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Preface

The 1980s was a time
when education could be
front page news, when
education became the
business of business,
when state legislatures
and "education" gover-
nors set out to legislate
"excellence" (the most
used education term of
the decade). The decade
ended with an -educa-
tion" President who called
the nation's governors
together for an "Education
Summit" meeting at the
University of Virginia in
Charlottesville, which
evoked the pleas for an
educated citizenry by that
university's founder.

In contrast to that grand
effort, this Policy Informa-
tion Repbrt has a very
modest goal. It is to sum
up what happenea during
the decade, using the
available facts and statis-
tics from the most reliable
sources. The reasons for
what happened, the
causes, and an assessment
of the significance of
these happenings will be
much debated in the
years to come. We aspire,
in this document, only to

provide facts and assess-
ments that can be used by
those attempting to make
such judgments. Most
particularly, we tried to
do this for the many
policy makers, educa-
tional practitioners, and
interested citizens who do
not read the thick statisti-
cal reports by the govern-
ment, or the highly
technical studies of the
research community.

Paul E. Barton
Director
Poiicy Information Center

4

Acknowledgments

The first cection of this
report i based largely on
a 50-state survey commis-
sioned by the Policy
Information Center and
carried out at ETS by
Richard J. Coley and
Margaret E. Goertz. The
complete results of the
study are available in
Educational Standards in
the 50 States: 1990,
published as a Research
Report (RR-90-15) by
Educational Testing
service. This first section
also draws on another
report commissioned by
the Center, Policy
Changes and School
Climate: An Analysis of
the NAEP School Question-
naire (1987-1988), by
Lawrence Bernstein, also
available as an ETS
Research Report (RR-90-
3). See Reference Notes
for information for order-
ing these two ETS
Research Reports.

We thank our external
reviewers: Susan
Fuhrman, the Center for
Policy Research in Educa-
tion; Reynaldo Macias,
University of California;
and Michael Nettles,
University of Tennessee.
And we also thank our
reviewers at Educational
Testing Service: Beatriz
Chu Clewell, Margaret E.
Goertz, Ly...1Jenkins, and
Stephen Koffier.

The sem and third
sections draw heavily on
an increasingly compre-
hensive set of statistics
and assessments carried
out or funded by the
National Center for

Educational Statistics (as is
apparent from the "Refer-
ence Notes" at the end of
this report). Most particu-
larly, we depended on the
reports of the National
Assessment of Educational
Progress, produced by
ETS for NCES.

Richard J. Coley
assisted both in the
drafting and the editing,
and prepared the charts
and graphs. Carla
Meadows provided word
processing services.

In the ETS Office of
Publications, Carol G.
Carlson edited the manu-
script, Ric Bruce was the
designer, and Sid Gokl-
smith was production
coordinator.

1



INTRODUCTION

Opportunity to learn, time
on task, testing, length of
the school day and year,
discipline, attendance,
homework, standards for
promotion and gradua-
tion, qualifications and
characteristics of teachers

these are all among the
traditional components of
education. All were
subjected to scrutiny and
change during the 1980s.
Hardly an educational
stone was left unturned,
and as a result, students
in this decade faced
increasingly more de-
manding classrooms than
those in the prior decade.

The first part of this
report is a summary of
these patterns of change.
While it details the decade
of the 1980s, reform
movements seldom have
such neat time frames,
and the main focus of this
report will be the period
from 1978 to 1988. The
reform period's bet; n-
nings are often identified
with the issuance of the
report, A Nation at Risk,
in 198:!, