social studi in the curriculus and
little 18 giver to foreign lengueges snd arts; and resources (teachers end
time) are inconsistently given to specific subject erees scross schools. The
rs rch apparsntly shows thet schooOls concsntrets on besic skills., failing
to develop higher intellectuel skills snd 4interssts. It was found thst
.<achers rely elmost sxclusivsly on lecturings studsu rssain largsly
pessive in the schooling process. Reports froa the p:03sC. hsve suggested
that certain chenges ars nasded, such as: improveaonts in the ijastructionel
sodes now ih use’ DSttsr selsCt.on procedurss for, end battsr prsparetion of.
principals; isproved teechsr eduvetion prograas/ e single tracr curriculus;
end some restructuring of schools to crsets 8], vithin-school .nits vith e
group of teachsrs rssponsible for not msors then 100 students for 4-yser
psriods.

atio.el Coelition >f Advocates for Students

In Jenuary 196S. ths Metional Coelition of Advocetes for Studsnts issued a
rsport entitlsd "Sarriers tc Excellencs: Our childrsn at Risk." In this
report, ths Coslition, vhos® mesber orgenizetions are child edvocCecy groups,
concluded that "Ths creetion ©f leerning commsunities requires Dbasic Chenges
in the curriculua. teaching practicss, orgenizetion, en! structure of our
schools. Yet, currsnt proposels for rsfors essusms thet it is doses of
old-feshioned msdicines involving only msinor <chengss 4in the policiss end
structure of schnols vhich vill realizs ths goel of sducetional sxcCellsnce."”

The primery concsrn fOr the Coelition is the Child "et risk® end his or

hsr divsrsity vitn rsgard to <Cless, recCs, sthnicity, culturs., sex., snd
hendicepping condition. TRs Coelition found thet much of elsaentary and
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secondary schooling for "at risk"™ Cchildren 48 charscterized Dy: subtle
discrimination; barriers to improvesent (guch as inflexible scheduling snd
curriculum, tracking, rigid ability grouping, standardized testing mis
curriculus and teaching that are insensitive to the diversity of etudents
& lack of support services for children and youth):; and declining economic
support for schools, students, and their families reflected in or accompanied
by inequitable and insufficient financing for schools, #nd an abssnce of
middle income jobs.

The report calls for, among other things: greater responsibility accorded
to local school officials and taff for educational outcComes; greater
involvesent of parents in the educational proCess; an end to tracking and
fixed grouping; inservice training for teachers to enable thes to addrese the
needs of their students; and hNigh expectations for the perforsance of all
participants in the educational process (frca parents to adsinistrators
Aeong the Federal actions advocated by the Coalition are: support for s
expansion of Chapter 1 (Education Conrolidation and Imsprovesent Ac
services; protection of students' Civil rights; provision of adequate func
for Title IV of the Civil Rights Act (L-segregation training and advisory
services to education); expansion of requiresents for parental involvement in
Federal eZucation prograss; and support for cosprehensive scChool-to-work
trsnsition prograss serving all school districts.

Selected Questions Prompted by the Reporte

The following selected questions arise fros a consideration of the various
"refors® reports. Examples are offered of the issues 4involved 4in answering
these questions..

1. what is the condition of schooling in this country?

The various reports emerging now find our schools to be 4inadequately
preparing gs.udents for their futur The indicators of that poor
perforsance include decClining test scores; the extent to WhicCh inst.tutions
thst receive our high school grsduates (colleges and businesses) have to
inplement remedial education and training prograse; the high degree of
functiolal illiteracy in the population; and the Nation’s poor showing 4n
international comparisons of student achievesent.

Thi3 48 not &n uncontested reading of how well our schools are
functioning. Some would contend that ou. sChools are succeeding 4in meeting
Certain challenges pnsed by the preceding several decades. A far larger
portion of our youth, they assert, receive a full 12 years of schooling than
did in the not 80 distant past in this country, and tha do at present 4in
soee industrialized countries. AcCCess to high school has been expanded to
Bany Binority groups and to the scConomically disadvantaged. Indeed., some of
these observers would argue, the proble identified today are the result of
thst very sucCess in expanding access to secondary education. Still othere
acknowledge the inadequacies of our schools but Delieve wminority and
economically disadvant. ged students, among others, to be .he Primary victims
of these shortcomings.

Tre question of gauging how well a school systes is functioning Bay pose
serjous technacal problems. The ‘ndicators cited above are not unasbiguous
in the infocastion they provide. To some, the B8tatisticCs purporting to
messure perforsance in schools 8re often suspect. They would posit that tne
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decline in Scholastic Aptitude Test (SAT) scores, frequently cited as an
indication of sducational failure, reflects the expansion of high school and
college education to eabrace many of the socioeconomicall,; disadvantaged
children in onrr country. 't 18 not the saae group of children, they would
argue, tzking the teat today as a decade and a half ago. In addition, it L&
argued that the SAT scores and others reflect other societal changes Outside
of the schools. Significantly. the SAT scores have stalb.’‘zZed and even risen
in recent years. As an indicator of progre rather tha.: decline, 8SON® Cite
improvesent in the perforsance of esocideconomically disadvantaged children in
the sleaentary schools over the past decade as asasured by the NKational
Ass nt of Educational Progrees. Further, it 18 posited that using test
scores to COApare timnzl eaucation eyatese often results in inappropriately
CONPAring Aiz,imilar aystems, particularly givim the greate: retention of
£chool-aged youth in schools in the United St tee. Ave:as® scores of student
sportedly reflect how open & Systes ie, NOt how well it ®iui2%e8 ite
desic elite. *

In contrast, others argue that the sheer weight of the nuaker of negative
indicators clearly indicte the psrforsance of our scnools. With regard to
Aapecific asasures, they aseert, ambiguity Say be in tne eye of the Deholder.,
reflecting a predetermined position. DQlthough a portion of the decline 4in
SAT scores over the past decade and a half can be at*ributed to changes 4in
the characterietice of the Group taking the teste, S.T results Treportedly
shov an absolute decline in the nuwber of high perforsers on the tests.
Further, it is argued that the iaproveaents in the National ot
Educational Progre scores are largely liaits4a to the lowest age
groups., and achieveaent quartiles; decline cor (71ues td be the watchwcrd for
seconlary school studente. Indeed, Critice point to a decline in the nigher
order cognitive ekills, even as eoaa basiC skille improve. Finally., tn.y_
counter the poaition described above with regard to international Comsparieona
by pointing to the aediocre position attained by the United States even when
ecorea are adjusted to reflect retention in echool systeas.

2. What are the causes of sducational problers in ou- schools?

Moet of the recent Treporte largely restrict their consideration of
sducational probless to the outcossee of oOur echoo:s ~= low test scorsa.
reasdial courees increaeingly offered in collegss., i .adequately prevared
labor force entrants, etC. In turn., they largely restrice their
consideration of cCauees to what reportudly goee oOn within the echool --
teachers do not teach and have no incentive to do 8o, atandards are lax, the
curriculum is diluted with non-acadesic electives, homswork is not aesigned
frequently enough, etc.

To critics, such reports subordinate the role that forces in the general
society play in influencing the way echools function. fducational changes.,
according to this perspective, must consider :he significant changee that
have occurred in the Aasrican family., the educational iepact of televieion
(roth actual and potential), and the rhanges in the nature and availability
of work,

Recoamenced sducational changes thAt ignore these various forces, Bsomse
argue, would be inadequate to their task or, indeed, counterproAuctive. For
exaaple, what impact might & rigorous. aandated core curriculua have on
school retention rates 4in 1light of the heterogeneous school Ppopulation
affected by these various changes®> For exasple., the National Coamiseion on
Secondary Schooling¢ for Hispanics in 4.8 report "raxe Sossthing Happen” draws
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attention to the “"devastating e fect®™ of high Hispanic dropout rates.

In response, i1t might De argued that focusing on the achools recognizes
the central role they play in molding the society 4in gGeneral. To direct
reco ndations for change beyond the schools sight lessen the chances of
isplesentation for any par*icCular packige of recommendations; and also might
divert a.ttention fros the real problems within the schools that are
susceptible to change. It might bDe asserted thact the schools are ons of the
social institutions in whici change might be fruitfully sought. Indeed, the
various reports 4o recognize the influence oOf soCiety on the schools,
particularly as sther 4institutions reportedly abdicate their traditional
responsibilities and thrust them upon the schools. It might De argued that
sducational change within the schools is & healthy ste? toward reetoring the
sense of responsibility in those other societal institutions and restricting
the schools to the roles they were intended to, and are able to, play.

3. Are the recommended changes app-opriate”

There are two facets o0 this question =-- the aeffective
proposals ind the kinds of compromises their impl

s of specifiz
entation might requare.

Debate over

8¢ Of the specific recommended changes in these reports is
at tle same time that many States and localities have
imsplesented or are considering isplementation of similar recoasmendations.
The debate focus on whether the proposed changes would accosplish their
objectives. Consider, for exasple, the proposal of merit pPsy for teachers.,
offered As one solution to the .eaching problems ide:tified Dy these reports.
On the one hand, informsation on merit pay &s it hae Dbeen used 4in various
fields suggests to Critics that it does not necessarily function as intended.
The procese reportedly can be subject to bia and favoritiss Objective
determination of which teacher <~ompetencies should be assessed and
developaent of objective ways to aesese them would pose, according to thie
argument, eerious technical an4d cost barriers to successful implementation.
It n Deen argued that unlese the -71Creaes in pay for meritorious teaching
ie substantial, the incentive involved will De minisal. On the other hand,
advocates of merit pay contend that it need not fall victim to paet
isplementation problems. As responses to past problesms, some have euggested
involving those who will be evaluated 4in the pracess of structuring the
ae ent systes, and drawing evaluators fros outside the school or district
where teechere under dvaluation are currently working.

The other facet to the que’ ion of the appropriatensse of the “refors®
Prcposals -- the cosprosisee that mRight be required -~ ie bes: illustrated Dy
Bay exist in our schools Detween excellence and equity, or

phrased, Detveen educational qJuality and equality of
sducational opportunity. Consider, fOr exasple, the isportant curriculus
changes being recommended by the Educational EQuality Project of the College
Entrance Examination Board, and by The Paideia Group. The first Of thess
foc'isee on the preparation of secondary school students for college,
specifying the basiC acadesic cospetencies that should be attained 4in high
schooli and the courses that would provide theee Competenciss. Tha second
advocated in The Paiadeia Proposal by MYortimer J. Adler 4identifies the
acquisition of bae'C factual Kknowleaye, the development of 4intesllectual
8kills, and the improvement of underetanding about id and values 88 the
appropriate objectives of our hools. The Paideia curriculum wwuld be
acaderically oriented: it would not contain a vocational component.
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Tha adaptetion of thsss curriculmr Changes, 4t has besn ergusd, asight
raquire a radirsction of a substantiel portion of tha school curriculum,
prisarily awvay from gsnerel and vocetional aducarion programs. Critics ergus
that tha academic role ot schooling woald ta enhanced et ths sxpsnes of oOther
important rolss -=- job training asong thas. Givsn the hstsrogsnsity of our
school population. it i{s assartad, such a radirection 4in curriculums danies
aducational squity to many studants;) ignorss tha fect that all studant- do
not learn tha sesa subjacts in the sema vwey. Thay esk, Can all of ths @meny
naads of our divarse studant population bs served through e rigorous and
rsquirad ecedssic curriculum?

In rasponza, edvocetes oOf thesa Chenges argus thet the daniel of
aducational equity occurs whan aducators essums that excsllsncs end rigorous
4cCads®ic sduca.tion ars not appropriets for all youth. Indsed, thiy poBit,
tha staring of intsllsctual skills is mcra valuable for futurs work than
training aimsd et a spscific kind of Job. Others contsnd that past
aducationa® efforts have been focused on ths non-academic rasponsibilities of
our schools and that it is now time to addrass ths acadesic as of our
students in a more coherent fash.on. Ths setting of high ndards and
expectations., they contend, is likely to improve tha quality of all schooling
activities, to the bensfix of all students.

in the Statas in responsa to racent reports?

At tha outsat, it should Ds observad that tha National Commission’s report
of April 1963 and ths other rsports discussad abovs d4id not initiata & school
rafors sovesan:. They w=ay hzva broadensd awarsaass of tha aducational
Problams that sany Statss and localitias had already racognized in tha sid to
lata 1970s. Thay aay also have halped changa the focus oOf soma of th9ss
ongoing afforts. TopiCs suCh rit pay for teachars, carasr laddars for
taachars and ths curricular requirssents for at{gh school graduation appaar to
bDe joining soae of the earliar refora focCusas, sSucCh as basicC skilis tssting
rsquirsasnts for high school graduation an¢ grads proaotion.

Tha axtant of State and local activity prsdating taa 1983 reports is Clear
in viaw of survey data froa the National Canter for RdAucational Statistics
(NCES) showing that, Dstweea 1979 and 1981, 69% of all local educational
agancias took action to incrsese daily attendancs and 353 incraased tha
nusbar Of Credits requirsd in corfs subjact arsas. At tha State lsvel, othsr
NCES data reveal that, betwean 1977 and 1962, approxi sly 20 ftatas put in
placa compatency-based teschar certification raquiresants! dy 1982, 17 Statces
had approvad miniaua Ccapatsncy tasting raquirsments for high school
graduation and 13 had approvad statswide testing for remediation purposes.

The effects Of ths reports are reflactad in surveys of State-level rafors
afforts. Aaong thsse surveys is that of the Dspartmant of Education (The
Kation Responds) showing thet 35 Statas recently changed their ,high school
graduation requirassnts, 29 established acadesiC enrichment programs, 29
changad thair studsnt eveluation/tescing procedures, and 28 aodified thair
taacher preparetion/ csrtification Pprocadurss. in addition to the
Departasnt's survsy, Fducation WseXx published results froa & survsy in its
Desc. 7, 1983, and feb. 6, 1985, issues’ the National Confsrence of JState
Lsgislatures ralsased a survey of action to 4isprove education 4in selacted
Statss in November 1983;: and tha £ducation Coamission of the jtates issusd
"Action 4in ths Statss” in July 1984. Care should Ds taken wit'. any of these
surveys becCausa at time1 they are Cryptic in thair 4 riptions, fail to note
whsthar the particular a~tion occurrad prior to rsleass of the refors
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TSpOrts. ONAt 5088 initiative, Oor becoes quUickly outdated.

Among the ieeuse raised by State arnd .ocal ~esponses to the reports Aare
the “ollowing:

== will the intereet end action continue”
~= how will theee refcrne be financed”
== Wili the effecte De uneven acroes the States”

== how will epecial populations (euch as the disadvantaged
or handicapped) be affected’

== hox can the reeults of these actions be best ssasured”

=~ how do the State effotrts affect possible Federal responses”

$. What are the poesible Federal responsees to the prob.ems highlighted by
che recent rePorte”

— e

As tlhas preceding Ceecriptions of the Tsports show., the prieary arsas of
concern are teaching and the curriculus, areas which have traditionally been
the province of fStates and localitisse. Indesd. States are acting to address
theses concerns. Any major Federal initiativer 4in th areas ®might entail
sarked ehifte in the traditional roles played Dby tLne different 1levels of
gOvernsent in sducation. Neverthelees, Federal action 4in respones to the
problens being identifivd DY the reports say be sought” for a variety of
reasons. fSome Obeervecs ert that the 4AineXxpsneive eteps to ieprove
sducation have already oeen taken, and that. deepite concern about Federal
budget deficite, Federal assistance to eeet the high pirice tag of resaining
ry. In aadition, action at the national 1is may
the S0 fStatee, the Dietrict of Colusbia, and 16,000 1local
echool dietricte are very unlikely to achisve coneistent reeulte 4N their
quest for educational quality. Finally, the resourcee at the Federal 1level
Bay De needed for gathering and AieseeiRating the Adata necesesary to nfore
the on-going refors procees. for Aeveloping certain inetructional eaterials,
and for continuing to Airect wideepread attention t¢ the probleess. epite
thees reasons favoring r ral antion., theu activity by States and 1localities
A the past several years may limit the extent to which Federal eteps need to
be taken.

in ral, there are at least eiX broad categoriee of poseible Federal
respons to the reports -- funding and sandates, incentivee, reeearch and
modele, dialogue and consensus building, continuation of the current rols,
and reduction in the current role.

At ons snd of the spectrum of responses would be a new sajor Fede
involvement, either 4n terme of the amount of funding devoted to the probl
or the amount of Federal direction imposed on echool eyetems, or both. A
Ba3j0r involvement need not require new Pederal spending. For example, new
mandates could pe added as & condition Of the receipt of exieting Federal
aducation aseietance, such ae the education block grant. The implicatione of
thie Aind of responee for the Federal rols in gducation a importa; c, given
the traditional Jimite on that role, and would revares trend toward
increased State and local flexibility in the case of Federal aid, as
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sXsmplifisd by ths 1901 Education Consolidation and Isprovssant Act.

A sacond kind of rssponse aight be on & modast scals, invo.viny iacentives
for action, or limitrd concltions {(such as nsads asssssment or planniag) for
the receipt of Fsderal funaing that might, in turn., Ssrva to enccurags wmors
significant changes. TRa detsrasinLation of the probl and the selection of
res; s>nses could rsmain at the Stats and local 1lsvsls.

A third xind of response, decidedly more liaitsd than those abovs, would
focus on gsnerating and disseminating 4information Trelevant to educational
nt. The Fadaral Govsrnmant Bight support rssearch on topics related
ic excallenca, or fund soms ®8odsls showing how Csrtain raforas
recomssndations could bs isplesanted.

Anothsr xind of responsa might be limitsd still further to that of drawing
attsntion to tha problaas in education 4nd encouraging debate o possible
suvlutions. One goal aight be that of building a consansus about the
appropriata strategises to be pursued at each lavsl of go’srnment.

Fedaral sducation pPrograas ans responsibilitiss might rsmsain diractad, as
they are generally, at present, to particilar groups of students with special
neads -~ prisarily ths educationally and aconomicilly disadvantagsd, the
handicappsd., ethnic Binoritias, nd woaen. As saucational « anges are
considerad and sacde in States and localities, tha Federal role <could be to
ensura that thosa changas were aquitable for all studsants.

Finally, tha President and othars have attributed the educational probleas
in part to the current level of Federal involvaasnt. Thsy posit that the
appropriata Federal rasponde is to reduce that involvasant It should be
noted that none of the raports reviawed in this drief calls for & redused
Fedsral role in aducation,

gince the relaase of 2 Nation at Risk by the Nationu.l Commission, Faderal
action in both the executive and legislative branches has consistad of
drawsing attention to the problsss 4in aducation and to cartain of tha
recoamsended changas., and initiating rslativaly saall incentive pragrass.

Ths Dspartmsent of Rducation sponsorsd & series of ragional confersncus On
the Commission's report that culminatsd in a "MNational Forum on Excellancs in
gfducation” at tha Deginning of Decembsr 1983, The Sacretary of Educatioa has
avarded some of his discretionary funds tO & numsber of Pprojects for work
relatsd to the Commission‘'s various racosaandations. The Secretary nas also
sponsored sfforts to idantify outstanding secondary schools., 4in part to
acknowledge thsir achiavemants and also to encourage other schools to follow
their lead.

In January Y964 and Decsaber 1984, tha Sacrstary issuad charts coaparing
tha Ztatas on a nusbar of sducationally ralatsed factors (changs 4in college
ahtrance test scores, gredustion cetes. taachers' salariss, current
expsnditures for aducation par pupil, etc.). The Dapsertment el1s0 4issused
*“Indicetors of Bducetion Stetus end Trends® in Jenuary 1985 4intsndad to
describe ths "health”™ of Asaricen sducetion. It provides dete On sduceticnel
outcomes (tast scorss gredustion retss, ectivities of greduates during tha
first yeer efter high schonl, e:c.)., par pupil, e
fiscel effort indsx Dy Stete, Cless siz SAT scores Of tsechars.
stc.), and cohtext (public opinion. @ nead 4indsx for students Oy 5Steta,
Steta-required Cernagie units in certein subjacts, stc.).
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The President has endorsed the ConCept Of merit pay for teachurs es an
APPrOpPriate reeponse to some Of the nation's educational difficulties and has
dravn attention to the possible imFact of siudent discCipline probless on
acadesic excellence.

The 98th Congress took & number of AcCtions wi*h regard to ¢this current
refors effort. 1t approved legislaticn authorizing the following: math and
science instruction 2id (Bducation for EconomiC Security Act, P.L. 968-377),
an Excellence in Bducation prdgras (P.L. 98-377) providing funds to local
educationdl agencies for refors Aactivities, higher education scholarships
with & teaching serviCe requiresent for outstanéing high school graduates
(carl D. Perxins Scholarship program, Numan ServiCes Reauthorization Ace,
P.L. 968-5€8), one-time financial avards to exceptionally akle high school
graduates attending postsvcondary education (Federal |(Nerit sScholarship
progras, F.L. 96-556), fellowships to outstanding teachers (Nstinrnal Talented
Teacher Fellowship program, P.L 98-55@8), a progras to enhance the leadership
sX11ls of elementary and jdcondary school administrators {(Leadership in
Education Administration Devaelopment Act of 1984, as euthorized in P.L.
96-558), and the convening of ¢ conference on education (National Summit
Conference on Education Act of 1964, as authorized in P.L. 96-8.24)- Before
its adjournment, the 968th Congress Ra2 only appropriated funds for math and
science aid ($100 miliion) and funds for an Excellence in Education Pprogras
(¢8 m*llion). (It should be noted that the FIS6 budget proposes the
rescinding of these funds because, Aaccording to the Adsinistrat‘on, they
duplicate othser ongoing Federal educetion prograss.) Several sets of hearings
by Housa end Senate Ccommitt and gsubcommittees On tie Qquestion of
eduCationdl excellence also have reen held. 1In addition, the Hcuse Education
and Labor Coamittee's Nerit Pay Task Force released a report recosmending
@XPeriments in merit pay p:ogrars Tor teachers along with increases in al-
teachers ©Lese salaries.

LEGISLATION

The bills listed below are among those introduced in the 99th Congress to
estaflish or continue programs a&ddressing elementary and secondary school
refors.

H.R. 650 (Hawkine)

American Defense Education ACt. Authorizes funding for local educational
agencies to undertake an as ent of instruction and student achievesent,
4.4 to CArry out plane to improve instruction and achievement in math,
science, comsunication skills, foreign languages, technologGy, and, where
necessary, guidance and counseling. Local agencie3 would be eligible for
Federal payments based on a forsula using the Statevide average per pupil
expenditure. Authorize grants to institutions of higher education for
activities to improve s~ience and math e’*ucation. Among the approved
activities would be su T institutes and workshops in math and science for
teachers and supervisors from local educational agencies, projects to
increase the cApACi“y to address the professional needs of nev and Practicing
tcacher and assistance for exes,/lary projects to attract, retain, and
motivate teachers to pursue careers in precollege path and science education.
Authorizes surveys and a joint report by the Secretaries of Defense and
Education concer:ing educational needs to neet military sangowver
requirements. Introduced Jan. 24, 1985; referred to Committes on Education
and Labor.
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H.R. 747 {(Hewkins)

Lffective Schools Development in Educetion ACt of 19865, Avends the
Elementery end Secondery Educetion ACt DYy inserting e naw title @euthorizing
funding for Stete end loCel educationel egencies to suppor' effective schools
progress. Applicen.s for these l- to J-yeer grents sust ha en effective
sChcols improvesent progres in operetion, end must meet et least helf the
cost of eny ectivity conducted with Federsl funds. In selacting epplicents
for funding, tha Secretery of Ed4cetionh is tO consider the extent 0 which
funds would De used to improve schools in dietricts with the greatest nusbers
or highest percentege oOf eduCetionelly deprived children. An  effective
schools progrem is defined es e progras to promote school-level planning,
instructionel isprov nt and staff{ development! end to increese eCedemicC
schievesment of educationelly deprived clLildren through cerly children
sducetion prograss end the use oOf fectors distinguishing effective from
ineffective scChools. <These fectors ere defined es Sstronj end effective
leedership’ emphesis on besic end higher order skills! sefe end orderly
environsent] belief thet virtuslly ell children can leern/ end continuous
essment ¢f students and progrems. Authorizes $100 miliion fo. FYB6, $110
million for 7187, $120 million for F188, end such sums &8 B:Y De necessery
for rY8é9 end r190. Introduced Jen. 28, 19857 referied to Committe on
Educetion end Lebor. [Similer bi.l: S. 1237 {(ses belov' '’

H.R. 901 (williems et al.)

Secondery School Besic Skills Act. Authorizes grents to locel
¢ducetionsl sgencies with especielly high concCentretions of low-income Yyouth
for more effective instruction in besic ski__.s for economically disedvanteged
secondery school stude~ts. Secondery schools ere eligible for funhding if 20%
or more of their students ere considered low-income under provisions of Title
I {(compensetory sducetion for disedventeged students) of the Zlementery end
Secondery EZducetion ACI. or ere eligible for @ fres lur h under the Netionel
School Lunch AcCt. If, elter two yeers of funding, the racipient does not
demonstrete iBproved ecedesic perforsance by the tergeted secondery school
students or seeningfully decCreese its 4drop out rete, no sdditional funds can
be grented. A one-yeer weiver is possible Authorizes $900 million ennuelly
for rigé through ry9l., Introduced Jen. 2., 198%; referred to C,smittes on
Educetion end Lebor.

K.R. 937 (wyden)

Teecher Werrenty Act of 1965. Amends the Higher Educetion RCt tOo provide
thet institutions perticipeting in the Title IV student essistence Pprogress
euthorized by the Nigher Educetinsn ACt must retrein eny greduste oOf their
sducition schools who reseives en unsetisfectory eveluetion 4in his oOr her
first or second yeer of teeching. <The greduete will be required to pey only
the emount Dy which such retreining costs excesd the emount of Title IV
essistence the greduste received while 4in ettendence @&t the institution.
Introduced Feb. 4, 1985/ referred to Committee on Educetion end Lebor.

H.R. 1352 (Willies rord)

Professionsl Levelopment Resource Center ACt of 1985. Authorizes grents
to locel esduceticnel egencies or consortis of such sgencies to essist in the
plenning, esteblishizg, end opereting >f professione developsent Tresource
centers for teechers. Such centers ere to improve teeching skills through
activitg such s devaloping end 44 ineting curricule, treining teechers,
and dis ineting informetion. The Secretery of Educetion Cen grent 10% of
the funding to institutions of higher ecucetion to operets such centers. The
Secretery is vo ensure thet et leest One cCenter in eeCh Stete will be funded
each yeer. Such Sums es Dey De necessery ere guthorized for FyY8é end the
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succeeding four yeirs. 1Introduced Feb. 28, 1965; refer"ed to Committem oOn
Education ane _"_or.

H.R. 2364 (n 11)

Amends the entary and Sscondary Education ACt of 1965 by inserting in
i.tle 1X @ nev Part A entitled Gifted and Talented Children’s Education AcCt.
Althoudh similar 0 8. 452 {(see Delow), the Dill does d4iffer in some
important re¢spects. For exasple, its annual authorization level i3 lower,
$40 million for mach year in the FYS86-FY90 period. 1Introduced Nay 6, 198S8;
referred to Comsittes on Education and Labor.

n.R. 2538 (Goodling)

Even Start ACt. Authorizes support for msodel adult DasiC education
Prograss that include activities enhancing parents’' ability to prepare their
children for school and to provide an educationally supportive hone
environment. To f.nd these prograss., -the Secretary of Educetion is to
reserve ennually $1 million fros the Adul:c Education Act and $2 million froms
Chapter 1 (compensatory education for disadvantaged children) of the
TduCetion Consclidation end Improvement ACt of 19681 for the p¢ 104 FY¥87
through rY91. Grantees rust provide 25% of progres Costs in the aird  year
O, any program, 50% in the fourth Year and continue tO Operate any effective
progras thereafter. Introduced Nay 16, 1985; referred to the Cosmittee on
Education ard Labor.

H.R. 2557 (Dymally)

Adds & nev title to the Nigher Education ACt to foster school Yyear and
susmertime partnership Detween higher education institutions and secondary
schools serving low-incCome students. Among the <inds Of activities such
partnerships can undertake are pPrograss in which college studen*s tutor hijh
2ChoOl students in DasiC skills; PrOGrams tO LimProve specific subjecCt matter
understanding by high school students; 4and Pprograss tc enhance the
opportunity of nhigh schol' students tO continue their education Aafter
graduatzion or to gecure post-graduation esploysent. The Dbill authorizes $40
aillion for FY86 and such sums &5 Bay De necessary for FY8T through PFY90.
Federal funds can seet only a portion of any program costs (70% 4in first
year, 60% in second, 50% in the third and subsequert Years). Introduced Nay
21, 1938; referred to Committes ¢n Education and Labor. [Similar oill: 5.
1237 {see below).]

H.R. 2840 (Hawkins)

School Excellence and Refors ACt. Authorizes Ggeneral improvement and
excellence payments and refors 2and equity paysents to State¢ and local
educational agencies under specified allocation formulas. General
improvesent and excellence Payments are to be used for attaining educational
excellence and for improving math, science, comsunication, foreign language
and technology instruction. Refors and equity paysents are to De used for
early childhood education, day care., in-service teacher training, d opout
prevention, effective schools and imor vement of SeCORdATY sChoOl pwuSiC
skills instruction. A horiz~d funding level for FYB7 is $2 Dbillion to De
divided evenly Dbetween the two Xinds of payments. Such sums 4&s may Dbe
necessary are authoricZed for the following four (fiscal Yyears. I1troduced
June 21, 1965; referred to Committes on Education and Labor.

S. 177 (Hart et al.)
American Defense Education ACt. Sisilar to H.R. 650. 7Introduced Jan. 3,
1965; referred to Committee on Labor an¢ Human Resources.

S. 204 (Bumpers et al.)

o

¢
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Susanities Excellence and Teacher Training Act of 198S. Authorizes

grants to inetitutaone of higher education fOr euemer inetitutes to enhance
the subject matter ekille of private and pudblic elementary and esecondary
echool humanities teachers. The humanities Aare defined ae Bnodern and
slaseical languages, literature, hietory. and philosophy. Languags arts and
social studies are included for slementary echool instruction. An approved
applicant is to receive an asount squal to not BOre than $3,000, Bsultiplied
Dy the number of teachers {(up to 200) enrolled at such 4institute. Stipende
are to bDe paid by eelih if3titute to PArticipiting teachers. There is to De
at least one ineticute in each State. Introduced Jan. 21, 198S5; referred to
Committes on Lador ané Human Resources.

8. 452 (Sradley et al.)}

Asends the Elementary and $econdary Education AcCt of 1965 Dy ineerting in
Title IX & Part A entitled Jacodb J. Javite Gifted and Talented Childsen's
Education Act. Thie Ppart authorizee funding to State educational egencies
for planning. developing, opereting, and isproving educational Pprograss for
gifted and t nted children. A portion of the annual appropriation ie to Dbe
used Dy the Secretary for diecretionary prograse. For moet Pprojecte. the
Federal ehare of coete i8 to De $0%. The annual authorized afpropriation for
the period rY8s6-FY90 ie $50 willion. Introduced Fed. 7, 1985; referred to
Colllt!;. on Labor and Human Resources. [similar Dbill: H.R. 2364 (zee
edove) .

S. 508 (Sradley et al.} .

Secondary 3chool Saeic Skille Act. Similar to HN.R. 901. Primary
Aifferences are the authorized funding level ($100 million & year for FY86
anu FY07, $800 million & year for FYSE-FY22); the detersination of eecondary
school eligibility (at least 10 poverty~level children 4&ged 14 to 17 ae
defined under Title I of “he Elementary and Secondary Education Act); ana
xinde Of grants authorized {planning, dssonstration, &nd forrila grante).
Introduce. Feb. 2€, 198%5; referred to Committes on Labor and Xv.an Resources.

8. 553 (Domenici)

Education for Economic Security Reauthorization Act. Extende the funding
suthority for the Education for £Economic Security Act (enacted Dby 98th
Congrese to impruve eath &and ecience education 4at the elesentary and
secondary school level) through FY88. Introduced Fed. 28, 1985; referred to
Committea on Labor and Huaan Resources.

s. 3022 (Levin et el.)

Intergeners ional BAucation volunteer Network Act of 1985, Authorizes
assietance to prigrame .eing senior Citizens 4&s VO' 1teers 4in echools to
improve etudents‘ baeic skille, to improve comsunication between schools anda
fasily with edutationally disadv ntaged children, and to 4incredes those
family particj . ation i their aildren's sducation. The Dill authorizze
$6 million for rY86. The annual Aauthorization rises 4in etages until it
reachee $10 eillion in FYS0. Introduced Apr. 26, 1985; resferred to Committes
on Labor and Huran Resources.

s. 1237 (Dnaa)

Children'se Survival Act. Authorizes pProgramss for children, adolescents.,
and feeilises in arees such Aae child care, health, education, nutrition.,
family support., and youth seploysent. Title IV of the ACt expands the
euthorized funding levels for & nusber of prograss including Chapter 1
(conpeneatory education for disadvantaded children) of ths Education
Consolida“ion and Isprovement Act Of 1981 and for the Bilingual Education
Act. Title IV also authorizes & series Of new programs including early
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childhood incentive grants/ the Dropout Prevention and Recovery Act of 1985
(establishes & pationwide syr . t0 report dropout inforeation to State
educational agenciss and the Secretary of Education); the Effective Schocl
Development in Education Act of 1964 (sieilar to H.R. 747, see ebove); and e
pProgree to eupport univereity-high school partnerships (sieilar to H.R. 2557,
see above). Introduced June 4, 1983; referred to Coeeittes on Finence.

CHRONOLOGY OF EVENTS

/A

ADDITIONAL REPFPERENCE SOURZES

Aserican School Board Journal. Nerit pay fo. teachers: worth
another try. Nay 1983.

Cohen, Devid K. end Barbara Neufeld. The failure of high
schoole and the progress of sducation. Daedelus, sueeer
1981.

College Entrance Exaeination Board. AcadeeiC preparation for
college: what studente need to knov and be eble to do.
1981.

Conant, Jaees Bryent. Tne Aeericen high school today. 1959.
Creein, Lawrence A. Asericen education in the 198083 an

argueent for & coeprehensive approach. Kettering reviev.
4inter 1983.

Education Coeeiseion of the States. High school graduation course
requireeente in the 50 States. (no cate.)

Ravley, Willis D. The Paideia proposal: noble aebitions,
false leads, and synboliC politiCs. Education week,
Nov. 24, 1982.

Hodgkilson, Harold L. What's still right with education. Phi
Delta Kappan, Dec. 1982.

Holees, Barbara J. Reeding, science and eatheeaticCs trends:
& closer look. (Netional A ent of Educational
Progress. Education Coae ©.i of the Stetes, Dec. 1982.

Husen, Torsten. Are etandards in U.$. echoole really legging
behind those in other countries? Phi Delta Kappan,
Mar. 1983.

Jaees, Thoeas and David Tyack. Learning froe paet efforte to
refore the high echool. Phi Delta Kappan, Feb. 198).

Lerner, Barbara. Aeerican education: hov are ve doing. The
Public interest, fall 1982.

The NacNeil-Lehrer Report. Grading teachers. Transcript
no. 1697. mar. 30, 1982.
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National Conference df State Legislatures. Survey of 1983 State
efforts to improve education. MNovesber 1983.

Mational journal. Cloudy ecConosics. explosive Politics.
July 9, 19863,

Paseow, A. Harry. Once again: reforasing secondary education.
Teacue's College record, Dec. 1975,

States' refors efforts increass as focus of issues shifts. Education
¥ sk, Dec. 7, 1983,

» scudy of schooling. Educational leadership, April 1963.

Sykes, Sary. Incentives, not tests, are needed to restructure
ta¢ teaching Profession. Education weekx, May 4, 19863,

U.S. Dept. of Education. MNeeting the challenge: recent efforts
to isprove education &cross the nation. Nov. 15, 19863.

——--- Natzonal Center for Educatios Statistics. The Condition of
education. 196) edition.
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Barriersto

Our Children

Excellence: ;

ence: at Risk

Reproduced with the perwfssion of the National Coalitfon of advocates for Students,
o1985 from Barriers to Excellence: Our Children et Risk. p. 1-31.

Discrimination and
Differential Treatment:
The Risk to Children

The National Coalition of Advocates for Students (NCAS) is a
network of experienced child advocacy organizations that
work on public school issues at the federal, state and local
levels.

Our schools have changed significantly in the 30 years since
Brown vs. Board of Education of Topeka (1954). Schools now
enroll more Blarks, more linguistic and cultural minorities,
and more students with handicapping conditions than ever
before in our history, Further, a large proportion of these new
groups of students come from low income families. Yet, the
education of too many of these students is characterized by
low expectations, inferior resources, and differential treat-
ment. The doors to schools have been opened, but hangir
above those doors are signs that say: “Enter at your own risk.
You may not belong here.”

We found over and over again in our inquiry that subtle
forms of discyimination still exist in schools. We leamed about
the daily practices and institutiona! mechanisms that under-
mine students’ self-esteem and work to push students out of
school altogether. One young witness in New York offered this
description of her experiences in high school:

Ihated the scYool. R was overcrowded; teachers didn't care;
Students walked out and acted up and no one did angthing to
help the situation. | never knew who my counselor was, and
he wasn't available for me. In the year that I attended, [ saw
him once about 1 Jorking papers. One 10-minule interview

period. That was all. \fer awhile, I began spending my time
slesping in class or walking the halls. Finally, [ decided to
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hang out on the streets. 1 did this for two years. During this
entire time, I received about three cards in the mail asking
where 1 was. Luckily, 1 always got the mail before anyone in
my family did. That was i. End of school.}

This young woman's school did little to ensure that her
right to an education became a reality. Nor did her school
help her believe in herself and her possibilities or give her
skills she needed. By the time many young people like her
have completed nine or ten years of schooling, they see little
reason to continue. They are inceed getting the message that
“you don't belong here.”
powerful hopes and dreams sustained by their parents’ fierce
desire to see them succeed. In the words of a social service
worker in New York: “The poor in America have only one
legal option to escape poverty and the problems associated
with being poor. That option is education.” It takes a lot to
make students give up their only “legal option.” Dreams of
equal opportunity and access to a good life die hard. But when
students confront the realities of active exclusion and neglect
thatuxstmmmyschools,tlmedmmsbe@ntommd

impetus for intense campaigns %o breathe life into the Amvri-
can ream of opportunity through education. A parent in the
Cleveland, Ohio, public schools concluded her testimony:

Countless children in Ohio don't receive what they deserve
Srom the schools they attend, And because they don't, they
suffer. They suffer humiliation, because far too often they
are blamed for not learning, even though they're stuck in a
situation where the deck is stacked against them. They suffer
lifelong poverty, for they 're not equipped to break out of the
tration of goals never met and dreains never realized. And we
continue to ignore the overwhelming toll of human suffering
that is paid each day that we fail to act to correct these. . .
inequities.}
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Throughout our inquiry we felt an increasing sense of
anger and frustration at the wastefulness of our schools. Our
schools are discarding too many young peaople; our society is
losing too much potential. It is a wasie we cannot afford an<;
must refuse to tolerate.

Coincidentally, we reached the mid-point of our study at
the same time that reports about the “tidal wave of reform”
sweeping the nation’s schools began to appear widely in the
national press.* From that time on, many students, parents,
educators, and advocates who came to our hearings expressed
frustration that these reports of school reform paid little atten-
tion to issues of educational access and equity. For these wit-
nesses, no talk of reform was responsible without a commit-
mmmmmummwm

gation, equitable allocation of resources, and sex equity within
our schools.

Policymakers at many different levels talk of bringing
excellence to the schools and ignore the fact that hundreds of
thousands of youngsters are not receiving even minimal edu-
cational opportunities guaranteed under law, In the current
climate of educational reform, many obeervers have assumed
that past legislative actions have achieved access and equity
for students in our schools. With: these matters taken care of,
they believe, we can now tum attention to the distinct and
separable issue of quality.

All of the parents, advocates, students, and school practi-
tioners who spoke with us realize that existing legal mandates
supporting access and equity only lay the groundwork for
change. They know that concerted efforts to implement the
intent of these mandates must continue if we are to turn the
promise of educational opportunity’ into services and
programs that meet student needs and raise student achieve-
ment. And they told us often that these mandates are being

In this chapter we focus on each of the groups of students
who are most at risk of not receiving a high quality education;

L15




“Chemistry in a poor scheol Is virtually a different scienze
from chemistry in a rich schoel. ™

It is still true in America that the income level of a child’s
family is a major determinant of the quality and quantity of
education that child receives.

¢The average child from a family whose income is in the top
quarter of the income range gets four years more schooling
than the average child whose family income is in the bottom
quarter$

eMany school districts allocate substantially fewer dollars to
schools in poor and minority neighborhoods. The disparities
among schools within a district are often just as great as the
gap between low-income urban and rural districts and affiuent
suburban districts within the same state.”

eStudies of classroom interactions reveal significant differences
in teacher expectations and behavior towards students based
on the social class of the students.*

¢Of the more than 40 miltion public school students, between
20 and 25 percent were eligible for Title I programs in 1980-
81, Only about half of those eligible actually received services.?

From the minute they walk into school, many low income
students get the message that society does not really care
about their education, that schools expect litile from them.
The combined impact of decaying physical plants and a scar-
city of classroom materials and educational resources under-
mines their motiv~tion and self-esteem. Such is the discourag-
ing picture of the schools which many students, parents, and

Class
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Expectancy as a belef or
prediction of children’s
success or fallure has a
real effect ou how well

they do.
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teachers presented to us. A teacher in New York related
this portrait cf conditions confronting him and his students:
We have not had working bells since December 1982. This
has had a disastrous effect on a system coordinated by bells.
The student restrooms, when working at all, did not have

fo obtain. Paint is peeling. . .1

In Massachusetts, one teacher reported to us that when
she tried to get enough textbooks for all of her students, she
was told to have students share the books because half her
class will ieave anyway. Still another teacher, whose job it is to
teach writing, told us of her school’s policy to hand out half-
sheets of paper to students, no matter what the assignment.
She did not understand how she could expect her students to
complete serious writing assignments if the initial message to
them was they would not have more than a half-page worth to
say. Science equipment, we learned, is obsolete or nonexist-
ent in many of the schools serving large numbers of at-risk
students.1!

It is more than unequal resources that makes educational
quality so different for children of different income groups. In
our hearings, we heard about daily, entrenched practices
which discourage low-income students and undermine their
self-esteem and ultimately their performance in school. These
practices are harder to measure than such factors as dollars
per student, but they are ey to our understanding of the
damage that resuits. As one Boston parent commented:

There is a genius in every one of us, but if we keep telling our
kids they are dummies, by middie school they will feel dumb '?

Her comments were un . 2rscored by the testimony of an expert
on expectancy research who reminded the panei that:
Expectancy as a belief or prediction of children’s success or
failure has a real effect on how well they do. . . .»*

A number of key studies have highlighted the dramatic impact
of teacher expectations on performance of students in the
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classroom. Research has documented the spec.al potency of
cl> s background, as well as race, in determining teachers’
pe.ceptions of and behaviors toward children. According to
these #rfies, teachers often adiust educational goals, teach
different material, and rew~~d or punish behavior differently
by class 2s well is race.*

A key finding from cxpectancy studies is that teachers of
low-income childres: tend to emphasize rote leaming and
minimige discussic and i~teraction on cognitive issues. They
display litte tolerance when low-income children ask que:-
tions that are “beside the point.” Middle-income children, on
the other hand, tend to have their questions taken more ser-
iously. One study documented a first grade classroom in which
the teacher divided lower ind middle -lass students into
and then o according tn the different approaches
described ab

Suchea  _..vatial treatment has a long-term effect on
a student’s scuooling. First or second grade children who are
tracked by teachers’ judgments of reading and arithmetic 2bil-
ity or by some testing mechanism will likely remain in the
assigned track for the duration of their schooling.!® In the cur-
rent climate of educational reform, low expectations for and
differential teaching of low-income students also place them in
considerable jeopardy. As an expert witness on this subject
reminded us: “High expectations are being confused with high
standards, which children are dared to jump over.” If
schools set high standards and simultaneously communicate
to students that they do not believe they can meet those stand-
ards, many children will certainly fail. This is, in fact, a self-
fulfilling prophecy.

Other studies show a strong positive relationship of low
income both to low scores on IO tests, grades, and college =n-
trance examinations, such as ... Scholastic Achievement Test
(SAT), as well as to the cumulative years of schooling at-
tained.!® Must Americans prefer to believe that America’s
uniqueness as a society is its ubility to reward people for their
talent and ability. Consequently. this correlation is often
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ignored in public policy debates. When it is addressed, policy-
makers often blame deficiencies in family life styles for both
fow income and low achizvement.

Vast numbers of low-income children performing below
grade level were a cause of public concern during the War on
Povety of the mid-1960s. Title I of the Elementary and
Secondary Education Act of 1965 made federal dollars avail-
able for compensatory education services in reading and math
for these children, and targeted funds specifically to schools
serving large numbers of children from low-income families.

By 1980, Title I provided compensatory education ser-
vices to over five million children, 70 percent of whom were in
elementary schools. Over half the students served were White,
nearly a third Black, and the rext “Spanish surnan.:d,” or
other.!? Yet, even at the peak of fec'eral support and enforce-
ment, less than half of those eligibls were served.® Since
1981, overall services have been reduced. In real dollars, the
program has suffered a 20 percent cut in funiing®! Even
fewer children in need of services are being helped.

This erosion has occwred despite research findings which
indicate: that the Title | Program contributed to the improve-
went of educational achievement for low-income students and
reversed the impact of low expectations, inferior materials and
resources, znd overcrowds1 classes. In addition to evidence of
achievement gains gath . | in Title I evaluations, the Nation-
ol Assessment of Educe.ional Progress in 1981 showed
dramatic increases in reading scores for disadvantaged stu-
dents over the past ten years. Most impressive were reading
level gains among Black elementary school-age and 13-year-
old students, which reduced the gap between Black and White
students by 40 percent. Reading experts cited federal aid for
reading instruction in elementary srhiools as a vital factor in
these gains. Similar patterns were evident in mathem:tics.32

A serious commitment to closing the gap between low-
income and high-income students demands the expansion of
Title L. Every eligible elementary school child should have access
to this program. In addition, the program should be available
in more secondary schools, where the challenge of adapting to

119



114

diverse student populations has not been adequately met.
However, in the past several years, decision-makers have
chosen to ignore both the success of this program and the
educational needs which continue to require aftention.
Instead, under the “new federalism,” Title | aid was cullapsed
into Chapter | of the Education Consolidation and Improve-
ment Act of 1981. Chapter 1. weakened targeting require-
ments, removed previously required parent advisory councils,
climinated many other accountability requirements, and sub-
wmmmmmnm
Children’s Defense Fund noted in its 1984 “Children’s Defense
Budget™:

I took 17 years and nine major amendments to (itle Ito
create a system at the federal, stute, and local levels that
could safeguard the educational benefits of remedial instruc-

neighborhoods.
Now legislative and regulatory changes, budget cuts, and the
memsmmm»mw
carefully woven fabric of this program.®

Title | was never enough, but it was a constructive aitempt
to reduce high correlations beiween standard measures of
educational success and family income of students. It implied
a concern for faimess inherent in our system of public edu-
cation.

“The Brown decision was the first step in an extended loy-
away plan that has et to eliminate the vestiges of past
discrinsination or dismantie completely the system of duol
remains a goal. "t

mrtyywsd\ettln&xpmneComdeclaredumtlndoc-
trine of “separate but equal” had no place in schools, racial
discrimination remains a serious barrier to quality education
for Black children.
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#62.9 percent of Black students attend predominant!, minority
schools.®

*Only 8.5 percent of all teachers are minoritics.?¢

*Black children tend to drop below grade level expectations in
elementary school and fall further behind as they get older.?”

oAt the high scheol level, Blacks are suspended three times os
often as whites; while minority students are about 25 percent
of the school population, they constitute about 40 percent of
all suspended and expelied students.»

*The national drop-out rate for Blacks in high school is nearly
twice that of whites,?®

sBlack students arz more than three times as likely to be in a
class for the educable mentally retarded as White students,
but only half as likely to be in a class for the gifted and
talented.

Such statistics creatz a composite portrait of inequatity and
discrimination in the education of Black Americans.

In Atanta, where we ccnvened a hearing on the thirtieth
anniversary of the Broum decision, witness after witness told
how current reality has fallen short of their hopes and ideals.
May 17, 1954, was, in the words of the Southeastern Regional
Director of the NAACP, “a day of jubllee for Black Ameri-
cans.”® It was viewed as a crucial victory not only in the
struggle to obtain equal access to quality education, but also
as a necessary step to first-class citisenship, to the end of seg-
regation, Jim Crow, and denial based upon race.

Thirty years later, segregation by race and social class
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ship Conference Task Force on Education said in his reap-
praisal of the past three decades: “We did not understand that
neither desegregation nor integration is a guarantee of equal
access to education, or the elimination of discrimina-
m ”ll
Oﬂidipolidumdpncﬁeuﬂntmlth\mlﬁum
in our nation’s schools have undermined 30
years of efforts on behalf of desegregation. The most compre-
hensive description of resegregation was provided to us by
representatives of a Task Force in Champaign, Illinois, that
had been given a mandate to study the educational status and
needs of Black youth in that community. Interpreting this
mandate broadly, the group investigated cumulative effects on
Biack students of resegregation occurring inside schools and
the contine .ng lack of employment opportunities outside
schools. The education of Black children, they (old us, suffers
from:

vaﬂnlnmbwolmdhsdmladm;m

m&mwmmcﬁm
staff members who do not know or exhibit appreciation of
values inherent in Black culture; interactions with many staff
members who communicate low expectations for their be-
havior and achievement; and, the destruction of hopes that
comes from living in a community in which Black unemploy-
ment is high and a genera! feefing exists that adult oppor-
tunities for success are limited

Throughoit the country, Black parents, educators, and
advocates provided illustration after illustration of these grim
realities. Ostensibly fair policies, we were told, often resulted
in differential treatment and unfair outcomes. We heard about
desegregated schools in which tracking and sorting policies,
based on grades, test scores, student selection, or a combina-
tion of tixse criteria, resultea in upper level courses that are
90-100 percent White and lower level courses that are 90-100

We beard about
desegregated schools in
which tracking and sorting
policies...resulted in upper
level courses that are
90-100 percent White and
lower level courses that
are 90-100 percent Black.
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percent Black.® Such situations contradict the meaning of a
desegregated education.

Of particular concer to many of those who spoke with us
were disciplinary practices and policies that result in punish-
ment and smpension of disproportionate numbers of Black
students. Too many teachers and admi.detrators, our wit-
s told us, expect that Elack childre.s will cause discipline
problems. The result, as a witness from the Long Istand Advo-
cacy Center pointed out, is the “prevalent attitude that while
troublesome Black studen’s do not belong in the district,
troublesome White students can be handled.”* Given this
atitude, it is easy to see how small incidents can quicldy
escalate into large problems.

Disciplinary policies 3t many schools contain vague terms
and do not separate serious offenses, involving violent behav-
jor, from “trivial-but-aggravating” ones, such as students
chewing gum, or coming late to class.”® Usually, it is the
teacher who interprets student behavior and that interpreta-
tion may be racially biased. A-dministrators who receive these
classroom refervals from teachers too seldom question them.
Judgments about appropriate school behavior, on the part of
both teachers and administrators, are influenced strongly by
the values of the dominant culture. The dean of a high school
in Rochester, New York, who had become involved in a study
of disproportionate suspension of Black males, reported, for
example, that in Rochester a hair pick was considered a
potential weapon. Thus, students who were carrying a pick in
school could be supended. >

Cultural assumptions may also lead to misinterpretations
of student behavior. For example, some teachers, we were
told, become angy f students do not look into their eyes
when they are talking’ to them, but Black students may have
been taught at home £ respect is shown by looking down or
away. As a superintendent in southern Louisi.na pointed out:
“The disrespect white teachers rezd into the actions of Black
students may not have been that at all.”»

The Chairperson of the Project to Monitor the Code of
Discipline in Bo . Massachusetts, reported that during the
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first two years of the new discipline code, a disproportionate
. number of those suspended were Black, mostly for being “dis-
ruptive” in a class.?® The use of such difficult to define teyms
in discipline codes means that many different behaviors are
open to broad interpretation as punishable offenses. The
result is that minority students are suspended far more often
for discretionary or “friction” offenses than their majority

It became clear to us in our inquiry that suspensions are
used extezsively in some schools with little evidence that this
is an effective technigque for encouraging good discipline. This
practice also raises questions “oout how seriously schools
value academic instruction. Students who are not in class can
hardly keep up with an academic program. The detrimental
effect on the education of a student who is suspended is
obvious. One Bastoa parent told us:

Suspension means kids are outside on the street, ready to
fight. R makes no sense, for example, to su~+nd a kid for
alcohol or drugs and then offer no alcohos or drug program in
the school.®

The use of suspensions m public schools is frequent, but
few suspensions are for dangerous behavior.! From our wit-
nesses we learned of school districts in which out-of-school
suspensions are frequently used for class culting, tardiness,
and truancy, despite the fact that this punishment does little, if

. anything, to deal with those symptoms of limited motivation. A
witness who woriks with truants in New York City stated the
suspension issue quite simply: “The more days of school one
misces, the further behind one gets, and the harder it is to go
back and keep going buck."® Suspension is not an appro-
priate or effective tool for brepking this cyde. Yet, in mauy
communities, those students who already feel most alienated
from the school environment are told to stay out.

In practice, the proportion of disciplinary referrals a:d
suspensions for Blacks are often highest in newly desegre-
gated schools. As was noted in the comprehensive Vanderbilt
University study of desegregation:

124

s T b

%&n a



L T
. o

SR TR T,

By the simple act of
earoliment in public
school, Black children are
placed at risk of being

mentally retarded.
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The increase in minority suspensions following desegregation
may occwr in part because minorNy students are more often
moved info previously white schools than white students are
moved info previously minority schools. Minorily s.udents are
thus required to cdapt or to assimilate into a different
culture ©

The consequence may be that these students feel unwelcome
in an educational environment in which they are neither
respected nor fully included.

Misclassification of large numbers of Black students into
special education classes for the mildly m.ntally handicapped
was also of concern to our witnesses. The same dynamic iden-
tified with “handling Black students” that we found to under-
Kz discriminatory discipline also contributes to the removal of
a disproportionate number of Black students from regular
classrooms and their overplacement in special classes. As one
witness put it, the operating procedure in many schools seems
to be “if we can't control, we sort out.”%

By the simple act of enrollment in public school, Black
children are placed at risk of being inappropriately labeled
mentally retarded. Nationally, Black students, most of them
male, are placed in classes for the mildly mentally refarded at
arate move than three times that at which white children are
similarly placed.* This is a serious mater, for labeling a child
retarded permanently aiters that child’s status before society,
profoundly limiting opportunities for future education and em-
ployment. One careful study of children in classes for the edu-
cable mentally handicapped (EMH) showed that many had no
serious intellectual deficit but had been placed in such class-
rooms because they created discipline problems within the
regular program.* We fear that in many schools, a system
created to ald students with special leamning needs is being
subverted into a mechanism for race discrimination.

When student populations in such categories as “emo-
tionally handicapped,” “educably retarded,” “learning dis-
abled,” “speech impaired,” and “neurologically impaired” are
analyzed, a dramatic over-representation of Black students is
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discovered.¥? Although full parental understanding and in-
volvement in the classification process is legally required
under federal regulations, the parent of a formerly misclassi-
fied child in Chicago described a quite different reality:

1 was told that my boy would be lested to see where the
teacher nesded 80 start working with him. I was never told
that he was 1o be placed in a class for the mentally retarded....
That blue slip is reallly a one-way ticket lo emotional and edu-
cational death for many childven. R scys to a child you are
retarded.’ & says 10 a child, ‘you are lost."®

At the same hearing, the chairperson of the Council for Dis-
ability Rights in Chicago pointed out that -esearch on mental
retardation indicates ¥ non-discriminatory testing methods
are used, no move ti ~ 1.25 percent of any racial group will
aﬂmesmt"'Ydhlmmewnﬂ
rate for assignment of Black students to classes for the .ien-
tally retarded was 3.35 percent, the same & it was in 1970.%

Throughout our inquiry we were struck by the gap
between the discrimbsatory practices and policies that exist in
many of our schools and the models of fair disciplinary codes
and nondiscriminatory acsessment procedures that some ad-
ministrators, teachers, 2nd advocates have developed and
tested, We know that if fairness for all students exists in some
schools, faimess can exist in ali schools. If more school sys-
tems adopted such modeis, some of the immediate harm being
done to Black students could be reversed. The wide gap
between what is known and what is used leads many members
of our Board to share a conclusion drawn by one Black parent
who spoke with us:

There is no doubt in my mind that the main reason tha! our
children are overiooked ard discriminated against by denyjing
them the right to a quality ed.cation is the racism that exists
in this country.»
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“To keep a peopie ignorant of the most precious past of
their heritage is to debilate people.” "

Stdents whose cultural and linguistic backgrounds are differ-
ent from the dominant culture of the society do not yet have
ﬁnﬂmhmﬂhye&:ﬁm.hﬂnnﬂksdmlmﬂa-
tion changes to include an increasing percentage of students
who speak a first language other than English, cultural dis-
crimination undermines the education of more and more
children in our public schools. Although the overall extent of
cultural bias in the schools is difficult to measure, there are a
number of indicators that underline the seriousness of the
problem.

mm«mdmmumwm
lishpmﬁdatﬂndalsmdﬁvemumeinmfomof
special programming responsive to their linguistic needs. *

ein 1980, only 10 percent of Hispanic children with limited
English proficiency were in bilingual programs.

mmmmmmmmm
out rates as high as 85 percent for Native Americans, and
between 70-80 percent for Puerto Rican students.

‘Manyhtboolsmﬁnalhnlyblued,boﬂnhdurm

tation of material and in their omission of material on the
aﬂhm.ﬁwy,oudievmuofmofﬂlenﬁomlad
cultural groups represented in our schools. %

oNearly 25 percent of all public school teachers in the United
States had students with limited English proficiency in their
classes in 1980-81; but only 3.2 percent of those teachers said
they had the academic preparation or language skills to
instruct their LEP students.”

The operating assumption in many schools we heard about is
that different backgrounds and languages constitute deficits to
ummmmmwummhmmmy
administrators and teachers neither understand nor appre-
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ciate cultures different from their own. According to several of
our witnesses, multicultural education is often nothing more
than making masks and celebrating holidays.

Furthermore, many school systems are unable or unwill-
ing to implement affirnative action policies that would diver-
sify the teaching and administrative staff, including persons
more representative of the racial and cultural minorities
served by the schools. As a school desegregation officer said in
Boston: “We must have multicultural models in the schools if
we are to shatter the myth of minority inferiority and white
superiority. . . . Children have to function in a multi-cultural
world.”®

Surprisingly, few school systems have made significant
investments in revising curviculum o reflect the variety of cui-
tures in the nation and in the world. Witnesses told us of
Native American children sitting through lessons about
“taming the frontier” and of Columbus “discovering Amer-
ica”: of world history texts which devote no more than a few
paragraphs to Africa; of Asian history courses that treat “all
Japanese, Chinese, and Filipino people, whose histories are
all different and all need to be told” as if they were one; of
schools in the Southwest which teach the history of their
region with lithe more than a cursory look at its rich pre-
Angdo culture.® Such accounts reminded us again and again
of how devastating it can be for students to attend schools
which “disconfirm rather than confirm their histories, exper-
jences, vl dreams,™®

The high drop-out rate among cultural minority groups is
an indicator of the degree to which our schools are failing to
meet the needs of cuitural and linguistic minority students.
The national drop-out rate for Native Americans, for example,
averages 48 percent. However, drop-out rates as high as 85

~entatives of the state’s Native American communities investi-
gated why so many Indian children fail to complete their
ochooling. Their findings describe multiple forms of discrimin-
ation experienced by these children:




In Chicago and New York,
studies of several

predominsatly

Rican high schools have
revealed attrition rates of
70 to 80 percent.
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- - - Some coumselor , have discouraged Indian children from
either staying in sc 200l or returning to school after dropping
OUl. . . some teaciers are not sensitive enough in dealing with
and understanding the Indian culture and values, and convey
the message, either knowingly or unknousingly, that Indian
children do not belong in the classrooms. . . some teachers
simply ignore budion children in the classroom and have little
concern over their atlendance and school work.%

This lack of respect, along with a disregard for students’
languages and cultures in many schools enrolling Indian stu-
dents both on and off resexvations are contributing to the dis-
appearance of tribal languages and identity. At the same time,
they are having a devastating effect on school achievement
and retention. To continue to ignore such issues is not
acceptable,

Accurate national statistics on drop-out rates of other cul-
tural minorities are difficult to obtain. We were 1eminded by a
number of witnesses in San Antonio, Chicago, and Seattle
that such culturalfinguistic categories as “Hispanic” or
“Asian,” which schools use to collect vital information on stu-
dent enrollment, attendance, discipline, achievement and
retention, obecure the reality of what is happening to those
most at risk. A 45 percent drop-out rate for “Hispanics,” for
example, may be a 70 percent drop-out rate for Puerto Ricans
in the district, averaged with a 20 percent drop-out rate for
Cubans or other Spanish speaking peoples. In Chicago and
New York, studies of several predominantly Puerto Rican high
schools have revealed attrition rates of 70 to 80 percent. 3

The lack of bilingual education is another symptom of our
schools’ failure to address the needs of cultural and linguistic
minorities, and was of particular concem to the Puerto Rican,
Indian, and Chicano parents and educators who spoke with
us. As the President of the National Association for Bilingual
Education said in our Southwest hearing:

Many schools are not assessing the special needs of language
minority students. They are not assessing the English lan-
guage proficiency of these children, much less the home lan-
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guage proficiency, as a basis for planning programs and
providing services.%*

This witness also testified to measurable educational gains for
students with limited English proficiency who are exposed to
well-implenented bilingual programs:

These gains, documented in local and statewide evaluations,
include improved academic achievement, reduced rates of
school drop-out and student absenteeism, increased commu-
nity involvement in education, and enhanced student self-
esteem ™

An account of the v ue of such programs was provided to
us by the former principal of a school in New York who was of
Puerto Rican background. Working with a group of parents,
he had instituted a program in which both Spanish and Eng-
lish were used for instruction purpnses:

School absenteeism was reduced; our pupil holding power
increased. Iif 1 had had this opportunity as a child, my parents
could have been helpful to me in my early formative school
years—certainly | would have been proud of my heritage

my growth without me as the transiator . . . %

An Assistent Superintendent in Holyoke, Massachusetts
told us of a plot program in “two way bilingual education”
which was successfully increasing educational access for limi-
ted English speaking students and providing an opportunity
for English speaking students to learn a second language and
learn about another culture.§7 A «* nilar “bilingual-bicultural”
program was described to us b an advocate from Center,
Colorado. The result there tor .«d been increased achieve-
ment for all students in the school *

The paucity of bilingual education programs indicates
how far most school districts are from viewing the diversity of
student languages and cultures as a potential strengtis for the
students themaelves and a resource for the school community
as a whole. As one Board of Inquiry member pointed out
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during a group deliberation, “Students who speak Spanish are
viewed as having a disease that must be treated.”® Indeed,
many states and school districts have made neither adequate
financial nor programmatic ~ommitments to bilingual educa-
tion. Even where programs exist, they are underfunded and
understaffed, and sometimes staffed with teachers who are not
proficient in the native languages of the students. The result,
as one parent in Boston told us, is that “our children do not
learn Spanish or English.”

At a time when we perceive widespread public agreement
with the national call for “every American public school
student to have the opportunity to acquire proficiency in a
second language,™ it is particularly ironic to find a wavering
public commitment to bilingual education. Foreign language
leamning is seen as a privilege sanctioned for White collcge
preparatory students, but knowledge of a foreign language is
considered a liability for students who do ot speak English at
home. As one Puerto Rican administrator said to us: “The only
ones that will emerge from the schools bilingual are the A1glo
children. A natural language resource will be lost."”?

The federal role in support of bilingual education has
been ambiguous at best. The Bilingual Education Act of
1968 (Title VI of the Elementary and Secondary Education
Act) provided funds to school districts to establish mode! bi-
lingual education programs, on a volhuntary basis, that
responded to linguistic and cultural differences of children
with limited English proficiency, most of whom were Hispanic.
These programs continue to be inadequately funded.

In 1970, the Office of Civil Rights of the Department of
Health, Education, and Welfore ruled that school districts
serving children with limited English proficiency were
required to provide special programming that would allow
them to participate effectively in the educational programs of
the district.™ These requirements were seldom enforced. Forrr
years later, in Lau vs. Nichols, the United States Supreme
Cowrt affirmed this same obligation, requiring school districts
to provide some form of special programming responsive to
the needs of children with limited English proficiency.”® In the
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same year, the Congress passed legislation consistent with the
Lau decision, and a year later HE.W.'s Office of Civil Rights
issued Lau guidelines, describing how school disiricts were to
comply with the Supreme Coust decision and with federal Law.
The federal government, however, has never aggressively
enforced these guidelines or the subsequent agreements in
which school districts conscnted to provide bilingual educa-
tion. The outcome is that most school districts provide mini-
mal bilingual services, and students consequently have little
access to programs which respond to their linguistic and cul-
tural backgrounds. ™

Throughout our hearings, the witnesses who spoke about
this issue agreed on the fundamental need for all children to
become proficient in the English language. Controversy does
exist over the best way to accomplish this goal. However, the
unspoken challenge inderlying this controversy seems to be
whether ours will be a society in which cultural differences are
respected and opportuinities e unlimited.

“, . . [iork back upon my high school days and | can
truly say that I was chested. | had ne career counseling,
wound up studying something | already knew how o do,
and left school with fosw marketabie job okills.” ™

Women face considerable educational and economic discrim-
ination. By the time they reach young aduithood, females are
often at a disadvantage relative to males in basic skills, in
academic options and aspirations, in vocational and career
opportunities and in anticipated economic security.

oMales and females achieve equally in most majo: subject areas
at age nine; by age 13, females begin a decline and by 17 end
up behind males in math, reading, science and social studies.”

¢ Vocational education programs remain overwheimingly segre-
gated by sex, with females clustered in those programs that
prepare them for the lowest paying jobs. Females comprise 92
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percent of those studying to be secretaries, or cosmetologists,
but only five per=ent of those in electrical technology.™

oWomen are less likely than men to complete four years of
coliege; they are much less likely to continue through higher
levels of education and obtain doctorates or professional

degrees.™

oAt all educational levels, women have higher unemployment
rates than men. ®

o Women college graduates on the average earn less than men

with an eighth grade education. The average woman worker

*  carms about 69 percent of what 2 man does, even when both

The group of young . work fill-time; minority women earn less than any uther group
women who com'azetobe  Of worker ™

the most discriminated *Pregnancy is the major known cause of dropping out among

aguinst, both in school-age females. Three-fiths of women at or below the
educational sad poverty ‘evel were high scheol drop-outs.®

employment opportunities,

are those who become The group of young women who continue to be the most

mlnluﬂhym discriminated against, both in educational and employment
opportunities, are those who besome parents before they are

- 18. The director of a teenage pregnancy and parenting pro-

@ram in Seattle, Washington saw teenage pregnancy as the

beginning of “a life pattern of lost educational opportunities,

. mml&.mmm.mmm

Alescents in the United States have among the highest
preg - rabes of any developed nation in the world.** The
exper.. .« spoke with offered a number of reasons for this,
« and some suggested school-related causes. One witness cited

. studies that-have concluded that young people who are poor

- achievers In school and who have low educational aspirations
ase more likely to be sexually involved and therefore at risk of
pregnancy. “. . .1 an  adolescent girl feels that she is not
going to be a high achiever and that there are no jobs or
opportunities for her, she may decide that having a child at
age 16 may not really disrupt her life.”
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Many pregnant school-age women drop out of school.
National statistics based on self-reporting indicate that 23.4%
of the females who drop out of high school do so because of
pregnancy.® Our witnesses testified to percentages as high as
50% or 60%. A number of witnesses noted how little is done
in most schools to retain or bring back pregnant or parenting
teens either in terms of providing support services or making
the school climate more welcoming. As one presenter testi-
fied, “Even if she is granted medical maternity leave, she will
probably fall behind in her studies. . .because home tutoring
is not readily acressible and schools for pregnant girls do not
have a full curviculum.”®

Lack of day care also appears to be a principal reason
teen parents have difficulty returning to school. With child
care sporadic or uncertain, many of those who do retum can-
not meet the attendance requirements and end up suspended
from school.®® The director of a continuing education pro-
gram for girls in Michigan noted that “teens retuming to
school after delivery fear being judged immoral, delinquent, or
promiscuous by school personnel.” Already frightened at the
prospect of “being different” and of not fitting into a class-
room situation, these young women “will very likely lose heart
and stay at home.” As a social worker in Chicago put it,
“when there are problems with re-registering and when ad-
ministrative officials at the school are not supportive, it is hard
to feel wanted.”* She went on to describe what is likely to
happen after the pregnant or parenting teen drops out:
Failing to return lo school forces her info a cycie of preg-
nancy, poverty and dependency. Chances of a second preg-
nancy are very strong. Two babies make her a permanent
statistic on the welfare rolls. Even ¥ a job opened up she
wouid not be skilled enough to take & or able to leave her
babies. . . . Already poor achievers, many girls are not
equipped to enter a jobs program because they cannot handle
simple reading or math.

In effect, our schools have all but written off this popula-
tion of young women. Having allocated few resources
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designed to prevent pregnancy, schools offer little help once a
student becomes a young parent. Inflexible institutional pro-
cedures, stigmatizing attitudes, and a lack of support services
all represent barriers to thousands of young parents who
might complete their education if the schools reached out to
them.

For the majority of female students, differential and dis-
criminatory treatment takes more subtie forms. In elementary
and secondary schools, females often face low and stereotyped
expectations on the part of teachers, administrators and
counselors, and they are frequently confronted by biased texts
and curriculum materials. Enrollment figures for females are
not comparable to those of males in non-basic math and
science courses or computer courses. Over two-thirds of the
students taking computer courses are male; and most of the
females who are enrolled are clustered in beginning classes.”

These patterns cannot be explined by gender differ-
ences in inteiligence. Rather, they scem related to the absence
of female role models in math and science within and outside
of school and to expectations projected by the adults closest
to them. Viewing most courses in math, science and computer
sclence as unnecessary for traditional female career paths,
teachers, counselors, and parents often discourage females
from enrolling. Enroliment figures for girls in nontraditional
vocational education courses and programs also continue to
be extremely low. Particularly in low-income urban areas, the
quality and kinds of training girls receive before entering the
workforce operate on old, stereotypic assumptions about
women's work.

Even more resistant to change than sex-stereotyped enroll-
ment patterns are the daily, classroom interactions between
teachers and students. Recent observations in elementary
school classrooms indicate that boys receive more teacher
attention than girls in every category of classroom interaction:
active instruction, listening, praise, and punishment. More-
over, boys receive most of their negative feedback for nonaca-
demic behavior and most of their positive feedback for
academic performance, whereas girls are most likely to receive
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negative feedback for their academic work and positive feed-
back for nonacademic behavior %

Young women attending vocational programs have exper-
ienced interactions that—at the extremes—can be most accur-
ately labeled sexual harassment. A study conducted by the
Full Access and Rights to Education (FARE) Coalition in New
York quotes both vocational principals and teachers making
derogatory comments about the young women in their
schools. A female student noted that many girls respond to
such official treatment, as well as to the attitudes of male stu-
dents, by “skdpping classes and eventually leaving school.™

Sex-related pattems in classroom interaction are further
reinforced by sex-stereotyped presentation of females in many
school texts. While we examined several studies which noted
progress in the inclusion and presentation of females in
school texts, these studies still concluded that texts continue
to present many stereotyped images. Females, like minority
groups, find neither their experiences nor their history or
contributions adequately Aol

Since 1981 the situation for females in the schools has
worsened. Title IX of the Education Amendments of 1972,
which specifically prohibits sex discrimination, inchuding dis-
crimination against pregnant teenagers, in schools and col-
leges receiving federal money, has not been adequately en-
forced. Federal funding for projects promoting educational
equity for women provided through the Women's Educational
Equity Act of 1974 has been reduced or diverted. With federal
leadership in this area waning, most school systems have
responded to fiscal and political pressures by taking care of
“curriculum basics” and cutting back on all other priorities. In
school systems across the country, sex equily coordinator
positions have been eliminated and newly-developed women's
studies materials and other non-biased curricula and syllabi
have been left on the shelves. The statement made by a Massa-
chusetts vocational school principal seems, unfortunately, to
be prophetic: “All these initial energies have been spent
cracking the wall. . . .If we stop now, the effect will be to seal
up that initial crack and thus waste all of the initial effort."™

Title IX...which
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“In November, 1975, when the Education for All Handi-
capped Children Act was emacted into law, wehad finally
reached the ultis:ate objective for education ina
democrecy: Zero reject.. . ” %

Public scho *- now include over one half million more stu-
dentswithhmdicappiruoondiﬁomthantlnydidinlws.ﬂn
yeuh:blichwﬂ-l&(l‘ln%mﬁonforﬂlﬂmdiapped
ChildrmAct)mlmplmud."Amaioncoomplishmentof
mrtmddﬁmmwhowedformanyyemm
ensure educational services for handicapped students, PL 94-
lu.:lwwlu\SecﬁonsmdﬂleRehabﬂihﬂonActoflm.
requimﬂntallchildrmreceiveafreeandapmpﬁmpubﬁc
educadon.lnspiteofleﬁshﬁonrequiﬂmﬂnad:uﬁonof
children with special needs, serious problems continue to
plague the special education system,

oSomchildmnwiﬂlspecialneedsmnainunwved.Acwrding
toﬂnOﬂioeofCivilRightsEiemmhrymdSeoondarySchool
Surveysole&)mdlm.betweens.Gand&4percentof
mldenumedimmvlcummtnaivimmem."

o[asemmbmofpoormdminoritymdenummisdmi-
ﬁed,exdudedﬁomﬂlemaim.‘am.mdwmbyphce-
mmtiv-dmuforﬂ\enﬂdlymtallymded.lnlmm,
3.35mud8hckmwl.06mtofwmte
students were assigned to such classes.”

ow&mmwmmmhﬂm
reaiize the goals of Pu, 94-142. For cxample, classes for the
educable mentally retarded are often characterized by
extremely low expectations and poor achievement out.
romes.!®

not served in the least restrictive

Some service delivery problems reflct difficulties with the
speclaleduuﬂonsymitsdf;oum.amwappuﬁmm
bespechledmaﬁonpmblms.w:tslmﬁeomhminﬂn

*Because of problems in service availability, many students are
settings.
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regular edr-zation system. Paradoxically, two of the most
troubling sets of problems represent the reverse sides of the
concern about access. Some schools, for example, fail to pro-
vide appropriate special education services for all those child-
ren who need them. At the same time, many school systenss
have placed large numbers of students who have leamning diffi-
culties but who are nof handicapped in categorical programs
for the mildly disabled. We heard testimony about both kinds
of problems at our hearings.

When PL 94-142 was passed, Congress assigned high
priovities to identifying and serving out-of-school handicapped
children and youth and to meeting the needs of the severely
handicapped. Ovr schools appear to have met these objectives
fairly well in regard to those of elementary school age. However,
large nubers of three to five year olds, secondary students,
1821 year olds, and emotionally disturbed children of all
ages, still remain underserved. Children of migrant families,
military dependents, adjudicated and incarcerated youth, and
foster children, many of them females, tend also to be under-
served.

Factors which determine whether a child has access to
needed special services include the attitudes or regular educa-
tion teachers, who tyr*~ally initiate special education referrals,
the state where the child lives, and the level of resources avail-
able in the school system which he or she attends. Uncertainty
of fedenal funding also contributes to our schools’ failure to
meet the needs of all disabled students. The intent of Con-
gress in 1975 was that the federal government would provide
40 percent of the additional cost of special education, thus
alleviating the burden on states and localities. However, in
reality, at best, the federal government has carried only 12 per-
cent of the load; at worst, its support has amounted to only
eight percent. States have been understandably slow to make
up the difference.1%®

It seems unfair to this Loard, as it did to the parent of an
autistic child wno spoke to us in New York, that a parent who
is already raced with ‘the tremendous challenges of parenting
a child with handicapping conditions” also has to work con-
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stantly to ensure that the child receives needed services.!®
We repeatedly heard from parents who were in this situation.

In some school districts, children must wait lengthy per-
jods for evaluations and for individual education plans. In
many instances, children are not being served in the least
restrictive environment required by law. Schools’ failure to
integrate disabled children into regular classrooms has special
consequences for handicapped children and their parents
residing in rural areas. These families may be forced to com-
mute long distances or to settle for less than a full range of
needed services.

Ir. such cases, parents experience an understandable con-
flict between wanting their chiki to attend school close to
home in a less restrictive setting and wanting their child to
have access to all needed services which are often offered only
in centralized and sometimes segregated facilities. Ironically,
a child advocate from New York told us: “It is often the most
severely handicapped children requiring the most specialized
services who can least handle such a trip."1%¢

Another disquieting aspect of special education relates to
future employment opportunities of handicapped students.
“What happens,” asked a Mississippi parent, “once they have
been through the education system and are still not prepared
for the normal world?*'* Many parents who spoke to us
echoed this worry about our schools’ fallure to prepare heri-
capped children for the world of work. Most noted with con-
cemn that the major developmental transitions of adolescence
to adulthood and of school to work are hampered by the lack
of a comprehensive, sequential vocational program for special
education students. *

Finally, despite legal mandates, some communities still
fail to provide special educatior services to young people
between the ages of 18 and 21, and many special education
students do not receive regular high school diplomas. Thus,
these students too may end their schooling with f~ ., if any,
options for future work.

On the other side of the coin, many children who are not
handicapped end up in the special education system. Some-
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times a lack of adequate regular education options designed to
meet the needs of children with diverse learning styles results
in misplacement of children in special education. Biased
assessment and evaluation tocls also support discriminatory
referrals. Poorly defined criteria for entrance into categorical
specidl programs, inferior curviculum, and failure to establish
exit criteria which clarif what the child must accomplish to
mhmmumw&om»
inappropriate special education placements.'*

The perent of a formerly misclassified child in Chicago
presented us with this graphic description of her child’s exper-
iences:

He said, “The kids coll ¥ a crazy class. . .a dummy class. He
kept bringing the same books home year after yeur and he
was falling further behind. 1 trusted them to put my child in a
program that would increase his skills, but ¥ never hap-
pened. . . .[HJe is a child with normal intelligence who has
been reading ot the fourth grade level for four years.™!

School children most likely to be misclassified are Black
youngsters who perform adequately in a variety of roles in
family and community, but experience difficulty in school.
They often encounter the special education system after
having experienced academic failure in the regular classroom.
Adults in the school routinely locate the cause for such failure
in the child, rather than in the classroom zetting or the school
environment. 1%

The child who hac failed in the regular classroom is ex-
pected to benefit from smaller classes, a more lelsurely in-
structional pace, increased indihidual attention, and appropri-
ate <ervices t0 promote learning. Many of these children,
however, do not make educational progress in special classes
for the 5 vecial program may have little relationship to the real
causes of the child’s poor academic performance. Mureover,
not surprisingly, inferior programming, lovered expectations
for achievement, und damage to peer and school relationships
often engendered by the assessment process and resulting
label may present insurmountable barriers to improvement.1®

o
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Hispanicmndamtmdwbeunderwnedinspecial
education overall, although in some districts the pattern is
similar to the national pattern noted for Blacks, with over-
representation in some categories, and under-representation
in others. The Director of Bilingual Special Education at the
University of Texas provided us with a thorough description of
special education service delivery for Chicanos in Texas:

Ninety-one percent of all Hispanics in special education in
Texas are served in the categories of learning disabilities,
speech handicaps and mental retardation. At the same time,
mmmmm.uanmmm
all Gilver categories of special education; that is, there are stu-
dents 1010 are in need of services who have not been identi-
fied. .. - Seventy-one percent of the auditorially handicapped
auiﬂmmdlbtu&nﬂybwhdmnumm
mm

In his testunony, this witness also outlined some specific
mechanisms by which Chicano students are misclassified into
special education: and underserved in terms of their real edu-
cation needs. These problems are likely to occur, he pointed
out, “if children age tested in a language they do not under-
stand, if achievement is measired in terms of a language they
have not mastered, and if the group is not adequately repre-
sented in the populaticn used to norm instruments.”

Overplacement of children in classes for the learning dis-
Miummmmmmm
abilities category grew 125 percent from 1976 to 19621t
Nationally, White children are over-represented in this cate-
gory, while Black children are under-represented. Rapid
growth of the learning dis>bilities category raises a number of
questions, especially in view of recent research findings re-
ported by the University of Minnesota Institute for Research
on Leamning Disabilities, which follow:

*Many non-handicapped students are being declared eligible
for special education services.
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o Educators and testers have no defensible system for declaring
students eligible for LD services.

oNo reliable psychometric differences exist between students
labeled leaming disabled and those simply considered low
achievers.

oThe most ant decision made in the entire assessment
process is the detision of the classroom teacher to refer a stu-
dent for assessment. Once a student is referred, high proba-
bility exists that the student will be assessed and placed in
special education.''?

The process by which school districts are usually reimbursed
under PL 94-142 requires them to find students handicapped
and then determine their need for special services. Thus, the
service delivery system which attaches labels to children in
order to assure that money is spent on students of greatest
need, also acts as an incantive o school districts to place
more children in special classes, often inappropriately.’*?

We believe that many of the misplacement issues which
our witnesses identified are evidence of serious weaknesses
within the regular education system. Ironically, the current
educational reform movement with its emphasis on higher
standards may increase the risk of low-achieving students
being inappropriately labeled “handicapped.” Unless higher
academic standards in public classrooms are accompanied by
additional resources directed toward strengthening the main-
stream, an increasing number of children will be placed in
“double jeopardy” by being assigned "handicapped™ status in
addition to their minority status. Our schools have too often
used the hard-won and sorely needed system of special educa-
tion as a resegregation mechanism to exclude poor and minor-
ity children from the regular classroom.!** We should not
allow this practice to continue.

Overplacement of children
in clasees for the learning

disabled i2 an emerging
sational issue.
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Chapter 1
Elementary/Secondary Education

This chapter profiles national trends and developments in
lementary dary edy from the 1970's to the
present and, where projections are available. into the
next decade The basic components of clementary/sec-
ondary education—students, resources, and perform-
ance—are each described 10 turn Data over time are also
presentcd by State to show the differential impact of
change on caroliments, teachers, and finances Trends in
performance arc broadly descnbed in terms of high
school graduation ratios and recent assessments of math-
ematics and science  Later chapiers present more detailed
mformation on high school completion and coursework

Enrollment

Trends in Enroliment

Elementary/secondary education, having expenenced
enrollment growth tn the 1950's and 1960's, met with
unprecedented enrollment declines 1n the 1970's. From
1971 to 1982, total enrollment decreased steadily. re-
flecting the decline in the school-age population over that
penod  Encollment is expected to contsnue falling until
1985, reaching 44.0 mulliom (entry 1.1). Total enroliment
13 then expected o reverse 1ts downward trend and 1n-
crease slowly as the school-age population begins to
grow Total enrollment 13 progected 1o nise 1o 46.4 mallion
by 1992, an increase of 1.6 muilion (4 percent) oves
1982

By grade level, enrollment trends are expected to con-
trast .arply as enroliments begin 10 increase in the lower
grades and continue falling 1n the upper grades Smaller
turth cohorts entered the schools 1n the Later half of the
1960's and reached the upper grades by 1977. Between
1970 and 1982, prepnmasy to Sth grade enroliment de-
creased from 36.6 muthion 10 30 8 million, a 16 percent
drop.

Enroliment 1n the lower grades (prepnmary to $th) i
projected to decrease to 30.2 million 1n 1985 and then
begii increasing in 1986. 1t 15 expected to reach 34.1
mullon by 1992, an increase of 11 percent from 1982,
These gradual ncreases arc projected as a result of shight
nses in the number of annual births 1n recent years.
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in the upper grades. a different pattern emerges Be-
tween 1970 and 1982, 9th w0 12th grade ensoliment
decreased from 14 6 enllon to 13 9 mullon, a drop of §
percent Over the 1980's and into the beginning of the
next decade, 9th to 12th grade enrollment s projected 1o
continue falling, reaching 12 3 mullion by 1992, a 12
percent decrease from 1982,

Both pubiic and private schools registered enrollment
declines between 1970 and 1982. but of different magni-
tude In that period, public school ensollment fell 14
percent and (s prosected 10 decline even further 10 39.0
nullon 1n 1985. 1t should then begin a slow rise 10 41.1
million by 1992, a 4 percent increase over 1982, These
trends— the drop between 1970 and 1982 and the gradual
nse later—murror those mentioned earlier for total en-
rollment  This 1x becase public schools account for
approximately 90 percent of total envollment snd so
dominate the overz!l trend

Private schools also recorded enroliment dechnes
through the 1970's. Large decreases s Catholic school
enrollment were offset considerably by nses in other
private schools, resuling in a total decline of only S
percent, from 5.4 million 1n 1970 10 5. | million in 1982.
By 1992, private schoul enrollment is projected to in-
crease slightly 10 5.3 million. At this time, private school
enrollment is projecied 1o account for 11 percent of the
total enrollment in clemestary/secondary schools, a pro-
portion unchanged from 1982 and shghtly up from 10,5
percent in 1970. These projections are based on past
trends and school-age popalation projections and do not
take into account the effects that policy decisions anu
indtvidual choice may haw: on enroliments.

Change in Public Sciwool Earoliment,
by State

In all, public school systems in 41 States and the District
of Columbis experienced evollment declines betwees
Fail 1970 and Fall 1962 (entry 1.2). The States in the
Northeast recorded the largest drops. Delaware, Con-
necticut, Rhode island, Scuth Dakota, and the District of
Columbia experienced declines in public school earol)-
ment of more than 25 percent. Of the nine States that
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registesed earoliment incrcases, six showed gaias grester
ulomwmmm).uump
cont), Nevada (18 percent), Arizoas (16 percest), ldaho
(12 parcent) and Alaska (11 pesceat).

Nationally, public preprimary 10 8th grade emrollment
declined by 17 pescent while 9th 10 12th grade earoll-
ment decreascd by 6 percent. in most Stases, the direc-
hdd-cw-h-hhlww.duw
prades; that is, declines ot the clementary level were
typically followed by declices st the secondery level.
Howeves, these wese cxceptions. Sccondary enrolment
incieesss wers substantial ‘s Alasks (37 percest) and
Nevada (34 percent), while clementary enroliment
changes wese comparatively small (3 and 4 percest in-
creases, respectively). Colorado, Georgra, Hawaii,
Michigan, and Sowth Carolias declined in total earoll-
meat but the docline was confiacd 10 the lower grades.
Idaho and Wyoming cxrericaced a et incresse in total
earollment, but this increasc was limited %0 the lower
lovel. Comversely, New Hamapshise's total carollment in-
crescd slightly, even though carolimeat declined in the
lower grades.

n of Public
Change in Minority Compesition

In 1900, racialicthaic minorities comprisod 27 percent of
the 10ta) enrollment in public clementary/secondary

Hawaii (75 percemt), New Mexico (57 percent), and Mis-
sissippi (52 percent). Misority studests compriscd less
then 5 percest of the total earollment ia some New
Eagland and West North Ceowral Staies, and in Weat
Virginia.

cm-ulmmlmmmuum
of meority earolimen: hes risea in most States. Califor-
awummmm
(IGMMMM.WNW.
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increased 10 munonty reexesentation more than the ne-
tional average of 6 percentage points Decreases of less
them 2 percentage pownts occurred in four Southern
Sms.uhnri..dwm.

ible regional limes. Black students, for cxample, ac-
counted for 16 percent of total public s.hool enroliment
nationally but made up much larger prooortions of the
'otal public school enroliment in the District of Columbis
(93 perceat) and five Southern States: Musissippi (51
perceat), Sowth Caroline (43 percemt). Lowsiana (42
percent), Georgia (34 percent), and Alrbema (33 per-
cent). A similer patiern held for other minorities. His-
ponic studesss, while representing § percent of total en-
mmy,mdmmmm
tions of total oarollment in a mumber of Wes'ern and
Southwestern States: New Mexico (46 percery), Texas
(30 percet), California (25 percent), Arizoa (24 per-
vent), and Colorado (15 percent). The oaly other Stae
with mose tham 10 percest Hispasic earoliment was New
Yakvhl!m.lm&-Zmdp\Mic
school caroliment was represented by Asians or Pacafic
Islanders. Many of these students wese concentrated in
Hawaii, where they made up 71 percent of Hawnii's
student enrollment, and in Californis (7 percent). Amen-
can Indiane/Alaskan Natives maric v less than 1 percent
dheNm\munmbﬂMahywﬁw
in Alasks where they comprised 21 percent of total en-
rollment.

Language-Minority Composition of School-
Age Population

Acle.luioadpiamnwmdnr:dml-ue
population that speaks a language other than English st
home. Approximately 10 pescent of the S- 10 17-year-oid
mlnionwswhﬂnlmm-lpukiua
mman(mlA)Mm
tion renged from less then S percest in a mayority of
Staes 10 sizable shares of the population ie some. States
with relatively small munority-language populations were
Mhummﬂﬁmhumﬁm.
States with 1S percent or more minority-language
childrea were gencrally located slong the Mexican
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border but also included New York New Mexico had the
hughest percentage of children with non-English lan-
guage beckgrounds; more than one-third of its school-
age resudents were from homes sn which a language other
than English was spoken Califorma, New York, and
Texas accounted for more than haifl of all the minority-
language children. In companson, these three States rep-
reseated sbout one-fourth of the S- to 17-year-old popu-
laon

Deta from the- 1982 Survey of Enghish Language Profi-
ciency add some detail and depth to this pcture of
language-runonty chuldren. These preliminery data inds-
cate thet the number of 5- 10 14-year-olds sho speak a
language other than Eaglish st home has grown apprecia-
bly since 1976, while the number of other children i this
age group has declined (entry 1 5). Between 1976 and
1982, language-minority children increased in oumber
by some 27 percent, st the same time that the number of
other cluldren dechned by sbout 13 percent. in 1982,
spproximately 4.6 million childrea were estimated to
belong 0 houscholds in wiuch a language other than
English was spoken, sn incresse of nearly | mullion from
1976. These munority-languege children comprised an
estimated 13 percent of the population $ to 14 years old.
A special test of English proficiency admunistered with
whe survey has yiclded preliminary results They suggest
the level of difficulty that minority-language children
may have with English and other school work About 59
percent of munonty-language children mn 1982 scored
below the cut-off levels set for English proficieacy In
comparison, approximately 42 percent of all other 5- to
14-year-olds fell below the cut-off scores. The same test
sdnunistered in 1978 showed 63 purcent of minority-
language chikuren scoring below the cut-offs. These data
suggest that the proportion of misority-language children
with limited-English proficiency appears to have de-
creased slightly betwoen the two test years. Yet, the
absolute numbers of minority-language chilren and
those with himited English ficiency appear 10 have
wcreased.

Trends in Special Education Participation
A major source of data on changes in participstion 1n

special education 15 the annual report prepared by each
State education agency for the U S Office of Specisl
Educatron and Rehabiltative Services As of the 1982-83
school year, nearly 4 3 million persons 3 to 21 years old
were reported to be receiving special education (entry
16) Between 1976-77, when the State counts were
mitiated, and 1982-83, the national total of handicapped
children served annually incressed by over half a millon
children, or 15 percent. Over the same time span, the
total number of children ensolled in public elementary/
secondary schools dechined by sbout 10 percent (see
entry 1.1) Thus, the proportion of children receiving
special educaron, consilered as a percentage of total
public school enroliment, increased from about 8 percent
1n the 1976-77 school year to nearly 11 percent in
1982-83. Although the increases have continued into the
carly 1980's, the ratc of increase from year 10 year has
been slowing

When the annual counts of persons in special education
programs are broken down by type of handicapping con-
dition, a more complex pattern of chenge emesges. The
number of children receiving special instruction for spe-
cific learning disabilitics rose sharply between 1976-77
and 1982-83, by some 119 percent. While the rate of
mncrease from year 10 year in the sumbers served siowed
duning the early 1980's, 7 percent more students received
such services in 1982-83 than in 1981-82. The number of
children recerving special Instruction for the “seriously
emotionally disturbed™ also showed considersbic growth
over time, although not nearly as substantial as that for
specific leaming disabilities.

In contrast, the total number of students served for most
other conditions generally declined from year to year
between 1976-77 and 1982-83 The aumbers of students
receiving services for the speech impeired, hearing im-
paired, retarded, orthopedically handicapped, and visu-
ally handicapped all declined during this period.

‘These varying trends have had a noticesble impact on the
compusition of the special education population. The two
largest categories of special education studenta in
1976-77 were the speech impaired, who made up 35
percent of all special education students, and the men-
tally retarded, who comprised 26 percent of the total. By
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learning disabled casegory, which hed grown from less
an 22 percent of the special education population in
1976-77 10 nearly 41 percent, whule the speech impaired
and mestally retarded hed falles (0 27 percent and 18
percent respectively

Trends in Preprimary Enroliment

Ancther area that experienced comsiderable growth dus-
ing the 1970's wes preprimery education Over the past
M.mhmmum
tens increased sigmficantly. From 1970 1o 1982, publc
and private preprimacy esrollment mcreased from 4.3
aillion 10 3.5 milhon, an iacrease of 27 percent (entry
|.nmmmmusmm
i the 3- 10 S-year-old population over this penod As the
prepnmary-age popslation increases over the projection
period, preprimary earoliment is aaticipated (o increase
10 7.0 million by 1992, an increase of 28 percest from
1982.

Preprimary earoliment increased from 1970 10 1982 in
both public and privase mursery schools and kindergar-
teas. Pudlic earoliment increased from 3.0 million
1970 10 3.5 million in 1982, & rise of 17 percent. By
1992, this aumber is expected 1o reach 4.3 million, sn
increase of 25 percent. Private enroliment climbed con-
sderably more, from 1.3 milbon in 1970 10 2.0 million
m 1962, an increase of 52 percest. By 1992, privase
preprimary enroliment 15 projected 10 reach 2.6 million,
an increase of 34 percent. For both public sad privae
schools, the major increases are projected for 3- and 4-
year-olds, since caroliment of S-yearolds is already ap-
proaching 100 percest.

The employment of mathers with preschoolers has con-
tributed 10 these trends and will contiaue 10 affect earoll-
meat in tic future. In addition, a growing recogaition of
the importeace of early education may also be contribut-
u»uwm-w-ummny
of mersery and kindergaries clesses. The increase in
children of preprimary age, which began in 1900, is
expecied 10 boost thess aumbers still further.

Public Preprimary Earcliment Compared
With First Grade Enreliment, by State
Onc way 10 messure the recest growth in public preprim-

R

ary earoliment is 10 compare it with 13t grade enroliment
(eatry 1 8). In the fall of 1982, vistwally as masy children
mmwmmmmn
meuvllednlupde(ﬂpum)mmm
level of preprimary enrolimeat may be comtrasted with
the level it reached in 1970 when it represented sbout
two-thirds of Ist grade enroliment.

Preprimary enroliment a8 & percest of Ist grade enroll-
ment rose 1n almost all Stases dwring this period. Four
Southern States (West Virginia, North Caroline, Kea-
tucky, and Tennessee), alomg with New Mexico and
North Dakota, “howed an increase of mose than 75 per-
centage points. Thirices Southern Stases, five Westem
States, North Dekota, and Vermont had substastial in-
Creases in prepnmacy enrollmenat despise their declising
18t grade enroliments

Resources
Schools

Change in Number of Public Schools

In 1980-81, public clementary/secondary schools aum-
bercd 85,900, representing a S percest decline from
1970-71 (emtry 1.9). This decresse resubled ‘rom con-
tinued comsolidation, school closings, and fewer school
opeaings as enroliments declined

Despite the contraction in the numb~: of schools, the
ocganizational diversity that existed ia 1970-71 was
maintained. Both the 1970-71 snd 1980-81 surveys show
almost every possible combination of grades in public
schools. Undoubtedly, some of these atypical grade
spans may have cesulted from misclassification of

dsta. At each level—clomentary, jumior Wighimiddic,
and secondary —the most typical grade span represemied
less than balf the schools and enrollmests.

The drop in the sumber of clementary schools was more
than twice the percentage decrease for all public schools.
In schools organized from preprimary (or Ist) 0 6th
grade, the most typical elementary grade span, the de-
crease was even larger, 33 percent. Schools with grade
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spams of prepnmary (or Ist) to 7th and prepnmary (or
Ist) 10 Sth aiso showed relatively large declines These
dechmes colacide with the combiniag of the 6th grade
with the Tth and 8th grades 1 many school systems and
the growth of the nuddie school. Also, prepnmary or 1st-
grade-only schools grew in sumber, along with the cate-
gory of schools with miscellancous grade spans. Overall,
fewer clementary schools comprised the public school
sysiern m 1980-81 than 1n the prior decade. and the
sverage earoliment size declined as well.

At the junior high or middie school level, the overall
ircrease in mumber of schools may be primarily at-
tribwted 10 the growth of schools with muddie level grade
spens: 5th 10 Sth, 6th 10 8th, and 7th 10 8th. The sumbers
with middle grade spans may have grown for both ped-
agogic and pragmatic reasons. In the 1960's. many edu-
cators, supported by research on the preadolescent, be-
§ 10 promote a disictive instructional program for
thus age group. This educational basis for middle schools
wag further bolsiered by the pragmetic need to establish
new schools 10 relieve overcrowding as numbers in this
age group swelled in the lase 1960's. In the Later 1970,
s caroliments dechmed. the middle school grade spans
were used 10 consolidele grades into adequately sized
wnts Many school districts moved the 9th grade out of
thewr Junior high schools . maintsin enroliments at the
secondary level While the junior high with a 7th 10 9th
grade span was still the most prevalest at the intcrmediate
level. this camegory declined by 29 percemt between
1970-71 and 1980-81. The average enroliment size for
all cmegones of juntor high or middle schools was
smaller m 1980-81 than w the previous decade  Schools
organized from 7th to 9th grade had an average envoll-
ment size larger than schools with other grade spens at
this Jevel

The number of secondary schools increased by 5 percent
from 1970-71 to 1980-81. Schools with 9th t0 12th grade
spans, the most prevalent type, grew in number, while
secondary schools with 7th to 12th grade spans and 10th
to 12th grade spans declined The average enroliment
size increased shightly and was larger in schools with
more limited grade spans

Combined el y! dary schools. which com-
pnsed less than 2 p of all school d during
the penod by one-fifth However, these schools served
fewer children and had a smalier average enroliment size
in 1980-81 than in 1970-71 Schools with unclassified
lowest and highest grades numbered some 2,200 i1n both
years A mapnty of these schools were operated for
special education students.  ”

Teachers

Trends in Number of Teachers

In the 1970, mitial enrollment declines were not fol-
lowed immedistely by declines in the number of teachers
employed. Not unul the lste 1970' dsd the number of
classroom teachers begin 10 decline in the public schools
and level off somewhat in the private schools (entry
1.10) In the public schools, increased staffing needs in
special and belingual education programs partially offset
the reduced demand for teachers. Between 1970 and
1977, the number of classroom teachers in the public
schools increased by 7 percent while enroliment declined
by 5 percent. In the private schools, where enrollment
decline wavered and staffing ratios improved ramdly, the
number of claxsroom teachers increased by about one-
fifth over the peniod

In the Iste 1970's, severe budgetary con.trants in the
public schools slowed further improvement in teacher-
pupil ratios and the expension of student services. Comee-
Quently. the number of public school teachers began 10
decline aftes 1977, decreasing from 2 21 million in that
yesr 10 2.11 mullion 1n 1982. The number of private
school teachers remained relatively constant over the
period The total number of teachers, public and private
combined, dechned from 2.49 million in 1977 10 2.40
mullion in 1982

When elementary school enroliments begin climbing
again in both sectors in the {atter half of the 1980's, the
number of classroom teachers 15 projected to increase
agan, reaching an all-time high of 2 62 million in 1992.
The growth projecied at the elementary school level may
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meaa that ncarly 19 percest more school
classroom teachers will be working in 1992 than in 1982
Smmﬂmhﬂumwmmmhm
level until after 1990, the number of uecondary school
cmmhwhmmulhmg
through 1990 In the 1990, growth i the mumber of
teachers in secondary schools is expected 10 parallel the
risc w the aumber of seachers i elementary schools
the mid-1980's.

Treads in Teacher-Pupil Ratios

These staffing treads are seflected ia teacher-pupil ratios,
wiich grew rapidly i the earty 1970's and more slowt;,
in the later persod. The ratios also show differeaces over
tinse betwees public and private schools. At the start of
the 1970, teacher-pupil ratios (..c., the number

public clemeatary schools them in private clementary
schools (entry 1.11). However, tus patiern was reversed
by the sccond Malf of the decade when the ratios in
eleuuywlmhmnemnpwyinhpimuc-
tor. Earoltmeat in Catholic schools, with traditionally
lower icacher-pupil atios, dectimed relative 1o earoliment
i other private schools and this decfine had the effect of
faising total staffing levels in the privase sector. In addi-
tion, Catholic schools duriag this penod increased
teacher-pupil ratios 10 levels comparable with those of
public schools

In the same penod, public secondary schools exhibsed
lower teacher-pupil ratios thas private schools, that is,
fewer teachers were sasigned 10 students 1 public sec-
oadary schools them in privase secondary schools. In the
projected period, ieacher-pupil ratios are expected 10 rise
more slowly at both levels and 1 both sectons.

Trends in Teacher Demand and Supply

The total anaual demend for addetionsl teachers includes
those needed 10 respond 10 changes ia esrollment and to
changes in tcacher-student ratios aad 10 replace scachers
lcaving the profession (teacher twrnover). The cumulative
demend for additional icachers fell from 875,000 is the
S-year period 1972 10 1977 10 647,000 in the 1978 10

1982 penod (eatry 1 12) Dunng the current S-year pe-
nod (1983 to 1987), when enrollment 15 expected (0
bottom out, the demand for sddstional teachers 15 ex-
pocted to increase slightly 10 777,000, In the lase 1900’
and carly 1990%, encollment 15 projecied to wncrease
sicadhly. Therefore, the demand for additional seachers
between 1988 and 1992 is expectod to jump to 924,000,
This represents a projected increase from an average
129,000 additional teachers needed cach year between
1978 and 1982 10 an average 185,000 i the 1988 10 1992
penod. These demand projections are besed on the as-
sumptions thet total eovoliment will risc, seacher-pupil
ratios will smprove only slightly, and the turmover of
mwdlmmm-neuiwdbm.lf
these conditions are aliered, the projections may also
hange.

Between 1973 and 1977, almost half (45 percent) of the
wfawmmfmm
M-euﬂhmdedudnhelelmylevel
but continued to nise at the secondary levzl. When earoll-
ments began falling 1n secondary schools in the later
half of the 1970, the demand for additional tcs hers in
the schools also began a sharp decline. The drop was
more promounced than the earlier decline in demand for
¢clementary school teachers. This suggests thet the de-
mand for additional ieachers at the accondary school
level is more respomsive 10 enroliment declines thas ot
the clementary school leve! As a result, the

xchool proportion of the total demend for additiomal
teachers dropped 10 less than 40 percent between 1978
and 1982 and 18 projected 0 remain ot that leve! in the
1983 10 1987 period. Betweea 1988 and 1992, as earoll-
minmrylcholbmmm.uly!lmd
the total demard for additiona) teachers is projected 1o be
w secondery schools

Projecting the supply of additional teachers s ev:n less
certain than estimating demead. The supply consists of
dew leacher gradustes and a reserve pool of former
teacher gradustes and forraer teachers. From 1970 o
l')&.lhllm!llnlydmlyqulﬁﬁdmm
ustes decreased from 284,000 10 an estimated 143,000.
Mnmd%hmm.mw
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gradustes dropped from 34 percent 1o 15 percent over the
period Should the smaller percentage remain fairly sta-
bie over the mext 10 years, the supply of mew teacher
gradustes will also remein faisty stable at about 140,000
per year. At this level, the supply of new teacher grad +-
stes cowld oqual sbout 93 percent of the projected de-
mand for additional tcachers between 1983 and 1987.
However, in thie following S-year pesiod, the swpply of
acw teacher gradustcs would only equal abowt 75 percestt
of the demand for additional teachers. Large sumbers of
wachers wowld, therefore, have 10 be bired from the
reserve pool.

if collegs studoats reepoad 90 the projected shortage of
sew teacher gradusics in the late 1900 and carly 1990

Afier reaching an ali-time high in 1977, the number of

public elementary/secondary school teachers began de-
clning but was still 3 percent larger in 1981 than in
197,. Akhough the number of teachers appears 10 be
relatively stable nationally between the earlier and later
years, the peroent changes smong the States varied on-
siderubly (estry 1.13). Decresses in the sumber of class-
room teachers occwrred in 16 States and the District of
Columbés, With the exception of California and Hawali.
these States were locate” in the Nostheast snd North
Central regions. Generally, these States also experienced
relatively large earolimest declines (see enmtry 1.2).
Twice as many st incseased theic sumber of teachers
as those that Locreased. The 13 States in which the
number of teec’wn increased 20 percest or move io-
cluded Westers anu Southera States and New
Hampehire. With the excoption of Utah, all States with
esroliment increeses also hed increases in the member of
eachers of 20 percont or move.

Finance
Change in Expenditares per Pupil, by
State

Cusrest cxpenditures per pupil sveraged $2,724 in
198182, hile & decade earlicr they had amownted 10
$911 (eatry 1.14). Whea adjusted for inflation, the in-
creanc was 34 percent. Staies did not share equally in this
growth: while exresditures in some States grew at rates
almost dowble the netionel svernge, expenditure growth
in & few clearly lagged. As will bs shown, educationsl
expenditares ase tied 10 the cost-of-living in States, and
above-averags increnses ohen mflect growiag econo-
wies. States with the highes expraditare growth rates
incleded Aleska-Colorado, Massachusetts, Montane,
Oklahoma, and Wyoming. The sesult was 10 push expen-
disures in all these States (sxcept Oklakoma) %0 levels
that weseavell sbove averngs. in Oklahoma, expenditerss
por pupil grew from & low of 75 perosst of the U.S.
sveraze in 1970-71 %0 slmost the aversge level in
1981-82. States with the lowest growth rates were Geor
gia and New York, though the impact 08 expe... .jure
Jevels was markedly diffcrent in thess two States. Expen-
diowes in Goorgia lagged farther bohind the national
average, while in New York per pupil expendinres
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remamed sbove average, though slipping from 72 per-
cent above the mean in 1970-71 1o 57 percent above &
docade later.

The number of States spesding well above th: aatsonal
erage has grown n recent years, while the aumber of
ow-spending States has remained unchanged. In
1970-71, 17 States bad per pups) expenditures 15 percent

or more below “*  gtiona) mesn, while 5 States ex-

cooded the averng. oy 1S percent or more. In 1981-82,
14 States wese speading 15 percemt or mure below aver-

age, but thoee spendiag mose thas 15 percest sbove the

nationsl average had grown 1o 1. At the same time, the
range in expenditures appears 10 have shrunk In

1970-71, expenditwres per pupil ranged from a low of
$600 1o & high of $1,567, or from 66 percest to 172

percent of the astional average. A decade later, this range

exiended from & low of 68 percent 10 a high of 157

percent of the netional rverage, excludmg Alaska, where

ol expendetures had almost dowbled

Expenditures per Pupil and State Flecal
snd Demegraphic Features

Declining enroliments, as well as increases in real reve-
e, uccounted for the growth ia per nupil expenditures.
Natiosally, declining enroliments that weve characteristic
o the decade comtribused tc rising per pupil expeadi-
tures, since awailsble revennes were spread among a
shnaking student body. Average daily membership in
public schools declined from spproximaicly 46 mithon
in the easty 1970's 10 under 40 million by the 1980', or
about §4 percent. In this same time span, real revenues
for public schools increasod by S percent, also covdribut-
ing 10 rising per pupil exocadsures.

Fiscal and demographic festures of Stases were ¢.:amined
i an attempt 10 identify patiorns that influence school
spending snd mey sccount for some of the differences in
school cxpeaditwes among Stetes.® To » large extent,
differences in per pupil expenditures £ -wng Stwes reflect
wealth (and price) differences as measured by per capita

-wmu«mmmuuwm
hamd--ﬂnﬁ soc Duts Sowrces i ine Appendes

Q

incomes In 1971-72, 20 States had per capita incomes
10 percent or more below the nationa: average (entry
1.15). Of these States, 16 had per pups] expenditures that
were also 10 percent or more below the national .0 A
decade later, of 16 States with per capita incumes 10
percent or more below the national average, 14 had per
pqul cxperditures below the mean by 10 percemt or

S 4 efforts ere based on State/local revenucs for
5C. . a3 a proportion of income 1n cach Stute (effort =
revenucs/income). This measure of cffort declined na-
tionally from 5.1 percent 1o 4.4 percent between 1971-72
and 1981-82. This decrease reflected envoliment dechines
that Jed States 10 allocate less of their resources for
elementary/secondary education In addibion, a 6-percent
risc in per caprta income that occurred #5525 this pesiod
meant thet equivalent achool reveraes could be ramsed
with lower tax efforts. However, nct all Stases were able
1o :duce tax cfforts, actably m the South where tax
efforts roec in & number of 3:=.s. As a result, most
Southern States had 2<hool tax efforts closer vo the na-
tional average in 1981-82 than they nad a decade earlier.
Stases with the highest school tax efforts in 1981~ vere
Alaska, Michigsa, Montana, Msw Mexico, Oregon,
Utah, and West Virginia

To prescat the association of these variables with expen-
ditures, it is useful to partition the States into those with
higher- and expenditure growth rates.
Nearly holf the Stases (22) exhibwicd growth rates in per
pupil expenditures that were S percent or more above the
U.S. average growth between 1971-72 and 1981-82.
These States were also characterized by per capita io-
comes that were rising ot reies equal to or faster than the
aationsl sverage Most had school tax cfions ia 1981-82
that were vigher relative 1o the national average than &
decade eartice. They: States also allocated a larger share
of State/bcal exran.cures for public schools in 1981-22.
in the majorrty of these Stases, public school students

ised 8 s..2Mer hage of each State's resident popu-
Iation in 1981-82 the:. in 1971-72

At the ather extreme, eight States expencnced relative

152

ERIC

.




ERI

Aruitoxt provided by Eic:

148

declines 1n per pupst cxpenditures of 5 percentag: points
or more between 1971-72 and 1981-82 Most of these
slso cxmbited stadc or decliming incomes compared to
the US average. 1 ¢ . income growth rates of 6 percent
or less Most of these States also had public school
students that compnised a larger share of the resident
population in 1981-82 The growth in the ratio of stu-
dents to population would inevitably depress per pupil
expeaditures, bernng increases in revenues  Utah pre-
sents an extreme case of this phenomenon where. despite
a substantial increase m tax efforts, the growing propor-
tom of public school students caused per pupil expends-
tures t0 lag On other vanables, no clear pattern emerges
among States where expenditures grew at below-average
raes

Changes in School Revenues, by Sourte
Dunng the 1970's, State revenues rose to become the
prncipal source of funds for public schools. In 1971.72,
States provided, on the sverage, 38 percent of public
schoot rcvenues (entry 1.16). A decade later, this share
was equcl to 47 percent Federal revenues had increased
from under 8 percent of the total 1n 1971-72 to 9 percent
wn 197980, but then shpped 10 7 percent in 1981-82 The
growing dependence on State revenues has pronounced
sigmficance for school funding. The principal sources of
State revenues are sales and income taxes, the proceeds
of which can vary substantially with the business cycle.
These varistions inevitably influence the amount of Stase
ad provided annually 10 local school districts. In : a%i-
tion, State education aid is ofien tied 10 student counts,
30 that declining enroliment cawses States to reduce
school funds to thewr school districts. On the other hand,
local revenues are largely derived from property taxes,
which tend 10 be a more stable source of revenues, much
Jess subject ‘e cyclical varistions or enroliment changes,
The greaster relisnce on Stste revenuec cam, however,
reduce intrastme differences in per pupil expenditures
that are often related to the wealth of local achool dis-
tricts

The largest shift 1n funding sources occurred in Califor-
nia where Stase funds replaced most local revenues fol-

lowing the adopiron of Proposition 13, a referendum
which wub ally reduced local property tax
revenucs in that State  In Washington. the local property
tax was convertcd to a State-wide tax that accounts,
pert. for the raprd nise 1n the State share there. In many
States, the passage of school finance reform laws dunng
the 1970's was accompamied by increased financial per-
ticipation by the States  Expenditrres did not always nise
as a result, and in three States, desprie increased State
shares of 15 percentage ponts or more. dechines in per
pupil expenditures reistive to the U S average occurved,
specifically in Indisna. Nevada, and Anzons

Change in Federal Ecucation Ald

Federal education 21 per pupil rose from abowt $112 in
197172 10 $234 a decade later, but in real dotiars this sd
was virtually unchanged (emtry 1.17). Though Federal
ard 18 not distnibuted on a per pupil basis, the use of per
pupil amounts highlights changes that have occurred in
the distnbution of Federal aid among the Stases since
197172 In that year, Fedeial education md per pupil
ranged 1n the Siates from = iow of 27 percent of the U.S.
average to a high of 269 percent. Most Stases received
Federal funds that. when expressed in per pupil amounts,
were well below average. while only 12 Stases received
Federal funds equal to or greater than 90 percent of the
U.S. sverage. A decade later, the range in Federal aid
amounts distributed among the Stases had beea reduced,
varying from 63 percent 10 184 percent of the U.S.
average per pupr] amount (235 percest for the District of
Columbia) Equally important, Federal aid was more
evenly distributed among the States, with 20 Stases re-
ceiving the equivalent 10 a per pupil amount 10 percent
or more below average and 18 Stases and the District of
Columbsa recerving aid equal 10 or shove 110 percest of
the U.S. average.

A number of States exhibited substantial growths of 50
percentage points or more i Federal aid selative 90 the
US average during this period, including California,
Delaware, lnois, Michigan, North Carolina, Oregon,
and Pennsylvaiia. Compared to the U.S. average,
Federal aid per pupil declined in only a handful of Stases,
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most notably in Alsska, Jdsho, Kestucky, and New
York.

This acw aid distribution is due, in part, 10 changes in
the mlstive importance of the veriows Federal programs
that resch isecondery school studests. 1n
1971-72, whis aid was compossd largely of programs for
the disadvantaged and impact aid, school assistance for
fodonally affocted asees. A decade later, aid cestribused
for handicapped chilsen had grown dramatically, winle
impact aid had decome selatively less important. The
selative s's: in aid for dicadwataged sudents was -
changed. Diffescaces in how aid is colculeted uader these
variows programs accoust in part for changes in the
distribution of Feders! aid among the States.

Siguificant

after 1979-30 do mut allow for detailed

betwoen data for the carly 1900 and the previous dec-
ade. Dotsiled can be drawa instead between
1970-71 and 1979-80 snd will be discussed first. From
the beginning %0 ead of the 1970%, total expenditares
movs then dowbled, but in constant dollers this incroase
Was 80 moss then 4 pescent (catry 1.18). Curreat expen-
ditures, which made up 87 percest of the 4l in
1970-71, sepsescuted 91 percent by 1979-80. Yet outlays
for iaswuction, the largest componoat, slipped during the
decade as teacher salarics did not keep pece with infle-
tion. At the same time, a pronousced growth in fixed
charges occursd as teachers aad other persomme! re-
ceived higher fringe bemefits in the form: of contrivations

ransportation ssother 4 percent in 1979-80. Aduninietra-
tiom costs romained sbout 4 percent. Capital outiays and
lsseseat om achool debt became relatively less important
s earolient declines led 1o diminished school construc-
tiom and debs for previously buikt schools was being paid
off.

Trexds In Salaries for Classroom Teachers

Avcrage assual salanes of classroum teachers ia public
schools increased from $9,269 in 1970-71 10 $19,157 in
1981-82 (catry 1.19). La real icrms, teacker salarics were
13 percent lower jn 198182 as wflation croded their
purchasing power. These salaries in 1985-82 were more
e 14 percent lower thea in their pealr year in 1972-73.
Real teacher salaries registered tacir first decline of the
decade in 1973-74 2 infistion started 10 climb. They
declined even further in 1974-75 and thes remeined
relatively stable through 1977-78. But in 1978-79, weal
salaries began a precipitons decline thet continued over
the next 2 years. The 1981-82 school yer was the first
time in 3 yoars that teacher salaries bad ot been further
lowered by infistion. In that yeas, they showed a modest
incyease of $30 over 1980-81.

Performance

Change in Mathematics Performance

The Ni.ions! Assessment of Educational Progress
(NAEP) provides periodic ssscssments of stedent per
formence in key subject aseas. Changes in reading per
formance were documented a last year's edition of The
Condition of Education. In 1978 aad 1982 NAEP cos-
ducted mathematics asscsoments of 9-, 13-, and 17-year
old shedents (catry 1.20). OF the tree age growpe, only
the 13-year-olds improved significantly in overall mathe-
matics performance betwees 1978 and 1982. Significant
gams for 13-yearolds were made acroes all racialiethaic
groups, achicvement quartiles, community types, and in
mmuumumm
meats in performance grester than the 3.8 percest in-
creasc attained by 13-yearolds overall; \hese growps in-
cluded blacks, Hispemics, low achievers, studests i
beavily mimority schools, and wbea community resi-
doats. For 9- sad 17-year-olds, although the performance
in mathematics was in geacral wachanged between 1978
and 1982, 17-year-olds in heavily minority schools im-
proved sigaificantly in the mathemaatics assessment.

Assessment icms were divided into four successive
levels of mathematics learning. From the simplest 1o the
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most complex levels, the test stems measured (1) knowl-
edge of basic facts and definitions, (2) skills enabling one
10 use specific mathemnatical procedures, (3) understand-
g of facts or skilis 1a order to transform knowledge; and
(4) abinty to apply one’s knowledge, vkills, and under-
standing 10 a problem-solving activity

Consistent with the overall results 1n the mathematics
assessment, |3-year-olds’ performance improved sigmifi-
cantly across all fo:+ levels between 1978 and 1982
(entry 1.21). Deta for 13-year-olds, when broken out by
moe/ethnicity, achucvement level, and commumity type,
showed thet most groups performed better in 1982 than
| 1978 across the developmental levels The general
trend, however, was thet the magnstude of improved per-
formance was grester at the lower Icarning levels One
explanation of ths result is that cxercises most easily
taught and lcamed by memonzation form the basis for
questions examining knowledge, skills, and understand-
ing By contrast, excrcises measunng the ability to apply
mathematical concepts 1o problem-solving activites call
apon more complex thining, not tught by rote dnils. In
all four levels, performence improvements among 13-
year-olds were grester for minonties than whutes, for fow
rather than high achievers, and for urben rather then runal
cormumty fesidents Ninc-yearold students who were
black or Jow achievers and 17-year-old disadvantaged
wiben students also sigmficantly improved their perform-
ances on knowledge exercises.

Chaage in Science Performance

Science performance was measured by NAEP in 1977
snd by the Science Assessment and R:search Project
(SARP) 1n 1982 Knowledge measured s the scieatific
assessment was categorized in three areas—conient, in-
quiry, and science, sechaclogy, and society. Science con-
tent rtems tested student understanding of the natural
world encompassing brology, physical science, earth sci-
ence and integrated topics  Nine-year-olds were not
tested for science content. Inquiry lems deak with skills
requured to derive scientific knowledge, that 15, the use of
appropnate methodology and & making pro-
cedures Finlly, science, technology, and society items
assessed students’ understanding of the everydsy uses of
science

Across all age groups and science aress, the only statis-
tcally sigmficant gains reported were for 9-yecr-olds in
the arez of science, technology, and society (entry | 22)
Both males and females showed mprovement, white
males 1n particular regsiered sigmificant gains

Significant changes also occurred among the 17-year-
olds whose performance declined in the content and
inquiry sssessment areas  Both males and females scored
significantly lower in 1982 than in 1977, as did students
i the Northeast Performance on inquiry items also
decreased for white and black students; however, only
white student declines were sististically sigmificant

Between 1977 and 1982 |3-yeas-olds showed no sigmfi-
cant changes 10 science performance Overall, scicnce
performance showed mmmal changes or mixed resukts
m all age groups. And only among the younger students
dud scientific knowledge, as it relates to themselves and
the world, appear to be incressing

High School Graduates

The number of high school students gradusted each yesr
remained relstively unchanged from 1970-71 to 1981-82,
equalling 3 0 milhon m the later years (entry 1.23).
Duning these years, the ratio of gradustes 1o the 18-year-
old population stayed below 72 percent As the number
n this age cohort decimes, the number of graduates is
projected to decline sigmficantly from 1981-82
1992-93 With no noticesble change expected 1n the high
school graduation rate, the aumber of high school gradu-
stes is projected to decrease 10 2.4 million 1 1992-93, a
drop of 21 percent from 1981.82.

Trends in the number of high school gradustes sre ex-
pected to be similar in public and private schools. The
number of publiz high school graduates incressed from
2 6 million in 1970-71 10 2.7 million in 1981-82, en
ncrease of 3 percent. Thus number is pro-cted to drop to
2.1 mullion by 1992-93, a decline of 21 percemt The
numbes of private high school gradustes fell from
300,000 in 1970-71 t0 290,000 in 1981-82, a decrease of
3 percent This number is projected lo decrease stifl
further to 236,000 by 1992-93, a decrease of 19 percent.
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Table 1.1
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Schoel and Grade Level: Fall 1970 to Fall 1992
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Envoliment n thousands
ﬂ.mW

50 000

Chart 1.1

Enrollment in Regular Elementary/Secondary Day Schools, by Grade Level
e

Projected

Enroliment 1n the lower grades ix projecied to increase beginning m 1986, while in the
upper grades it 1 expected to continue declimng throughout the 1980° and ato 1990
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Chart 1.2

Percent Change in Public Vicmentary/Secondary School Enroliment Between 1970 and
1982, by State
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Between 1970 and 1982, public school enroliment declinod by 14 percest nationslly. Most
and North Central States experienced declines groater than the nationsl average.
[ recorded enroliment increases.
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Racial/Ethnic Distribution of Public Elementary/Secondary School
Enrollment, by State: Fall 1980 and Change From Fall 1970
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Chart 1.3

Minority Enroliment as Percent of Public Elementary/Secondary School
* Enroliment, by State
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In 1980, minority stadeats represented at least 35 percent of the public school enroliments
in many South Adestic, Gulf Coast, and Southwestern States. In 12 States, minority
me-msmmunmmulm
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Chart 1.4
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Table 1.5

Wdhnwf’horky'&“ﬂld&dﬂhume?m‘kﬁunyzof?opuhﬁon

S to 14 Years Old: Selected Years, 1976 to 1962

e

Nurhers (Estimated). in Thowsends

Percant Change
Spring  Serng ol
Characterietic e "wn L] WNL IR WL R
Total popndation
S W yours o N4 W20 w0 -7 -82
Language minority’ 358 38 4,505 +213 +182
Language minority as
porcent of Al populstion " s 133 +410 +27
Limieg-English
pociont (LEPY - 2400 2057 - +10.3
LEP as porcont of o
language minority - 02 [ 1] - -6
Notw 5
14-your-sits M8 R 2 -139 -84
Limiog-Engieh
profcient (LEPY - - 12m - -
LEP as porcent of &
oher 5 10 14-yeur-alde - - Q3 - -

'Language minority children are defined as members of housshokis where the wsusl o 8econd, ohen-

opoken housshold languege is other then English

proficient estimates inciude all childre, 800ring Lelow specified cutofe on epeciel tests

SLimited-English
of English proficiency (originally developed or the 1878 Children's English and Services Siudy), plus
Children judged 1o be unable to complele the teet of Nt tested dus 1 refusel

Mumbers are dased on Current Ropulstion Estimates.

SOURCE Unpubiished tabulations M!MMMU&W«M Ofice of
Planning, Budget and E: Bureau of the
W|m8unydm-um |&mm , prefiminary

andUS D of & 1978 Ch 's Englieh
and Services Study
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Chart 1.5

Estimated Languege Minority Status and English Language Proficiency of
3 to 14 Years OMd
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Table 1.6

Persons 3 to 21 Years Old Served Annuslly in Educational Programs
for the Hendicapped, Percentage Distribution, and Percent of Total
Public School Enaroliment, by T, ye of Handicap: 1976-77 to 1982-83

Type of Hendicp wen WM eI W0 190081 199182 198289
Number Served, i Thousands
Al condiions 3002 m 1000 4,008 (S SN S Wy
Lesming disabind ™ ] 1,19 127 1M 1622 1,74
Spesch impaired 1.0 128 124 1188 L1 1135 113
retarded 50 83 0 " ”e 76 7
x » 300 29 M6 3% 82
Hard of houring and dost o [ ] w0 ;] 4] n
hendicapped LY 87 70 (] ¢ 58 57
Other hoalth impaired " 1% 106 108 8 n 50
Visuslly handicapped » » k-3 3 3 -] -
M * 50 a0 [ ] n (<}
* * 2 2 3 2 2
Percentage Distrition of Persons Served
Al or2ditions 1000 0.0 0.0 100.0 1000 1000 1000
Loarning disabled 25 3.7 21 9 %3 3 09
Speech impaired B3 26 N2 26 22 e 28
Montaly rotorded - 1] 249 232 2117 20 wr s
Emotionally disturbed 78 17 17 82 L L} 81 83
Hond of houring and deel 24 23 22 20 19 10 17
Orthapedically hante.apped 23 23 18 18 14 14 13
Other hoalh impaired 3 3 27 28 24 19 2
Visuslly handicepped 10 ] ] [ ] [ ] 7 ?
Mulhandicapped - - 13 15 18 17 15
Dest-bind - - 1 R 1 1 1
As Percant of Total Envoliment
Al condiiens: [ <] " " .62 wn wea 10
Leaming diesbled 10 a2 k] ) 30 s 4056 4%
Speech impaired k1] wm 286 286 25 283 285
Montally reterded 218 2u 212 20 2.2 18 1M
Emotionally dieturbed “ [ ] n n E 3 05 »
Hord of heering and des! 9 2 2 " " " 1’
2 % " 1. " “ "
Other hoolth impaired x2 3 F-] -] F] 2 13
hendicapped [ ] [ ] o [ ] 0 o o
- - 12 " 7 Al ]
Ouef-bind - - 01 01 01 01 o
*Not avalisble
—Not eppiicable
m-mmmwmmmmwmwmumwao.m
from U.8 of are baskd on the ttal annual

SOURCE ¢, from U.8 Dx ot E Office of Spacial Education and
m;m,mmwpmmuwummum
WQ,TMF(IM.“WW
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Chart 1.6

Persons 3 to 21 Years Old Served in Special Education Programs for
the Handicapped
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Table 1.7

Mln?ltpﬂmryEnrollnmt'byAgedStudentandConuold

School: Fall 1970 to Fall 1992

{In Thousands)
Public Schoo! Envelinant Private Schoe! Envaliment

foll of INs 4% S 6Yen 3N 4% Swn ¢Wen

ar e W 0w [ ] [ ] o4 W oM O O [ ]
] “an e 1 “» 224 19 1 W $12 o k-
wn an 1w W - 22 1w U m w2 “«? A
1“n “4n e 10 218 108 1981 %S m w 2
w3 4N e W s 5 152 147 3 [ ] » 1?
" 4m 28 1B a um 1% . S8 m " 12
1975 U1 14 W 247 M e W m "
1w a4 3 e [ X ] m Uun & 1 » H
wn 40 12 1 m 2242 h 1M W " 0 »
wn 4 e ., 212 W e m »
wm 4N 18 m W 22177 15 18 su m m ®
1980 R e w7 m 2221 m 1 W o4} m -]
1. S8 R W M 2N N 1 W [ %
e s 4R wm 220 W 1N » L -] L

L, 4

1 M e W o22e W W o 0 4 ]
100¢ 418 20 8 M 24 M W m o L]
1 0 M w2 ™ 248 I 2N WM 1 L]
18 SN s M M 252 M 1M W 18« 7
1 T 41 W MM 20 m 28 ™2 1. 0 “
1 UB 4 a2 ™ 2% M 1@ m 1M n L)
1908 198 4 @ M 2812 W M m 1,151 - o
1990 S O aM M2 200 W 1 M M %
1. “wn an o oM 28 M M o ) W 2
e o e o« m 2 M e W 120 & »
*inclte h““ﬂ“h““*d
private mursery schoels u [
For pcl detnlls, 30e My of Eduasion Sitictin in 100090, forbeming.

NOTE Dotalls may not 064 10 toule bocouss of rounding.
SOURCE 'S muw-:.u-uue-—.w
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Chart 1.7

- Preprimary Enroliment, by Control of School
. 2 ]

Envoliment, in thousands

1.500+

ol of yowr

Preprima y enroliment is projected 10 increase throughout the 198U and 1nto the 1990 in
both put .ic and private nursery schools and kindergaricas
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Table 1.8
Public Preprimary F wiiment Compared (o 1st Grade Enroliment, by
State: Fall 1970 and rud 1982
L ..
Envoliment i Full Y70 Emvalimont in Foll 1982
o Porcant o Porcont
L] opinary' it Gute  of 1ol Gnds  Paprinsy' 1ot Gade of 1ol Grade
Unitnd Sutns .9%70¢ 80178 A} 28030 2842 %)
Aaborms 1. s 22 LY BT TRY )
ANashe & 1! M4 T 135 W
==t 1 WM N oM w W
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Chart 1.8

Public Preprimary Eurcliment Compared to Ist Grade Eareliment
(P

ey

1 [

Preprimary ensoliment in the public schonis equaled or exceeded ist grade enrollment in
some Staes in 1982 Many States with low preprimary encollments in 1970 grestly
expanded theie programs over the ensuing decade
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Chart 1.9

Number of Public Elementary/Secondary Schools, by Level of Schooi and
Grade Span: 1980-81
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The orgamzstion of public clementary/secondary scheols was xs varied in 1980-81 as it
had been in 1970-71. For exampie, i elementary, junior high/middie, and secondary
schools. the most typical grade spans represented, st most, half of the schools and
enroliments in 1990-81.
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Table 1.10
Trends in Number of Classroom Teachers in Regular Elementary/
Secondery Schosls, by Conirol and Level of School:
Fall 1970 to Rl 1992
.
(in Thousands)
Total Teachers Public School Teachers Privats School Teschers
M- ro- Pre-
primery prioary primary

ol of »im »i12m ©12%
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170 238 WM | 2055 1128 °”T M 153 0
woo.. 22M 13W 18 2083 1 %2 20 IR ]
wne .. ... 2N 13 180 2103 1140 m ™M 1 n
w3 . .. 200 19 1M 218 118 » 2% 157 n
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... . 348 138 1084 2117 1155 2 ™ L 4
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18 . 2413 N e 219 LI " M 124 ”
190 240 1AB LS 2135 11 07 W 28 [ ]
1997 24 140 1M 2151 227 | I ] 208 | ]
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1 .. . 240 13W Mm 217 1.8 [ ] ”
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L

For muthadolopical Getails. 900 Payscoons of Educosen Staesacs ¥ 1982-53. loricomng

NOTE. Dotalis %.2y not 204 09 totals br-2uee of rounding

SOURCE' U § Department of Education, Netionsl Center for Education Statistics, Statistics of Public Elsmentary
and Secondery Day Schosls. vartous yeurs: Sistisiics of Nonpublic Elsmentary and Secondery Schosls, verious
yoars, and Prajections of Education Stalistics 1o 1002-59. fordwoming
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Chart 1.10

Elementary/Secondary Classroom Teachers, by Level

Teachers
n thousands

3000

12
Foll of yeor

The numbcr of public snd privale elementary school leachen s projected to increase
steadily beginning it the mid- 1980°, while the sumber of sccondary school teachers
expectcd to dechine until the 1990°
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Table 1.11

MhNuuberdClﬂmnanerl,msmdenlshkquhr .
Elementary/Secendary Schoole, by Control and Level of School: |
Fall 1970 to Fall 1992 |
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*For methodological detaiis, 8ee Projections of Education Stakesics 10 1982-83, forthcoming

SOURCE- U S mum.mmmmm,mummy
wmwmmummmmmuwd
Education Stalistics 1o 1802-£3, *orthcoming
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Chart 1.11

~isagroom Teachers Per 1,000 Students in Elementary/Secondary Schools

o
Nember Public Scheols
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The ratio of teachers 1o students 15 projected to rise somewhat in the 1980 and into the
1990' 1n public and private schools at both eiementary and sccondary levels The increase
ts not expected (o be as appreciable as tn the 1970°
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Table 1.12

Treads in Estimated Demand for Classroom Teachers in

Elementary/Secondary Schools and Estimated Supply of New Teacher
Graduates: Fall 197 to Fall 1992
*
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Estimates for 1971 through 1960 are from National Education Associstion, Tm&mdﬂr
mend in Public Schools, 1980-81. Other estimates developed by the Netional Center for Educaion
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SOURCE U.8 Dep of E Center for Ed Satistics, Projections of
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Chart 1.12

Estimated Teacher Supply and Estimated Demand for Additional Tewbr.rs

Number,
n thousands
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Begmning m the mid-1980's, the demand for addi ~nal teachers 15 projected to exceed
the supply of cw teacher graduates  Elemestary schools should provide two-thirds of this
demand
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Table 1.13

N of Public Elementary/Secondary Clastroom Teachers, by State:
Fall 1970 and Fall 1981 )
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Chart 1.13

Percent Change in Number of Public Elemertary/Secondary Classroom Teachers Between
1970 and 1981, by State

i
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D increased 20 O percent or mors
ncreased 100 10 18 9 percent
B 1ncreseed 01109 9 percant
IR oecresse

While nationally. the pumber of public school classroom leachers was 3 percent riove in
1981 than in 1970. in several States with growing enroliments, the increase was 20 percent
or more Decreases were regis.ed in many Northeast and North Central States and in
Califormia and Hawan
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Chart 1.14

Current Expenditures per Pupil in Public Elementary/Secondary Schools

e
199142 Porcont Change from 1979-71
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Current expenditures per pupl were highest in Alaska and New York and lowest in
Mississipps and Arkansas 1n 1981-82 From 1970-71 10 1981-82. Alaska and Okishoma
regivtered the largest increases, while New York and Cieorgia recorded the smalest
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Chart 1.15

Per Pupil Expenditures and Per Capita Income Indexed to National Average, by
. State: 1981-82

g

M

i'mﬂgii(‘;gf'}i!ﬁffi

T % % ® ® Ww ® @ w wm 2

-y daned 1 atongl pveraps (180)

Por capitn imseme

When indexed to the 1981-82 nationa) average. many States with incomes 10 percent or
more below average had an even lower index of per rumil expenditures The majorty of
States with incomes 10 percent or .nore sbove svernge had an tndex of per pupil expen-
ditures that exceeded their per capila income index mmber
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Table 1.16
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Elementary/Secondary Education: Selected Years, 1971-72 10 1981-82
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Chart 1.16

| State Share of Public Elementary/Secondary School Revenues
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tn all but five States, the State government provided a larger share of school revenues
n 1981-82 than in 1971-72
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Federal Education Revesues per Pupil, in Current Dollars and Indexed
0 the National Average: 1971-72 and 1961-82

Table 1.17
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Chart 1.17

Federal Education Revenues Per Pupil Indexed to National Average
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Alt but || States recerved more Federal revenues per pupil relative to the national average
m 1981.82 than 1n 1971-72
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Table 1.18

Trer.s in Expenditures for Public Elementary/Secondary Education,
by Purpose: Selectec Years, 1970-71 to 1979-80
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Chart 1.18

Zxpenditures for Public Elementary/Secondary Education
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While cument expenditures for public elementary/secondary educstion appeared 1o have ]
doubled between 1970-71 and 1979-80, mont of the risc was sttibutable 10 inflation. When A
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Table 1.1y

Trends in Current Expenditures for Salaries of Classroom Teachers
in Public Elementary/Secondary Schools: 1970-71 to 1981-82
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Salaries of Clessroom Teachers
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Chart L.19

AwMS&ydCﬁme&nhhﬂcMrﬂS«mﬂqm
’

Salery. in oueends
of delers

Your entng

When adpusacd for inflation. she average salary of public school teachers gencrally declined
thrwghowt the 1970°s
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Table 1.20

Average Percentage of Correct Responses by 9-, 13-, and 17-Year-Oids
on All Mathematics Exercises, by Selected Student and School
Characteristics: 1981-82 and Change from 1977-78

& Your-Osts 13-Yeur Ol 17 Your-Ois

Avrage Average Mverage
Porcent  Change from Porcent  Change from Percent  Change from
Comect 1978 % 1982. n  Corect, 197810 1382, in  Comect. 1978 1 1982 n

Charactonan 1902 Porcontage Pointe 1082 Percentage Poinis 1982  Percentage Pomts

Nwionsl sverage 84 19 0s “ 04 -8

facielietne prip

White £ 1) H Q1 3% 832 -1
Dlack &2 21 o2 45 Qr 13
Hispanic ar 1" A9 MM L 1] 9
Achigvemem quariie !

Low s 19 k 1] ‘s 74 $
Mig-ow 516 L} 55 48 48 -2
Mid-Ngh (1] 4 [ 1] ‘33 o1 -3
K n2 7 01 ‘18 °”3 -8

Porcent whits n scheoi
0 # 50 porcemt L 1] 24 538 k) as K]
00 % 100 porcont £ 1] 10 Q4 b { 3 1
Type of community

27 15 [ 1) ar “»o ~10
Urben dsstvantages® [ 1] " “3 1] (1] 19
Urten advantages® 1) 13 n? 58 00 -3

y Mh rio ot the 05 levet

Based on mathematics were partitioned indo four achaeve-

ment groups of equal size, ummamdnm

2Ciios having a population greater than 200,000 where a high proporiion of the residents are on

Wo..ar8 0f are Not reguiarly employed

mm.wmmmmm-mpmummusmmm

sional or n.anagerial poshions.

sounee Education Comm.ssion of the States, Nationsi Asssssment of Educational Progress, The
Me Resuts, Trends and lssuse, 1983
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Chart 1.20

Change From 1978 to 1982 in Mathematics Performance of 9-, 13-, and 17-Year-Olds

| on ANl Exerclses
$-Vear-Olls
Natioe, o = .
High achisver
Low achisvernent
13-YouOlls
National average
High achievernent
Low achisvernent
17:Yeu-Olde
Nationsl sverage
High achievernent
Low achievemunt
L Al v v v b4 v L2
4 2 0 2 4 6 8 10
Change in percentage points

Ali groups of |3-year-old students improved in overall mathematics performance. while
9. and 17-year-olds showed few significamt changes
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Table 1.21
Average Matlematics Performance of 9-, 13-, and 17-Year Olds on

Knowistye Sils
Changs Som Changs from Changs Som Changs rom
W w12 » HEN R a W78 » R W e 12 »
Chersctoneec 102 Percontege Pomis 1982 Porconigge Peints 1982 Purcontage Pemts 1982 Parcenisge Peints
Awerage Percont Cormect
Srov ol atensl
rag ") 1" E 1] [ 1} "2 -4 »e [ 1}
Racul e gro
hd ne 12 L] [} a4 -0 24 [ ]
Bock sTe i L »7 14 e (] a0 -8
Huporc @7 0 o 25 24 -2 1] ]
Acvement g’
Low “s ‘0 »1 E3 ) 21 F ) "s 19
Sod-ow "wr 1 1) 7 ns -0 ns $
- gh ne 12 )3 -1 1] -10 L1 7
L] 1) ] e 7 "t A [ 3] ]
Tyoe of communtty
[ sl 23 “s 10 k1) -15 m 32
Uhen destvernped’ “ H] 01 1" n? 13 20 -12
Uten shempd® ne 1 01 [} 30 7 %0 (]
13-yem-0its astionsl
g el ‘o8 70 KT ®s L1} ‘22
Recetwne o
o L) 39 04 *34 (1) a ‘0
Bock (1) ‘00 “o ‘€07 LX) b.1) ‘4
Hupomc L 1] ‘€0 -2 ‘T2 -7 »e ‘ag
Acrenant qurthy'
Low %2 ‘18 e ‘53 ! ‘81 ae
Md-ow nae ‘50 7 ‘a0 Ml a7 » 23
- hgh 1) ! [ 2] ‘3 o ‘32 W01 185
™Y 1) ‘19 7 ‘3 Q) ‘2 "o "
Tyoe of communty:
N ns ‘S0 30 ‘A 5 1 1) 23
Urhen destvantages® [ 1) ‘49 1] ‘0 a7 51 »0 2
Uhen  atveninges® [LR) K1 L 1) ‘0 n2 ‘o8 “u7 e 1]
1yeroils sationsl
erage e 3 00 ¢ 2 ns - @4 -1
L T )
W n3 [ ) [ -1] 3 "’ -1 L.1] -10
s < 9 “z " “e -2 o0 -2
Hapwrc »l 20 o4 L L1 [} e L}
Achavement e’
Low %7 ] »2 ] »? -3 ns -4
Mit-ow nr -3 M1 4 %S 1 Mo -13
Mg "y -2 w2 3 »3 -4 «“7 -1§
ol 0 -3 23 -4 “us -8 w2 -14
Tyoe of communty’
Prst n?2 -14 72 [ A -2 »s -27
Uhen Sustvannged® "y ‘a0 L1 10 ae -3 01 1"
Uten adomager® ®s ] »? -1 n3 -3 20 -14
change in between o he 08 level

SOURCE Egucetion Comminsion of the Sutes. Netional Asssssment of Eduoationsl Pregress, The 1w Nasions!

Mathornatics Assssemunt Runlls. Irends snd lesuss 1983
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Chart 1.21

Change from 1978 to 1982 in Mathematics Performance of 9-, 13-, and 17-Year-Olds on
Exercises of Knowledge, Skills, Understanding, and Application

Knowledge Sholls
*Your-Olts 9-Your-Otde
Natonal average
High achwsvemnent
Low achwevernent
13-Your-Ols 13-Your- Ol
Natonal average
Hgh achwevement
Low actwevernent
17-Your-Olde 17-Yoar Olds
Natonal average
Hhgh achevement
Low achwevement
4 2 0 2 4 6 8 10 4 2 0 2 4 6 810
Change n percentage powts Cha-ge n percentage pownts
Undurstanding Applications
*-Your-Olds 9 Your-Okis
Natonal average
Hgh aciweverment
Low aciwevernent
13-Your-Olle 13-Your Olte
Natonal average
High actvevernent
Low aciwevernent
17-Your-Olde 17-YomrOlde
Natonal average
Hogh acteevement
Low aciwevernent
v v v v v v v B Luls.d v v Ll M v A
4 2 0 2 4 6 8 10 4 2 0 2 4 6 8 W
Change n per.antage pomts Change n percentage pownts

Thirtcen-year-old students in the lowest achievement quartile gained sigmficantly at each
learning level of math s perf e b 1978 and 1982 Other age and perfor-
mance groups showed minimal changes across ali leaming levels
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Chart 1.22

Change from 1977 to 1962 in Average Science Performance of 9-, 13-, and 17-Year-Olds

- Your-Olds
Change . percentage ponts Science, Technology
5 < Inquey and Socwty

44

|
" Ui

2
34

59 Comtent Inqury and Soceety
4 <
34
2 4
14
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-
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$7-Yeur-Olds

5 - Science  Technology.

Contert Inqury and Socely
4 -

3
2
‘d
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14
.2
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O o O waemde B oack mae B whe temale BB ack temate

Students” performance in science between 1977 and 1962 chw yged minially or was mixed,
depending on the knowledge arca snd age group asscaned
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Table 1.23

Trends in Number of Public aud Private High School Graduates and as
Purcent of 18-Year-Oid Population: 1970-71 to 1992-93

L’ e

Numbers i Thousands
Sex Control
Total  As Percenc of
Hagh School  18-Year-20d Prvats
Yo Gradustes  Pupuiahon: Male fomale Public  (Esbmated)
1970-71 1097 L} 1454 1483 2637 00
191.72 3. s * 487 1,514 2,699 302
9721 3.0 7.8 1500 1,53 2.1% 306
1973-14 3.0 )] 512 1,562 2718 310
1974-75 3183 ke 1 ] 1542 1501 253 310
1975-78 318 ns 1.509 1,579 2837 m
Khs ) 3184 M1 1547 1,007 2,06 s
19771-78 . ns 153 1.568 2825 302
1878-79 3181 nse 1.518 1.585 2.001 0
1979-80 10 ns 1.4 1.552 2,748 25
1900-81 3m ny 1483 1,537 2,725 25
1981-82 3. nr 1474 1.527 2m 20
Propcted”
1982-83 918 ns 1,451 1,485 2,626 2%
1983-04 2.4 ns 1,368 13718 2,40 m
1984-85 208 ne 1.321 1335 2% %3
1985-06 .8 nse 1,292 1303 2.3 -1
1906-87 2,083 ns 1,326 1.337 2., 264
1997-00 L. ne 1.308 1313 2.4 m
1908-00 142 ns 1,388 1) 2450 -
1900-90 L ns 1,242 1,249 2,26 u1
1900-91 .40 ns 1200 1,208 2,19 29
190122 . ns 115 1184 2.083 20
1982-83 un ns 1187 1191 2.4 2

*Prolimnery

For methodological detals, 909 Propections of Fducation Staksdcs to 1992-93, forthcomng

NOTE Details may not add % totals becauss of rounding

SOURCE U'S Deperiment of Education. Nabonal Canter for Education Statistics, Stanstics of Publc Elementary
and Secondery Dey Schools, vanous yesrs, Stastics of Nonpubc Elementary and Secondary Schootz, vanous
yoors, Public High School Gradh les, 1980-4, bulistin, 1983, and Proyections of Educabon Statstics 10 1992-83,
forthcoming
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Chart 1.23

High School Gradustes
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Chapter §
Secoirdary Education:
Student Flows, Course Participation,
and State Requirements

Given the imterest in the Nation's high schools gencrated
by the Netional Commiesion on Excelicnce in Education
(NCEE) report and recent others, this chapter highlights
dala on secondary education—the transition from high
school. counsework participation, and State gsadustion
requirements. The section on student flows begins the
chapicr by preseating information on recent high school
dropowts snd postsccondary plans of high school seaiors.
While it shows thet gradusting from high achool s the
01, it presents the various reasons gives by droports
for nct pradusting. A further section on cowrsework
provides duta taken from acteal high school tramecripts
on studeat participation in basic swbjects. These data
show the oxtent 10 which 1962 high school gradestes
fulfilled the cwrricolum roquisements secommesded by
the NCEE. The increased wee of compuiers in schools is
aleo discussed. The chapter concludes with Stase-by-
State comparisons of changing high school grudustion
roquirements, the wee of mininaum-compeiency tcstmg

umw&gmmmm

Student Flows

Drepping Out

High school graduation matks am important tramsition
pﬂu&elivudmmmmidu-
measure of performance in secondary education. For
meny. high school graduation is followed by enoliment
in Iugher oducation or a postsecondery vocational'trade
school. For others, lugh school g adustion represents the
end of formal education as they et.ter the work force full-
time and ssswme adukt respomsibilities. For some stu-
dents, however, this formal tramsition pomt is not
reached, dropping out as they do before graduation

The High School and Beyond Study provides a look st
the progression of students from the sophomore year
through the senior year of high school aad into adukt
status. Almost 14 percent of 1980 hagh school soph-
omores left ugh school without a diplome sometime
afier the spang of thewr sophomore year (entry S.1).
Genenlly male sophomorcs were more hikely 10 drop out
than (emales. 15 percent as compared with 13 percemt
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The tendency for move wmales than femeles 10 drop out
and Amencan Indians/Alaskan Natives. those in the gen-
grade growps. Whea the sophomores were growped ac-
cording 10 their averag> grades, males \ad comparable or
lower dropowt rascs tha femnales. This suggests that
Iigher dropowt rates for males are associsted with their
caming gescrally lower grades than females. Among the
racislicthnic growps. American ladisnw/Alsskan Nevives
huhwmm more than 29 percest.
Hispanics and blacks { 18 percent and 17 percemt. respec-
tively) had higher dropowt rates then whites (12 percent).
and Asisa Americans (3 [ rcemt). Higher dropowt roes
academic performance. snd participation in non-aca-
demic programs.

Reasons fer Drepplag Out

Duty from the firm follow-up survey of High School and
Beyond e wneful in suggesting “omne factors that may
prompt students 10 leave rchool before graduation in the
firt follow-up survey, studests who dropped omt of
school sfier the spring of their sophomose year were
wked in retronpect 10 give their ressons. White males
most frequently indicated they did mot like school. while
minority mal~s most ofien indicsted poor grades as the
reamon, 46 percent and 31 percemt. respectively (entry
5.2). Whte females indicated marrisge and dishke for
school sbout evenly, 36 percent and 34 peremt. while
minority females crted poor grades and pregnancy, 30
per ent and 29 percemt. respectively.

Fostsecondary Education Plans

The great preponderance of high school students ¢ grad-
uste, and mont plan firther education. A comperison of
the high school senior classes of 1972 and 1980 shows
some differences in the educetionsl expectations of these
cohorts For example. between 1972 and 1980, those few
1enions not expecting 10 graduste and those not pisaning
to continue their edu-atior. increased proportionally
among males from 16 percent to 2§ percent. but de-
creased among females from 22 percent to 18 percent
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(entry 5 3)' And while the percentage of high school
SCRION expecting 10 attain u 4-year degree decreased by
more than |0 percentage pots for makes and females.

group. Their participation directly following high scheol
d d by some 5 p Age puINts o -YEar institu-
uons  High SES tlacks also showed o decrease in par-

the drop was offsct by an in seAN expecting 1o
sitend graduate or professional school The propor

p n 4-year insttut'cns  Hinpan'e participation

expecting 10 do post-baccalsureate work increased from
16 percent 10 21 percest for males and more than dou-
bled for females from 9 percent to 20 peroent

Postsecondary Education Participation

An examinstion of actusl postsccondary education par-
neipation rates substambistes the nse in female expecta-
tons In 1972, S3 percent of femrles partscipated
some type of postsecondary education 1n the fall follow-
1ng high school gradustion. By 1980. this percentage had
nsen 10 56 perceat (eatry S 4). This increase was consis-
tent for females eavolled 10 both 4- and 2-year nstitu-
tions, the rates at whach females envolicd increased from
29 percent 10 32 percent i 4-year institutrons and from
1S percent 10 19 percent m 2-yesr mnshitutions.

Po dery particip ratcs d gencoally sta-
ble across racial/ethmic, performance. and so-
cweconomic subgroups except for decreases among
mudes and Hispanics Ovenall entry rates for whites and
biacks shewed no change between 1572 aad 1980, re-
maSSmuﬂ41mm respectively. No
sgnificant daff were b 1972 and
1930 for the vanous performance groups, akhough high
petformers continued to display the highest rate of

school emroliment. 81 percent in 1900
Sumilarly. studeats with high sociocconomic back-
grounds ensolled more frequently than students with
muddle or low socsoeconomic status, 77 percent com-
pared with $3 percent and 35 percent. respectively
These rates were not sigmficantly different from thase 1n
1972

The decline i male postsccondary participelion was
confinedso those1n the hiph 30c20economic siatus (SES)

~* Asshown @ the Ubie, dats are alo avasiable For 1982 dugh schoot
somors, but the wciwsion of 2 “doa’t kao , * chosce tn 1982 reduces
compusnbilsty with the sarleer years

rates d 10 have declined 1n 2-year and noncollegs-

b 2

ate postsecondary schools

Course Participation

Overall Coursework of Graduaies

The Lugh school pts of 1982 grad show “he
average credit eamed 1. selected subjects from freshman
through senior year Credit 1s expressed 1n Carnegie
units. & unit besng equivalent 1o completion of a 1-year
course.

An exanunation of umts  od shows that graduates of
Catholic schools averaged more credits thun graduates of
public or non-Catholic private schools tentry 5 S) In all,
Catholic school students camed about 23 8 units com-
pared 21 6 units by public school students und 21 3
units by other private school students

Grad in the acad program and the high per-
formance group, and unse with higher postsecondary
education aspirations, took more mathematics and sci-
ence courses than other gradusies Differences in course-
work participstion were particularly evident in scrence,
where students in the high performance group 100k al-
most twice as much science as students 1n the low per-
formance group, 2.9 units compared with | 6 Students
s academic programs took miore than studcnts 1n
general and vocational programs. 2 8 units vs. | 9 and
1.6 um respectively. Similar differcnces 10 wience

in A Nation ot Risk. the Natsonal Commussion on Excel-
lence in Education sdvocated stronger State and local
hugh school graduation requirements than existed 1n 1983
Specifically. # recommended that students sceking a di-
ploma be required 1o take 4 years of English, 3 years of

o
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mathematics. 3 years of science, 3 year. of social
stucies, o~ one Sl year of computer science  Adds-
tiomally. the Commission wiged that college-bound stu-
dents be required 10 take 2 years of foreign language In
order 10 evaluate the degree 10 winch high school gradu-
stes met these rquirements. transcripts of 1962 high
sck.ool gradustes were analyzed as part of the High
School and Beyond Study. According 10 the tranecripts,
fewes than 2 percent of hugh school graduases met the full
set of curncutar recommendations. i tuding the foreign
wm.mmbyh(.‘mhm(mys.&
Even with the foreign languege recommendation ormt-
ted, fewer than 3 percemt of all graduates satisficd the
Commission’s stan’ard for the son-college-bound Ex-
ch&qlheeowﬂerria&mumdmuv.il
would raise thus proportion 10 13 percent A snalyss of
individual sebject arcas shows that the social stwcies
recommendation was met by the largest percentage of all
gradustes (65 percent) and the compuler science recom-
mendstion by the smaliest percentage (13 percent).

The type. size. and location of the school that gradustes
had stiended were also examined in relshon 10 the per-
centages fuifillmg the recommendations. The type of
hugh school—that 1s, whether it spanned the 9th through
IMM«WnMdlMMI
secondary school—sppeared 10 be unassocissed with the
overall perceniage of gradustes who met the Commis-
510ns recommendations. Yet, whea school sze was ex-
amined, gradustes of schools with enroliments b

600 and 1,800 were more likely 10 have met the full st of
reommendstions for both the coliege-bound and mon-
college-bound than those who attended schools with
smaller or larger carollments. Diffevences by school size
were, however, less evident in coursctaking in 1ndivadual
subject areas. Finally. school location showed some asso-
ciation with meeting the recommendations. High school
malwzmmuwmmm. for
example. were the most likely 1o satisly the vanous sets
of curncular recommendations  So. too. were gradustes
from tugh schools in suburben areas. if only <l chily
more than graduates in uther areas

Differences were siso apparent among students with
varying charactenstics. Smaller percent ees of graduates

meeting the Commission s recommendations were asso-
cimed witis lower edecational Aspirations (entry $ T)
This was most evide 2 for students expecting to discon-
bnue their formal education after gralustion and for
wmeplmmglommpuwauhtyed\nnm.
but less than 4 years of college Gradustes expecting to
attend 4 or moee years of college were most likely to
ssusfy the curncular recommendations, although fewer
than 4 percent met them all Except for computer sci-
ence. each subject area recommendation was met by st
least half of the 1982 high school graduates aspiring to
cam a college degree

Academic Basics From Freshman Through
Senlor Year

Rurther analysis of student &+ cnpt. reveals that 1982
fagh school graduates took 1 « coursework 1n acadeinic
besics (English, mathematics, scrence, and social stud-
Jes) in their semor year than an earhicr grades (entry S 8)
Akhough students, on the average. camed over S Car-
negie credis each year, the credits tn these academic
subjects declined from 3 6 units i the 9th gradk to 2 6
units in the 12th grade. This decline was typical for all
students, regardiess of race/ethnicity. socioeconomic sts-
tus, or other student of wchool ch Substantual
diffe were evident. b among vanous group*
in the number of units taken per year 1n these academic
subgects. For example. whites generally carned more
credits 10 academic basics than blacks and Hispenics
Likewise. students from a high socioeconomc back-
M.meﬂemncmm.mdllwumcam
Iic schoots eamed more basic academic credits than stu-
dents 1n other categones

The dechne i the total number of credits camed at
successive grade levels was also evident for several ¢
lected subject matter arcas. particularly mathematics and
science The average credit eamed for mathematics was
09 unit 1n the 9th grade. but declined to only 0 4 umt 1n
the 12th grade (entry $ 9) Simularl  the average credit
eamed for science was 0 7 unit 1n the 9th grade but only

2 umt 1n the [2th grade In contrast, the average
number of Camegie umts carned for Enghsh remained
sbout the same over the 4 years
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Microcomputer Coursework

The slight increase in th~ =serage credi camed in com-
puter scrence may be due to the incressed avadabitity of

menis where there were none, and several others added 10
exiting requirements  Some States 1nat already required
# mimimum of 20 units did not enact sny changes Colo-
rado 2yproved a total of 18 units as necessary for high

microcomputers 1n schools The use of
nses from elementary through secondary levels, moul
g o figures relcaved recently by Quainy Education
Duta. lacorporaied (QED). A far grester percentage of
high schools have nucros than do clementary schools
(eatry S 10). The use of micros s clementary schooks
took a grest ump between 1982 and 1983, Elementary
schoots hed more micros in 1983 ihan did pueior igh
schools m 1982, while the use of microcomputers dou-
bied at th~ jumor high level and increased by S0 percemt
ot the semor high Jevel.

A survey conducted by Johas Hopkins Useversity also
provides mformation qn the amount of time the average
wer spends on the compater por week At the secondary
level, a typical studest learming programmung used the
computer 55 nunutes dunag the week compered to 17
minutes used per week (or students domg dnills o re-
modial work. Microcomputers were also (requently used
& vecondary achools for word or data processing  The
typscal secondary school micro-user spest 30 muinuies on
o compuier per week (or ediing and wnting. or 1n
comaection with a science or clectronics laboratory
While this was half the amownt of time » programming
student gol, 1t was twice that given to students unng the
equipment for dnils and pre-tice,

State Requirements
Graduation Requirements

In 1980. 39 Statcs and the Distnct of Columbia required
a designated numbcer of Camcgic unsts for high school
gradustion. according 4o data released by the National
Assocsution of Secvui wy Schor  Principals It o tele-
phone follow-up. NCL: found st botween 1980 and
1962, 22 Statcs and the D sinct of Columbia approved or
proposed new high sche .+ gradustion requirements (en-
ty S§1)° A fow Staics proposed Stmc-icvel reyuire-

'n*uummmmn.u*uum
ahlc w y o the Stases Sowte
Lduruncn Leuder. h-n 1984 Jt was et svelable @ the o date
cmncs for this rcpon were beng compelod

school gradustion in 1982-83 where no State-level re-
quirements had existed before. Indiana approved 3 addi-
tional unis, cffective 1n 1982-83, and Louisiana and
North Carolina each approved 2 additional unis. Esght
States approved addisonal units effective sometime after
1982-83. whilc 13 States wen considering changes or
further revisions i requirements from the 1980 base.

A mumber of States have initiated changes ..y mathemat-
1cs and science curnculum requirements for high school
graduation since 1980 Alsbama. the Dustrict of Colum-
ea, and idaho each approved | addinonal unst of mathe-
matics for tigh school graduation. 10 become cffective
alter 1983, while changes or revisions 1n mathematics
requiremenis effective after 1983 were under considera-
ton in 11 other States (entry S 12) Both the Dustnict of
Columbia and Okishoma approved | additonal unit 1n
science & necessary for graduation from high school
Science requirements that would apply to gradustes after
1983 were under study 1n mnc other States.

Minimum-Competency Testing

In an effort 10 improve the ¢uanty of education in public
schools. many States have adopied provisions requinng
minimum-competency testing of students. By 1983, 40
Ststes required such testing to insure students meet a
derignated level of proficiency as determined by State or
loca) suthrnitees, or both (e 7 S 13). OF those States
that reported the government level setting the standards,
21 set them at the State level. 10 at the local level, and 7
a both levels Twenty-five States tested students below
the Sth grade i, and nearly all 40 Staics reported
testing above the 8th grude. Five States expected (o use
competency testing for grade promotion At the sarac
ume. muiyh;lflﬂues«mpluudmu'amngn
part of their high school graduation requiremene, =+
means to identify students nceding remedsation. of for
other purposes  Fificen States had already begun using
testing for their graduating classes. and five more had
plans (0 do so

B T b



State University Admissions Requirements
Duning the summer of 1982, the Natioual Association of
Sccondary Schoot Pnncipals INASSP) developed a sur-
vey t0 determine requirements for college Admission to
Sta~ umiversitics  Revisions of these admissiont policies
could have a sigmficant impact on the high school curme-
ulum. causng more students o cnroll I certain aca-
demic counes

Admission requirements vaned greatly from State to
Siate. cach State having cutablished sts own formula for
admission A high school diploma was sufficient in 18

207

States to alkow aumission to the State umiversity system
{eniry S 1) Some States. however. placed additional
quahfications on g students. such o test
scores or grade point averages Revisions to college
admunsion requirements for State unIversities were under
sudy 10 20 States The coune requirements most com-
monly increased were i mathematics atn. social st
ences While no State admissions requirements met the
National Comi *ssion’s recommendations for high
school gradual. 1. State umversity sdmission require-
ments came closest i Delaware. fowa, North Camlina
and Vermont




Table 5.1
Dropent Rates of 192 High Scheol Sophomeres, by Sex and Selected
lotics: Spring 1962
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Chart 5.1

Dropout Rates of 1980 High School Sophomores

» 3 © ©
Oropouts as percent of sophomonss

Among the sophomore class of 1980, American indians/Alaskan Natives had the hig2e'

dropout rate (29 p ) of any Vethmic group Higher dropout rates were also

associsted with low socioeconomic status. poor acadk perf and earoll n

non-scademic Prugrams
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Table §.2

Reasens Cited by 1900 Sephemore Dropouts for Leaving High School
Before Gradustion, by Sex and Race/Ethnicity: Spring 1982
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Chart 5.2
Reasons Cited by 1980 Sophomore Dropouts for Leaving High School
Before Gradustion

Moo Fomale

e S— I e ——
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el -

ot e 2

LA
Fomily-Rololed Resos

gy E———D
o ot oy [ 1— B
o ——

OWer # sa0n
e -
0 10 2 % « S 0 i 2 N & N &
Percent citing resson Parcent g reason

When 1980 sophomore dropouts were asked why they left high school. white males most
frequently indicated they did not like school Minonty males most often cited poor grades:
while females indicated marmage and a dislike for school. and m-nonty females cited poor
grades and pregnancy
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A Seniors Males Fomales
Haghest Lovet Expacted” 1972 1900 1982 1972 1900 1982 1972 1980 1982
Porcontage Distributien
Tott . 1000 1000 100.0 190.0 199.0 000 1.0 180 1000
Loss then Mgh schoet
adution 22 4 25 24 0 29 20 3

High sches! grasustion only 187 04 100 21 204 210 W2 178 159

schoel M0 106 1M1 174 21 200 100 108 183
Junier college 120 151 105 NS N7 130 w1 W 192
yoer collegs of university 6 253 01 W2 M0 04 NI 3y 198
Graduate or professions!

sthosl 126 202 156 %I 22 151 0. WA 161
Don't imow — - 0 — - - — 94
—Jot appiicable

“The queston lormats and answer chowces 10/ 1972. 1980, and 1982 semors wers a0t identcal The 1972
mﬂnu—uwnmwdmnmum The 1960 and
mmu.ﬁnnnmmuhmummmmmmnm
o n. 3nower cheices m 1972 and 1900 wes mom of 9es Comparable, 1.2 Mckuseon of § ~don 1 know™ Choice 1
1962 roduces comparabillty with e eariier veors

NOTE Details may not add 19 ietals becsuee of reunding

SOURCE U'S Usparment of Educabon Nobongl Conter for Education Staistics, Mgh Schoo! Semors A
mmunmumzntmm.ummumtml
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Chart 5.3

Distribution of 1972 and 1980 High School Seniors Expecting to Attain
Designated Levels of Education

wn 1900
The percentage of high school senioss expecting no further education increased for males

between 1972 and 1980 from 16 p to 21 px but declined for females from 22
percent to 18 percent The percentage of female sentors expecting to attend graduate or
professional school more than doubled duning that same penod. increasing from 9 percent
i 1972 to 20 percent in 1980
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Table 5.4

Postsecondary Edu ation Participetion Rates of High School Graduaies

Immediately Following Gradusation, by Socioeconomic Status (SES), Sex,
Race/Ethnicity, and Acac smic Performance: fail 1972 and Fall 1980

Percent Parkciphng ». Sall 1977 Purcant Parbopsting in Fai 1980
N 2Vear e 2%
Charactenstc Tol'  inedtubons incbiubons Other'  Total' Insbivbons instubions Othwr!

Al gradustes ] » 1 [ ] 3 [} 5
Male “ 3 17 [ ] X 16 4
Fomale - ] 18 [ I ] 3R 19 6
Whee, non-Hepenc ] 2 18 T8 n 1 5
Siack, nen-Hhspanc a % 12 9 L1 2 1" 5
Hopon [ ] 18 2 [} 18 1} 5
Low pastormer » [ 12 w n [] 13 6
Modun performer [ ] » 2 [ B ] ) 2 5
igh porformer n [ ] . »n 6 15 3
Low SES u " [ I ] 17 15 s
Mels B 15 12 [ ] 16 " 4
Fornale » " " 0 ¥ 1 15 5
Whets, non-Hspame 3 12 " [ I <] 15 15 5
Siack, non-Hepen: » 2 10 0 & u 13 4
Heopame “ 15 [} [ I -] 13 "“ 5
Low performer 2 (] 10 ! 2 (] 10 ]
Mogen performer % 16 ] 9 & 19 " 4
High performer [ +] “ 1 “« K “ 1 3
Neogis SES 6 % 1 [ I ] ¥ 19 5
Mels 51 % [} 1 Q@ 2 18 3
Fomale 0 H] ] 0 3 21 6
Wade, non-Hepanc 51 % 1 8 ¥ 19 5
Black, non-Hspamc 55 £} 1" [ ] » 14 4
Hapanc 51 1” - ' ©® " zn 5
Low pertormer » (] 12 0 = 10 "* 6
Medan performer 51 ] 2 9 M 2 ] 5
High parformer n 9 9 s 0 [ ] 19 3
High SES n L4 1 4« n [ 19 4
Mels n ") 1 I n §1 16 ¢
Fomale 0 57 17 6 » " 2 3
Whiis, mon-Hhepanc n 57 0 4 I 5 19 4
Btack, non-Hhepamc L} 53 21 (] ™ o 2 2
Hepanc 4] [t ” ] 7] 45 2 10
Low performer “® 16 ] 9 ® ] 2 9
Modun performer 1 Q % [ I ] “ 2 4
High parformer [ ] " ] 2 »8 7 10 3

‘Ostails Moy not 36 10 totals because of 1ounding and because respondents in 1980 could have ndicated that

ey sttended more hen one type of postsecondary inetitulion

“inciudes vocalionsl, trade. and busness schools and Schools that could not be clessifisd otherwise

Smait smpls mize prociudes shewing percents

SOUACE U'S Department of Educabon, Nesone! Conter for Education Stateics, National
e High School Cless of 1972 and High Schoo! and Seyond, unpublished tabulstions (December 1963}

Longtudnal Study of




Chart 5.4

Postsecondary Education Participation of High School Gradustes
Immediately Following Graduation

Low SES
Mudle SES
High SES
% & & k%
Percant perticipetng

While postsecondary enrollmen* rates of recent high school gradustes remained stable
overall between fall 1972 and fall 1980, rates dropped slightly among males und Hispanics
and rose among females
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Avorage

Units Average Units Earnsd in Selecies Subject Ares

Eamed

w AN Mathe- Socel  Forsign  Computer

Characteriohe Sebjecs English  matics Scens  Swfies Languege Science

A gratusins a8 38 28 LAl 31 1" (2]
Contvel of scheoi:
[ ] . as F ] 1] 3 30 10 1
Cathalic F-1 ] 4?2 3 7 ] 35 20 1
Other private’ a3 40 3N 20 34 1 4]
S
[ 0 37 20 23 N [] 1
[N ] 20 3 25 21 N 12 1
facosimiclty
White, non-Hispenic a9 30 27 23 3 1" 1
Slack, non-Hispanic a1 30 24 20 29 7 1
Hispanic: . ar 37 22 10 30 [} 1
Performence group’
Low 28 35 19 1.0 2 3 (4]
Mot as 3 24 29 3 [} 1
High 28 40 34 20 32 10 H
Setl-repertnd
Nigh 3chodl program

Academic 28 0 3 24 32 10
Gl a3 (2} 22 1.0 (2] ] 1
Vecstions! 04 3 8 1.0 29 4

Educationsl aapivalion
High scheol 200 30 28 .7 29 4 4]
Vecstional raining as 38 21 1.7 N 4 1
Soms collage as 36 28 24 N 10 1
Colloge praduste 24 40 32 20 32 15 H
Pesigradue 24 0 33 20 32 19 1

wmumm*mmm-mm'muummmm:
high non-reagenss rate
"Lose dhon 0 05 unit

NOTE mc-mwmnnmumnmmwmmmunm
course

SOUNCE U S WGM.WWHMM.MWNWM
(ramacrigt fils. ungublehed tabuistions (September 1943).
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Chart 5.5

Carnegie Units Earned in Mathematics and Science by 1982 High School Gradus tes

e [ .

Control of school*
Public
Cathohe

Grvdustes of Catholic high schools n 1982 rmlly eamed more math and scme
credits than grad of h and

associsted with academic and h:;h performance wbgroup: and with higher pomecmd
ary educstional aspirations
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Thble 5.6

Percent of 1962 High School Grrduates Whe Met Curricular
Recommendations of the National Commission on Excellence in
Education, by Subject Area and Selectod Schosl Characteristics: 1962

L]
Fonign
[ L] N Usgap
fasom Emp Cmpt o et Sosid  fesegn Conputer
Gl Fowps Conguiw Computw Cagheh @i Susas Studes Longwigs Seionse
] o' Longuegs Sowmes  Seanes (4 s} O o) (3 yeem) OO yeuw) (2 yows) 8 S yeers)
L 14 1] [ 1] e % 4! N w4 22 nr
Gate tpm of sstoet
Gndogie » 120
[ 1] 20 2 1By M 4 [ BT W W
T ® Un gl (] M 68 126 S17 M6 B M) w2y 12
Lan N gal 1 4} 24 we #: &5 M ®ms N s
ool enetoent o
Lom Ben 008 10 10 61 U e M1 W B4 NS 14
I X M 2 W4 Ne G5 NS W2 M w4
o hen 1 500 1 19 78 72 852 &¢ Ny @ N 4
f&l )] 46 Wl W4 EP &) 45 M? ®1s we
[T (Y] $6 21 M) M4 M1 M4 e NS5 15
Soul Abunee: 13 15 w7’ L. %5 &6 NS @2 nNe w3
£a08 Sovth Comiopt K] ! N 6 e Me B Wl 56
Wt South Contrnt 2 [] 5 N2 N8 08 B4 MY uS (1]
aut orth Consr Y] 18 " 19 @ &1 ne M B ue
Wt arth Costont 14 [ 1] 10 2y as &4 &) mo 7e
el 2 " 18 19 45 B 22 W w4 ne
L~ F] ] a“ @ M a8 we M4 a2 W
Communty ypo
e 10 n 8 2! We 6 M M) BE
St 1] El ] ”" W1 s M2 M &4 W se
ot 13 22 7T 126 WS 8 W1 e M 1]

" Nevornl Conumunoun o0 Exastionss = Equsohon ‘ossmmentnd (et Sl shudonts 90sking & high 0shost Gytama tahe e foloany
Cumatuh Sunng Siou 4 yars o hugh Schast (2) 4 Yoo of Englok. 3 3 yors of MERTastien:; () 3 YOS of seenee; i) 3 yaors of
000 shuns. and (o} 4l yoor of computer acumae For aninge-bound Shadis, 2 y00rs of Ivsign RAgURgS i 12 Sehes! wive Sivengly

n mpess eoncapend s 5 e of S Consus Golntuns S¢S Gufionens of Selated Ty i e Appondix
SIURCE US Omportment of Gousshon, Nutane! Comter for Edwoston Suistcs. Migh Sehoel and Buyens Shugy. Wemcryt e
wpudtued Whuishens (October 1K

218

Q Yo

LRIC

i -




Chart 5.6

mﬁlmuusaodcndmwmuavm&uowumm
Recommendations of the National Commission on Excellence in Education

0 1 % ) )

Percent mesting recommendations

Al axcept foreign language
and computer science

-Mmm

High school gradustes of 1982 in the Middle Atlantic region were most likely to have met
vanous recommendations made by the Nat:onal Commssion on Excelience in Education.
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Table 5.7

Percest of 1962 High Schor! Graduates Who Met Cu~.icular
Recommendations of the National Commission on Excelionce in
Education, by Educational Aspiration and Subject Arca: 1962

216

Educatonal Aspirstion
Seme Postescondery 4 or Mers
A High Schoo!  but Less Than 4 Yoars of Aspiration

Pocowmes...ion® Graduates  Gradwstion  Years of College College  Not indicated

A recommendations 1.8 05 04 L 84 0s
AR ovcapt fereign

longuage . 20 [} 10 [X] 1"
Al entapt compuier

stience . [ 2] 22 42 %é 42
AR eucopt foreign

longuage and

computer science 134 40 (1] ns [}
Engih

(4 yours) [ T] 07 543 ns 550
athomatics

@ yon) [ ¥ 203 B2 n4 27
Sciencs

S yors) n4 124 "3 «’ 200
Secial sudies

Syns) . "4 002 (<] ] [ R (1]
Forsign mpape

(2 yours) 02 121 20 n7 ®7?
Computer science

05 yoars) 1.7 37 104 w2 10.1

NOTE The standend arrors for this table heve besn computed and are provided in the Dets Sources in the Appendo
SOURCE U'S Dopariment of Education. Netionel Center for Education Stabelics. High S:100" and Beyend Study,

ranecrigl e, wnpubhehed buistions (uly 1983).
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Chart 5.7

Percenlofl”ZnghSehoolGnduﬂuWhoMetCunkuhrMMbudﬂn
National Commission en Excellence in Education, by Educational Aspiration

Oradusies Aapiring
Al Grodusios ® 4 or lore Yoor*
of Cologe

Of the 1982 high school graduates, college aspirants were mosl likely 1o have met the
curncular recommendations of the N | C on Excellence in EAucation.

23

O

ERIC

Aruitoxt provided by Eic:

S——



Table 5.8

Averag: Number of Carnegie Units Earned by 1982 High School
Graduates in Selected Academic Subjects, by Grad: Level and Selected
Backgreund Characteristics: 1932

L

217

Average  Aversge Units Eamed in Selected Academc Subjects Only’
Unnts

Esrned Grade 1 School
in AN
Charactensc Subjects Totl  Oth Grade 10th Grade 11th Grade 12th Grade
Al gradustes 20 129 k1 3s 32 26

Control of school

Publec 25 128 35 kD) 32 25

Cothale 40 157 43 4“ kR ] N

Olhor private’ 21 153 a1 42 40 N
Racosihmeity

Wiwte. non-Hhepenic 219 N 7 36 33 28

Black. non-Hispame 21 nse 32 32 30 2%

Hiapanic a7 "7 33 32 29 22
Sociosconome status

Low 2123 ns 34 32 28 22

Mhddie a8 2° 35 35 32 25

High 23 "1 39 40 k1] 30
Salf-reporied ingh school program

Academic 25 151 4.0 4.9 40 33

Generdd 23 "7 33 32 20 23

Vocational 2t 4 107 34 i 23 1.0
fegion

Northeast 20 "4 40 40 38 28

Nyih Contrat Qa8 128 36 s kR 25

South 5 122 kD) 33 N 25

Wost 24 122 33 32 32 (1]

'Inciudes English. mathomatcs, science. and socal studies

Care shouid be takun when Making comparieons with the “other 9nvals™ calegory dus to small sampls o . and 3

gh non-respenss rate

NOTE The Camegm unit & 2 stnderd of messurement that resresents oae credd for the completion of a 1-year

SOURCE U'S Department of Education, Natonel Center for Education Statistics, High School and Beyond Study.

ranecngt file, unpublsshed tabulatons (October 1963).

O
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Chart 5.8

Average Number of Carnegie Units Farned in Selected Academic Subjects by 1982 High
School Graduates, by Seif-Reported Program

4

100 grade 11t grade 121 grade
Grace in school

§"
i

High school graduates of 1982 took less coursework in academic basics in their sentor year
than in carier grades. regardless of their program
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Table 5.9

Average Number of Carnegie Units Earned by 1982 High School
Graduates, by Grade Level and Subject A ea: 1982

\

Grade 1 School

Subect Arsa Totab 9 Grade 100 Grade 11t Grade 12th Grade
English 30 10 1.0 10 (1]
Mathematcs 26 9 [} 2 4
Science 22 g 7 4 3
Socit studwes 31 7 [ ] 10 ]
Foreign lenguage 11 3 4 2 )
Computer science 1 ) ") *) 1
*Loss han 0 05 unit

NOTE mwwumummxmmmmmmun-m
course

SOURCE US Wum.mwmsmam.ww“wm
Wanacript fle, unpublished tabutabons (October 1983)
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Chart 5.9

Average Number of Carntgie Units Earned in Se'ected Subjects by 1982
High School Gradusies

High school gradustes averaged half the number of mathematics and science credits in
their semor year as 1n their freshman year
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Thble 5.10

Change From 1962 in Schools Using Microcomputers snd Weekly Use of
Microcomputers in Elementary and Secondary Schools, by Type of
Activity and Level: 1983

Number of Schools  Percent of  Number of Schools  Percent of Percent Chenge
Lavel With Mecrocomputers Al Schools Wih Microcompuiers Al Scheols 1982 10 1983

Bementary 5.1 [ X] 14.100 04 1754
Juniot gh 24 03 £i15 «2 104
Senier gh 8.4 as .30 oS D))
Mnutes-Per-User During an Average Wask
in Schools With Microcomputers
Percentage Distribution
Moduan More Than
Mnutes 1015 160 0 [ ]
Actwit Total W Monites Minutes
Elomentary’
Programmeng  COMPUINT (deracy ] 100 L) a ]
Dnits, remedw work, meth, lengusge 1] 00 © © )
Lesrvng games. recrestional games 1? 100 ] F ‘)
Secondary
Programmeng, computer ieracy ) 100 13 » “
Onits, remethal work, math, lenguage " 100 “ L] 9
Lesming gomes, recrestionst gemes 1" 100 56 3» 9
Word $rocesemy. Gota procsesmg,
Iob. other | 100 -} 1] k)]
“Less then 0 5 percant

NOTE The sscondary grade level includes jureor and senior lwgh school Dstails may not add %0 totals because of
roundng

SOURCE The Johns Hoplons uneversdy. Center (or Social Organzation of Schools, “School Uses of Microcom-
puters,” Issue Number 2, 1983, and Quality Educaton Data, inc , “Micru.computer Data, Fresentation 1 NAVA
Metenais Council,” Jenuary 1963
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Chert 5.10

Use of Microcomputers in Elementary and Secondary Schools

Povest of Sok~s Using Micresompuien

1 1S 1}
L] 0 60

Modien minutes-per-user

ﬂnmdmwumhwwm-mmdwﬂedlm;uniahiﬂl
level and incressed by 61 percent at the senior high level between 1982 and 1983,
Microcomputer users in secondary schools generally spent more time in programming and
compeei2r literacy instruction than in other computer activitics
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Chart 5.11

States That Have Approved or Proposed Changes in Requirements for High School
Graduation Between 1980 and 1983

[ '

States tat
Proposed changes

States that
aporoved changes
States et

both approved changes

sdditional changes

Between 1980 and 1983, 22 States and the District of Columbia approved or proposed
increases 1n the number of units reauired for hugh school gradustion These States were
generally clusiered n the Miadie Atlantic. Ohio Valley. Southwest, and West.
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Chart 5.12
States That Approved or Proposed Changes in Mathematics and Science Requirements for
High School Graduation
Mafhgmgtics Roquirements
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States thet approved
science changes

Between 1990 and 1983, 20 States and the Dustrict of Columbia proposed or approved
increases in the number of mathematics units required for high school gradustion, and 12
approved or proposed changes in the number of science credits required.
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States Using Minimum-Competency Testing, by Government Level
Setting Standards, Grade Levels Assessed, and Expected Uses of
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Chart 5.13

Minimum-Competency Testing for High School Graduation

Ir. 1983, 22 States used or expected (0 Lse minimum competency testing fo. high school
graduation, and another 18 States ussd 1t for other purposes
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State University Admissions Requirements

Sinies Witk Roquirements Cloes in Aosemmendstions of
e Nationsl Commisoion on Exvolionse in Education

College adi q for Siate um were under study in 20 Sistes in
1982 Although no State met the recorr mendations for high school graduation set forth by
the N ) C on Excellence in Ed State untversity admission require-

ments came closest in Delaware, !owa, Maine, North Carolina, and Vermont
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Gallup Poll

Of the Public’s

Attitudes Towazd

The Public Schools

TThe 16;h Annual

1984, p. 23-38.

Reproduced with the pamiseien of Phi Delta Kappen, ©1984, v.66, Sept.
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DAVID K. COHEN AND BARBARA NEUFELD

The Failure of High Schools and the
Progress of Education

Fonumms.mvmcrm-thehighxhoolsmﬁﬂing.
Ameticans are betrer educated and have higher standards of Living than ever,
but popular magarines and scademic journals attack the decline of acsdemic
students from poor or minocity beckgrounds in recent decades, yet newspapers
feature stories about student disobedience snd violence.! More hi

students then ever are working, yet educators fret sbout the “weakening
connection” between school and work. For many, the evidence is convincing. In
improvement cfforts there. Toward the end of the decade the problems of
adolescence began to claim more sttention, end within o few years collective
attention scemed riveted on the disobedience of «enagers and the disesters in

The high schools are s paradox, yet there has been little debste about the
diagnosis of failure. There has, however, been considersble dispute sbout what
caused the problems. Among the most populer explanations are s decline in the
quality of teaching, the growth of an ari-intellectusl “youth culture,” the
replscement of reading by viewing, and the daily curriculum of explicit sex,
violence, and iisubordinetion offered by television and movies. The decline of
the family, for several centuries Amerivans’ favorite explanation for whatever
sils. them, is also high on the list. Each of these sccounts hes something o
recommend it, but esch evokes a time when things generally did work well.?
The satisfactions of this belief sbout the past scem to be o partial compensation
for the sense that our time is out of joint.

Appealing a3 these cxplenstions may be, we prefer & contrary notion—
namely, thet the problems we sce now are in good messure the result of past
educational successes. Perhaps the most signal success of American public
educstion hes been providing nearly equal access t clementary and secondary
school for all, an achievement quite distinct in human history. The high schools
hnbmchupdwkhptwidingqmlednaﬁontﬁmuﬂyhdﬁmy.
hnfanhqthemdmﬁmﬁewwﬁg&umdﬁmnﬁwﬁym
wayed sway in dispropostionately lerge numbers. As s resule, high schools
M.wmumw.mwmy
were open to the public and thus in some sense egalitarian, their enroliment was
drawn heavily from those most willing and able to use the educstion provided.

) — - ®

Repreduced with the peruission of the Americea Acadeny of Arte aed Sciences, 61961
fron Desdalue, v, 110, swmmer 1981: 69-99.
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70 DAVID K. COHEN AND BARBARA NEUFELD

This special quality had a considerable impact on the importance attributed to
high-school education and to the seriousness with which all concerned trested
it. In a sense, the public high school was not yet fully public. But high-school
attendance grew during the century; by the 19608 nearly everyone of suitable
age was enrolled in secondary school, and by the late 1970s roughly three out of
every four were gradusating.

As a result of these enroliment changes, the high schools have become much
more fully pudlic. And that hes made them seem much less special in
Americans’ eyes, and much more problematic. In sddition, the high schools
have made odj in organizstion, curriculum, and standards to accommo-
date an incressingly diverse student population. One effect of these sdjustments
has been to make high-school education seem poorer, or less serious, or both.?
Indeed, once high schools moved decisively toward universal stre.dance,
Americans not only lost the sense that public high schools were a special,
desirable institution, but they began also to view the high schools as a sociel
problem, snd begen searching for more or better educstion elsewhere. In
Americs, equality is at once an achievement to be celebrar=d and a degradation
to be avoided.

This esesy considers the current high-school problem by developing these
idess about secondary educstion. Our major theme concerns the parsdoxes of
educational equality in a competitive soci.ty. To explore this theme, we
sttempt & historical analysis of equality and irequality in U.3. secondary
education. Our minor theme concerns the nsture of social ing, in
educstion or elecwhere, and particulsrly the ways in which curreat problems
are connected to past problem-solving efforts. The problems we see in
secondsry education todsy, for exsmple, occur in high thet have
virtually universal attendance. Becsuse socisl and economic inequalities in
secondary sttendance have been very sharply reduced, it is now easier t see the
many problems of providing equal education for students from neglected or
rejected segments of society. Yet v.e sce these probiems in high schools that
were organized to solve other problems, and that worked in part because meny
of the potentially most difficult students did not sttend. In present
solving we come to grips with the possibilities and limits of past efforts.* We can
imagine these sccumulsted results as a sort of social geology, a layered
configuration of idess and institutions that limit what those living in any present
can see—or do. Reform is alway: shaped, and often crippled, by the fruits of
past problem-solving.

Equal Access in an Unegual Society
Public sch.ols are one of the few American institutions that try to take
equality seriously. Yet their service in this cause has been ambiguous and
compromised, for the schools are a public institution oriented to
equality in a society dominated by private institutions oriented to the market. In
the schrols America secks to foster equality—and individual Americans seck o
realize it. But in the market, Americans seek to maintsin or improve their
economic and socisl position, thereby contributing to inequality even o they
individually wish the reverse. This parsdoxical relation between educszion and
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THE FAILURE OF HIGH SCHOOLS AND THE PROGRESS OF EDUCATION 7

capitalism has had an enormous impact on the schools and on the role education
plays in American life,

During the late nineteenth century the very meaning and social purpose of
education changed in response to the growing importance of market relations,
or perhaps in response to beliefs about their ing importance. For most of
those who to create public schools tn the 1830s and 1840s, education
wss valued for its moral and political content. The common school crusaders
sought to sssure that all Americans would attend elementary school and would
be exposed to the same cusriculum. One view, associated with cgalitarian
hopes, was that such schools would reduce the effects of economic class
divisions by educating children from different groups and classes in the same
schools and distributing knowledge more equally among rich and poor. By
providing equality of educational condition for children, common schools
would help creste an equality of political condition among aduls, thereby
improving the chances that the great experiment in political democracy would
succeed.® Another view, associated with conservative fears, was that such
sciwools would resocialize immigrants and the poor to instill the appropriate
beliefs about cime, private property, obedience, and work. In this view,
schools would inculcste those beliefs that conservative reformers thought
families and churches were no longer instilling effectively. In either view,
schools were understood as a moral and political force, an agency for affecting
beliefs, ideas, and political relations. And in eitier view also, schools were
important because they would strengthen community ties.

With the growth of industrisl capitslism, however, education came to be
valued more in technical and economic terms. Part of the folklote of moderniza-
tion is the notion that specialized technical knowledge is the key o economic
development. This idea took hold powerfully in America, and by the early part
of this century it was slresdy an article of faith that special technical knowledge
was the key to prosperity in the modern sge. The flowering of this idea brought
a wave of enthusiasm for science, technology, and the professions, and 2 passion
for specislized formal education. One early fruit of this enthusiasm was a
remarkable multiplication in the 1890s of career-oriented high-school courses in
sccounting, secretarial work, surveying, drafting, and similar fields.

. Another theme in the folklore of modemnizetion, especially pronounced in
the United States, was the view of life as capitalist competition. Entreprencurial
success stories became a staple of popular culture in the late nineteenth century,
and small epics of competitive success dotted newspaners and magazines. As
visions of rags-to-riches infected the American imagination, competitive success
became a popular commodity. Capitalist competition was democratized—it was
not only the preserve of Rockefellers, Camegies, and Morgans, nor did success
depend on the sccumulation of such gargantuan fortunes. Ordinary families
could compete on & more lifelike scale, among other ways, by “inve.viny in the
future” with more education for their children. And schoolpeople, struggling to
find a place in the new world of modem industry and competition, began to
advertise education as a technicat preparation for economic success. The 1890s
saw the first large flowering of the notion, later to become dogma, that
schooling and the formal, technical knowledge it imparted were essential
commodities 1n capitalist competition, commodities re.quired for the economy's
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advance, for any individv.l's economic advantage, and for stable socisl organi-
zation. The social meaning of schooling was transformed: schools, formerly an
\mofmdcunmnnndpolmulequlluy became the agency for forming
“hamen

mdnpd'mddmaﬁmddnmmwhdw
went %0 school: ~ducstions] sttainment became 8 crucial step in the race for
economic and social position. This, in turn, had an enormous impact on
Americsn covceptions of equality. Its first manifestation came around the tum
of the centu:y, when the older policy of universal elementary schooling began
to approac’s reslization. The common school crussders had assumed that, with
fewucrpnou.qbtyanofed\nmnmldhedldmmm
needed. But as the elementary schools filled up in the
stmorphere of the late nineteenth century, dnlulmonofdmeplmm
dresm encoursged many middle-class and lower-middle-clags Americans to
believe that finishing elementary school was no longer enough for their
children. They began to see the lack of high schools as & sacial problem.
Americans who were eager to have their children make s better place for
themeelves thought that sending them to high school was one way to do it.
There they could gt more education, -snd it would be more specialized than
that of clementary schools, giving high-school students sn erdge in competition
ﬁrphndwdm.umeebdmdmulmdduem
high schools were an uncommon institution ss late a8 the 1870s and 1880s, with
selective adraission, based on entrance exams, and modest enrollments. But
they fast became populer, especially among the middle snd lower middle
classes. Between 1870 snd 1900 enrollment incressed six and s half times, from
£0,000 to $19,200. High schools sprang up like mushrooms sfter a spring rain.
In 1870 there were sbout five bundred public high schools; in 1900 there were
sbout six thoussnd.” Most importsnt, entrance requirements were changed: the
dmum&mdmﬁmdmpk*mydndmﬂe-
tion. This merked the beginning of the high schools’ trensition from an elive to »
mess institution. It merked the beginning of the end of the balf-century sniggle
to provide universal clementary educstion. And it marked the beginning of »
long struggie for s new socisl goal—universal high-school attendance.

In & “erisin senee, then, the expansion of public high-school earoliment was
a solution to the “problem” of universsl elementary sttendance. This last
became s problem partly because, sithough growing numbers of Americans
wanted to provide their children with s social snd economic sdvantage beyond
the clementary education thet more and more were completing, they could not
finance private educstion or did not have sccess to it. Public high schools
supported by everyone's taxes offered these families the hope that their children
could xill enjoy s competitive advantage over all the others who were rapidly
filling the elementary school; st the lesst, they offered the promise of a decent
competitive position vis-d-vis one snother. In addition, attending the “people’s
college” permitted families of the middling sort » favorite democratic
the opportunity to emulste the monied clesses, and perhaps, who knew, even w
- pursue them to the beights.
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NEW DOCTRINE AND ORGANIZATION

This was the first in a long series of uneasy accommodations between the old
democratic goals of equal access and universal attendance and the competitive
economic meaning thst became attached to school achievement later in the
century. Americans have pursued equal access enthusiastically, but their beliefs
sbout the competitive importance of schooling also have encouraged them to
pursue policies and practices that pull in the opposite direction. Cne exsmple of
this, noted just above, has been the persistent tendency to greet the approsching
achievement of equal access at any level of the school system with fevered
enthusissm for more educstion at the next higher level. Upward expansion
protects competitive advantages for those who can purchase more schooling,
but it also reduces the value of the soon to be universally held lower diploma,
thus creating a relstive dissdvantage for those wha cannot afford more
schooling. Inequality, reduced at one level, is simply moved up a notch.

Further evidence of competition has been the effort to protect competitive
advantages by means of internal differentiation, especially within the transition-
al level of schooling, Within two or three decades of the outbreak of the high-
school fever, for example, skyrocketing enroliments brought an increasingly
diverse population into secondary schools. Although students from middle-class
and lower-middle-class families were still much overrepresented, more snd
more children from working-class backgrounds were enrolling. By the second
decsde of this century the high schools were on the way to becoming -~ mass
institution with a quite diverse population. To sccommodate these develop-
ments within the fremework of intensifying competition over education, the
schools dramatically changed their internal orgenization. Secondary schools had
begun to multiply their offerings in the 1880s and 1890s to meet their students’
more varied scademic and occupstional interests, but the basis of sssignment
was student choice. Shortly after the turn of the century the high schools were
reorganized in a stratified fashion on the basis of student ability and occupation-
al destination, with educators claiming much more suthority over student
assignment. Both the curriculum and the schools’ organization were reshaped,
roughly along the lines of the American class structure. Preparation for
professional and technical jobs was allocated to acsdemic and college entrance
tracks, while preparation for lesser jobs was handled by several other curricula,
ranging from general through clerical to vocstional and manual trades. The
social-prestige structure within the high schools followed this hierarchy.
Educators spun elsborate technocratic fantasics, sdvertising the new organiza-
tion as the centerpicce of the industrisl system, s finely tuned mechanism
designed to finish its human “raw mstenals” according to the varied skill
demands of different occupational strata and to channe! the finished products
toward their proper occupationsl destination.? If overhested prose could have
done the trick, schoolmen would have taken their place at the tables of the
mighty, making weighty decisions about the destiny of the industrial system
and those toiling in it.

Although no such reshuflling occurred, there was a radical redefinition of
educsational equality. The older doctrine of equality of condition was amended,
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or pardy replaced, by a doctrine of equal opportunity. The former had stressed
the importance of mixed sttendance in common schools and exp. sure to &
common curriculum as means of reducing the educational and political effects of
cconomic inequality. It slso had assumed rough equality of educational
schievement—eight years of school attendance should be encugh for nearly

The newer doctrine of equal opportunity, by contrast, stressed the
importsnce of exposing high-school stadents to different curriculs ia order w
prepare them for tiie different work they would do as adults. And the new
doctrine did not sssume that schools would reduce the effects of class difference:
schools would accept the class structure as 2 requirement of industrisl efficicncy
and would train students for their places in it. Equality mesnt fair chances ©o
compete for the best places in the occupational hierarchy, not equal exposure to
the same curriculum. And the fairness of these chances would, in principle,
hinge on “scientific” determinations of sbility, as messured by IQ tests.
Students with higher scores were assumed to be better suited for the top tracks
in school and society, while those with lower scores were thought to be destined
for smailer futures. If one were to believe the arguments of American educators
st the time, the high schools were becoming paragons of meritocratic efficiency,
making fair determinations shout who was best for what, end training them

H \d

Things did not work out quite that way, but for a time the new ideas and
organizstion held sway. Tt high schools certainly were scen as a grest success,
and enrollments continued to climb through the first half of this century.
Amen. 1ns could agres on the value of high-school stvendance without facing
hard questions sbout how the new organizetion scrually worked and how it
would affect the sdocstion of competitive sdvantuges. One resson for this
sgreement was o’'mply thet the notion of fair competition had grest sppeal
smong those af the bottom of the hesp es well a3 those better situsted to
competc. Anc.her was thet the new doctrines were implemented in & very
imperfect far'sion, leaving more room for teachers’ judgments, parents’ wishes,
and studer s’ interests then the technocratic fantasies would suggest. Seill
snother r.as0n for the broad agreement on the faimess of differentinted high
schools - #as thet, though testing and tracking were problematic in many ways,
the bi/,a schools in which they occuéred did represent apprecisbly incressed
oppe Aunity for many American families. Some high school was better than no
hig’s school for many Americens newly arrived or from poor families, and the
o portunity to zrack the top track by means of a scientific test was berter then
40 opportunity st all. Only a few voices rose to challenge the scientific validity
of the tests or their faimess, or to question the extent to which testing and
tracking pessed on economic snd social sdvantages from one generstion to
another. Walter Lippmenn mounted perhaps the most cogent sttack on the
tests; Gearge Counts exposed class bias in high-achool curriculum sesignmient
snd gradustion; end the Chicago Labor Federation sttacked cesting on the
grounds thet it discriminated aguinst workers’ children.!* Had anyone wanted
to listen, the arguments were there to be heard. Put these dissenting voices
found few others to amplify their message or carry it on.

Another reason that Americans could sgree on the value of ' 2 new high-
school education was the many students who did not get it. As long as those
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adolescents who did not care for schoo?, and those from the most oppressed and
deprived segments of the society, were mostly sbsent, the schools were not
to figure out how to educate their most difficult potentisl students.

Aslonguthooeforwhomndwolmgwuumuchapmblemumoppammy-

stayed away in droves, it was hard to imagine the difficulties in
with a usable secondary educstion. Aslongunotgudunungﬁomhlghschool
remained socially legitimate, these adolescents could casily see other paths, ana
when there were jobs, take them. All of this meant that, prior to attendance
laws, high schools were still schools of choice. They were still special, which in
capitalist America meant that they were seen as a selective institution, middic
class and white, not as a universally subscribed institution, proletarian and
One consequence of selectivity concemed the terms on which education
could be offered and received: it was harder for students to object to unfairness
in education, #ivi casier for educators to insist that the students who came play
by the schools’ rules. Because the institution was in some sense not yet fully
public, the implied contract between students and schools was much stiffer than
it has bcome, and essicr to enforce. Schools could get more of the commitment
d;eymnmdfmmmnmypommlmﬂemsmdmm
Another consequence of selective high-school attendance earlier in this
century wss that no one could see the grest problems that would srise if the
crusade for vniversal secondary attendsnce succeeded. As is often the case with
pohuesofeqmlpmvm,unmymovmdmudmngu and essier
still to underestimate their limitstions, when only partisl coverage has been
achieved. The limits of equal sccess policies are rea.’, :clear only when, once
access is equalized, the resuits stubbornly remain much more unequal than had
been hoped. This realization is at the core of current idess shout the high-school
problem, just as it was st the core of turn-of-the-century ideas about elementary
achool problems. Selective coverage under a policy of universal access has more
than once allowed Americans to think they could have their cake and est it, too.
Their dissppointment wh-n others, less fortunate, try to take their cwn slice is
an old story, but like many such storics, it apparently must be experienced
anew each time to be believed.

THE HIGH-SCHOOL PROBLEM TAKES SHAPE

In the first half of this century, then, Americans struggled to realize the
promise of secondary education for all. Yet the closer they came to success, the
more evident the problematic consequences of equality became; the more nearly
universal secondary education became, the more this seeming victory for
equality took on the color of a competitive defeat. lnl9000nlyd|ghtlymore
than six out of every one hundred se~nteen-year-olds gradusted from high
school; by 1930 the figure had risen to nearly thirty; and by 1950 it was fifty-
nine. 1

Ommdtdtheumﬂmtinuumwthnuhnmldeﬁmmofhgb
achoolehngedndml.‘ybetweenl”Omd1950-by195000ewuaﬁ|lure|f
one did not graduste. The “high-school dropout” became a term of
as the high-school diploma became the new social minimum. A second result
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was thet the focus of competition began to shift to postsccondary schools. High
school was no longer enough—more education began to seem 8 necessity.
Collcge attendance zoomed upward, from 1.1 miltion in 1939 to 2.6 million in
1950. By 1960 attendsnce was 3.2 million. In these decades college became

new srena for ition over education, an arens in which
American families of middle-class and lower-class origins struggled to msintsin
their children’s vis-d-vis those around them or below.

The rapid expansion of high schools had a variety of important indirect
effects. Onc of these eoncerned clementary educsrion. Once high schools began
to sssume the main burden of what is now termed “preparation for sdulthood,”
s more relsxed spproach to elamentary school became possible. For most
students in the late nineteenth century, elementary school was the only
institutional step between childhood and work. Educators were therefore much
interested in how elementsry schools could help prepare their students for work
in the new industrial age.'? But within a few decades the high schools began to
take over the burden of preparation for adulthood, and with this change, the
clementary schools’ mission began to shift: once the grammar school certificate
was 10 longer the terminal degree, the competitive pressures on clementary

grew

since the mid-1800s, but the progress of child-centered education was consider-
a?lyenluneedbydngrwingm,utlyindﬁs'unmfy, that working life did

less competitive climate in clczirooms, and to establish a less competitive and
more egalitarian basis for treating students.!” These changes in clementary
schools have regularly been contested on the grounds that they were only &
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relaxation of scademic standsrds to accommodate a more diverse student
populstion. That was otten the case, but despite these arguments, child-
centered refo. n has made condinuing, though not steady, headway sirce early
in this century. More relaxed schooling became possible at the elementary level
as long as the market-oriented competition was maintained in the high schools.

A second indirect effect of rapidly incressing secondary school enrollment
appesred in Americans’ vision of the high school. By 1950 roughly seventy-
seven out of every hundred adolescents old enough for bich school were
enrolled, a huge jump over the figure just two decades carlier. And a
disproportionately large part of the increase comprised black students and those
from poor families. In consequence, in the 1950s the high schoo's became a
social problem. Prior to that time the chief proble:n of secondary education that
occupied popular attention had been getting more students to attend. But once
attendance was well on the way to becoming universal, the situation was
reversed: high schools diemselves, rather than the lack of students in them,
became the problem.

The history ot the high-school probl -1 began in the 1950s, then, and
appropriately enough, i. its first incarnation the problem scerned to be a decline
in the quality of education, a weakening of the cu riculum, and a relaxation of
academic standards. Uaiversity academics from Arthur Bestor'* to Yerrold
Zacharias sttacked the quality of education. With the l.unch of Sputwik, federal
funds for improved curriculum and teaching foliowed in short order, especially
in science and langusge, and exclusively for college-bound students. In 1959
James Conant’s The American Hiigh Scbool Today's was published, attacking the
low quality of educatioa available and proposing the creation of large consoli-
datea schools to improve offerings. Perhaps Conant’s chief concern was the
educstion of scademically talented students, which he felt was slipping badly.
The beok was a great success. The rone in these developments was nicely
captured by the ceatral query of John Gardner's Excellence in 1961: “Can we be
equal end excelient too?™

In the mid-1960s concern about the quality of secondary education shifted
briefly from excellenc: for the talented to equality for the disadvantaged.
Indeed, the higlf-school problem temporarily receded during Lyndon Johnson's
presidezcy, overshadowed by broader worries about the caliber of education
generally available to the poor and to minorities, and by a sense that
intervention carlier in children’s lives was crucial. But by the late 1960s the
high-school problem had returned, this time in a somewhat different incirna-
tion; it now seemed to center in student protest, school disorder, and drugs. A
panel of President Nixon’s Scitace Advisury Council headed by James Coleman
produced Yourd: Transition t» Adulthood'” in 1973, a volume that announced the
existence of a separate “youth culture” that tended to create hostility to adults
and work and that shielded adolescents from proper socialization to adultiwod.
High schools were a central villain in Coleman’s vision of the problem, for in his
view these schools reinforced the youth culture by isolating students from the
social and econoniic realities of adult life. Col:man prescribed s range of
endesvors to break down the barriers between school and work, to reduce the
school’s grip cn youth, and to promote more contact between adolescents and
adults—a category in Coleman'’s analysis thc seemed not to include high-school
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teachers. Other reports during these years proposed dismantling the large
com.prehensive schools that had been built pertly in response to Conant’s book,
and to get high-school students out of school by reducing compulsory stten-
dance requirements.
Since Yowth: Transition to Adultbood, the high-schonl problem has resuined
something like its earlier guise. In the mid-1970s attention was focused on the
decline of SAT scores, s phencmeron exvensiveiy reported in the national press
and rej sstedly investigated by blue-ribbon panels and academic experts.
Although the actual scope and origin of the decline remain in doubt, most
commentstors held that the lowering of scademic standards in high scnools was
an important cause. Franl Armbruster, » defense caalyst and a colleague of
Herman Kahn at the Hudson Institute, published an extensive attack on liberal
curriculum reform and progressive tesching methods in high schools. He
regarded these as prime ceur :s of the decline of test scores. 's

Later in che decade attention turned to what some observers saw as an
explosion of private sccondary schools. The growth of Christian academies,
among others, scemed cvidence to many commer-ators that the public high
schools could no longer educa_: for “character,” as presumably they had once
done. The moral failures of high-school educstion now occupy center stage.
James Coleman has just published another study, this one of public and private
high schools. “I'he results, he announced, show that private school :tudents
produce better academic work than similarly situsted public school students,
and thet they do 50 because private schools are better able to enforce & moral
climate in schools oriented to achievement.'® Cheracter, a journal concerned
with high schools and their students, recently began publication. If anything,
concern about high-school problems sppears to be gruwing. The Carnegie
Corporation of New York has just announced its support of two nationsl studies
of American high schools—one hesded by Ern-.st Boyer, a former U.S.
commissioner of education, the other, by Theooore Sizer, & former dean of
Harvard's Graduate Scheol of Educstion and, until recently, headmaster it
Phillips Andover.

THE PARADOX OF EQUALITY

The sense that ther : is a grave high-school proLlem is thus itsew. one effect of
the changes in American high schools that cime sbout as the schools became
more equal, st least ‘-~ _-ollmeut. In part this is due to the anxieties that
accomnpany ega' * .«an achievements in s highly competitive society. W.-1 only

one exception, American attention to high-school problems since 1950 has been
focused principall;: on the problems of sdvantaged students; and those worrying
sbout the problem have, with few exceptions, been drawn chiefly from the
intelligentsia, not the working class or minority groups.

Bm&mmmkwhwdnbmam.umm

the paradoxical consequences of equality in U.S. education, Viewed from one
paxpecdve by reducing great inequalities of access, America has made great

in secondsr, educstion since World War II. By 1979 state reports
dwegdnumglﬂynmymmofwayhmﬂnduudmumenﬂed
in secondary schools, and that about seventy-five out of every one hundred
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scventeen-year-olds were graduating from high school.? Th_se deve! ts
mean that inherited economic and social status is no longer s powerful 2
determinant of high-school completion as it once was, though those who do not
graduste are still disproposti ~nately d.awn from society’s lower orders. There
bas also been s drsmatic reduction in racial disparitics in high-school atten-
dnnce;bhek—whiﬁeppcinmmdnmemdgrﬁmﬁonhvedmedeonsidenbly,
thwghbhchmtiﬂovmeptmdnmmgdmewhodomxmplmhigh
school. And these earoliment changes reflect changes in policy and praciice vis-
d-vis children with physical and emotional handicaps. The passage o Public
Law 94-142 was only the most recent and far-reaching of recent efforts to make
education availsble to all students. !

As attendance has expended, 0 have the services schools provide. Children
whoonceomldnoumndschodbeausethutw«enoappmpﬁaumnms
or physica: facilitics czn sttend, because schools now  ve such programs and
facilities or are trying to provide them. Also, many children with less scvere
Inndﬁapuwhominadnolbutmmtmeivinglpechlhelpmwhve
educational programs designed to meet their needs. And s recent immigration
has once again expanded America’s language minorities, legislative and judicial
u.domlmeennddeublyalhrgeddnschods’mpmsibiﬁduindalhgwiﬂx
nwhmhuﬁu.AHofdmeupundodmﬁgmlmexpnmimofeqmﬁtymd
at least partial fulfiliment of earlier hopes for education.

But because these victories for equality occurred in the context of intense
competitson over educstion, the competitive response to equality has tarnished
the victory in several respects. The expansion of higher educsticn meant that
more equality was possible st lower levels because inequality was now
mnhnhndinpmﬂaryxhooh.m,hmm,mtdmepﬁnﬁmgﬁm
ir: public secondary schools became possible largely because the A.B. supersed-
ed the high-school degree as the diploma of merit. In effect, the competitive zea!
for higher education debased the value of the high-school diploma, just as the
zeal for high school had esrlier deflated the value of an elementary education.
Gains for equality scem real enough, but because they occur in the context of
ﬁetceeompedﬁonovuwhooling,dwymoompmmindudnymbeiw
made.-Education is more equa! in one respect, but it also is devalued in response
to equnlity.

?ﬁmiaﬂy,thisptndoxhlhemmoadurhduchmguhcunimlum
snd ir requirements for gradustion that have sccompanied increasingly univer-
sal access to high school. In the case of curriculum, ss more and more
immigrants and working-class children sttended high schools early in this
century, educators began to move the focus of high-school studies sway from
traditional ecademic work toward what they judged to be the “practical” needs
of sxch students. By the end of World War I the announced aim of high
wkools,mdingwamdomlblue-ﬁbbonpmdofedmm,wm“sdinu"
students to the practicsl requirements of their lives as citizens and workers,??
Although some educstors continued to follow Charles ELot and his earlier
Report from the Committee of Ten, holding that rigorous intellectual training
was important to all students becsuse it taught them  w o think, more . nd
more educators argued that such training wng useless for everyday life. One
exsentit” element in this view was tl. belicf that the new students in the nigh
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achools were unsble to cope with a serious academic curriculum. Idess sbout
the new students’ mental capacity had been shaped in part by results of
decades of the century. On the basis of these tests, particularly those given to
army recruits during World War I, many educators concluded that 60 percent
of high-school students were not bright enough to oenefit from the academic
curriculum of the high school. Instead, it was thought that they could benefit
from s less demending course of study geared to their “interests” and “needs.”
Course offerings of this sort multiplied in high schools early in the century, and
requirements for English, mathematics, and foreign language study were slowly
relaxed

But if the presumed deficiencies of working-class and immigrant youth were
one inspiration for these changes, the reorientation of curriculum towsrd the
“peactical” was not confined to the lower high-school tracks. As time passed,
antipsthy to academic training grew. With the “life adjustment education”
movement that thrived in the thirtics, many educstors questioned the value €
traditional scademic training for sll students, even the brightest. As  result, the

began to pass from the scademic tracks of all comprehensive high schools to s
The srgument between advocates of practical and scademic trairing has
been 3 long one and continues to the present. On the whole, however, the Crift
has been toward the practical, and in the course of the debate, the content of the
positions has changed. In parvicular, the meaning of academic rigor hes
seriously croded For example, the return to acsdemic rigor is currently
by those who want greater emphasis placed on “basic skille™; but one

of the chief ambitions of this back-to-besi=s movement is to make sure thet high-
school graduates can fill out 8 simple income tax form or a job application. Thet
conception of the aims of academic rigor is 8 far cry from thet of Cherles Eliot.
These changes in curriculum have been accompanied by a gradual relaxstion
of standards for promotion and gradustion, principally by mesns of social
promotion. Although historical evidence on this point is scarce, it appears that
the practice of advancing students from year to year on the basis of age, rather
than on the satisfactory completion of acsdemic requirements, first became
widespread in elementary schools around the twn of this century, as & means of
dealing with the consequences of universsl sttendance. The practice was
extended to the nonacademic tracks of high schools, when filling up these tracks
became the high schools’ first response to a more diverse and leas select student
body early in this century. In the 1930s life adjustment education provided s
rationale for extending the practice to all high-school tracks, just ss high-school
steendance wss being swelled by large numbers of students, ially those
from poor and working-class families. And after World War 11, when high-
school attendance became more universal, socisl promotion sppears to have
become & nearly universal means of dealing with large numbers of students
whose academic performance was insufficient to warrant promotion on acsdem-
ic grounds. By the 1960s, if students did not graduste from high school, it was
more Liely to be the result of nonattendance than of failing to pass through the
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grades. Socialpromodonisawayofoopingwidxthcdfemofvmfeequal
atterudance, though at the cost of debasing the value of the high-school diploma.

Taken by themselves, these changes have probably had a corrosive effect on
scsdemic performance. But to complicate matters further, it appears that as the
high-school curriculum has been simplified over the decades, standards for
liw:cyhnvebeenrising.“Whmwespukoflim:cymdny. we tend to mean
the ability to read in order to learn something new, or more simply, to be able to
follow written directions. However, not until the time of World War I did the
ubilitymludsilendymdundmudanunfamﬂiutextbwomthcgodof
mass education. Prior to this time literate individuals were those who could
duhnmfmulnrmaloudGemngmwmunmgﬁomtens—mfm,gemng
&%y meaning from texts—was not the goal of reading instruction throughout the
nh\eteuuhcenmry.Saneedwmrsamunpdmdhgfumning.bdkving
that it would make resding instruction more “palatable” to children, but their
influence was not great.?

Thptmnmchnged:eold.simplempt'muoﬁiurwyandmding
instruction grew slowly in the late nineteenth and early twentieth centuries, but
thcanlystdntﬁmnunedrudhgilmuodalpmblemwu.again.menew
standardized tests used on army recruits during World War I. When these tests
wereﬁmgiven.ahrppropocﬁmofrecmitsfailed.evenlhoughdwylud
complaedm:ghymofscbodingmmppmtmemumpﬁmdutdnyco\ﬂd
read well enough to pess. However, the Army Alpha test required the reader to
resd silently and answer questions on new materisl. Reading instruction, as
well as the definition of literacy, began to change, partly as a result of the test
mandpurﬂyinnsponsemhcmsingkvelsdeduﬁoninmempuhﬁm.
moldcrdeﬁlﬁdonofﬁmrxyslowlypvemymmdmdmndedahiglm
standard of achieveent. But the tests that promoted 2 new and more difficult
definition of literacy also convinced many educators, including .= life sdjust-
mmtadvoam,dmwpuwnofmepopuhﬁonwmnotvaybright. And
this conviction reinforced efforts to water down the curriculum, including the
sbwdcdhwofrendingdiﬁcultyinmrbooksoveratlenstdmhstdﬁnyym.
Thus standards of literacy have been rising as high-school reading requirements
have been relaxed.2¢

TRANZYORMATION OF THE HIGH SCHOOLS

Access to high school has become more equal during the course of this
century, but educators have responded by rforrs that have sometimes debased
thcoonmntofnmnduyedwdm.Thmdrvdopmeutshavebemmplkﬂed
by others that followed World War 11, when high-school attendance rose to
motednndmeqmrmofdueehgible.mdmpointhighnhoolwm
lmgerd:ehstmpbefonwork:mnmredunhdfofﬂxeel'qibkpopuhdon
wsgoingonmaomeformofpm;dnryedwﬁon.Oneeﬁectofmovhg
thceompetitionforeduudunlaminmtuptnotchmeollegewumauﬁea
msodaﬂytheltmdtmmphaefordxehighschools,mucbume!ﬁgh-
sdmolfeverdeﬂectedmcompetinvep!mumﬁomelemenmy schools,
begimtingeadietindlisemnuy.Whuepomewtmryeduadonmynot
becomeunivetulsoon.itsgmmnhummgedcxpmsionofﬂxelge
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boundsries of childhood. If high school is no longer the last stop before
adukthood and work, then secondary students can be treated in & more informal
and playful fashion. Deferring the immediacy of work defers the pressures of
preparing for it, and permits & reinterpretation of the curriculum to suit
students’ intelloctual or cultural interests. During the last fifteen years or 50
these tendencies have been reflected in essed course requirements an” in less
ﬁrmdauchltelﬂiumhtmmyﬁwhymdmdm.&mumdmﬂy
programs sround ethnic snd racial differences have blossomed;
alvernative high schools within public systems he /e grown up; and courses that
seck t0 use various elements of pop culture to catch students’ interest in decper
issues have become more popular: These developments have sometimes been
sccompanied by decressed acsdemic rigor. Students in slternative programs
have sometimes had few academic demands placed upon them; ethnic studies
pwhumbemwpaﬁmlahchqmnydmtdmﬂyu
all; end mini-courses on the d=tective novel or science fiction can never teach the
more important clements of licerature. In one sense, these reforms scem 8 step
forward, since they are in part sn effort to creste 8 curriculum thet is svailsble to
the very diverse student populstion thet equsl sccess has brought into the high
schools. But in snother sense thiey sometimes represent s dilution of curricu-
lum, a8 education is extended to more students from the lower orders of society.
Amnmqﬂ.bmﬁewwdupmddﬂdm
education hes often reduced the rigor of scademic

This paradox is complicated by snother. Thehghldnohmpopuhmdby
people who are biclogically adalt, and in the upper grades these people have
long becn defined a5 rearly aduk in social and economic terms. Moreover,
are treated as sdults in meny ways by the economy and the culture. Theit dress,
their sexual habits, their entertainment, the advertising directed et them, all
mske it difficulk to distinguish cleventh and twelfth griders from people ten
years their seniors. Yet the changes in curriculum and orgas. cation of their
schools just described are reminiscent of elementary educstion: the high schools
scem to be less “businesslike” and, therefore, in terms of American experience,
less serious. These crosscurrents perplex students, teachers, and others con-
cemned with secondary schools, for in the competitive context of Americsn
educstion, the recent expsasion of child-centered educstion into secondary
schools Jooks like s relaxstion of standards for those newly arived.

mmmmdlﬁmh@ﬁo&nm:mm
qmluynhne.ﬂeeuudevdopmmumdnmynddnwhmhve

change
school, 7nd a change in how students use high schools. The economy has not
been pulling meny students out of the high schools into work for several decades
now; in fact, youth _.employment rstes have been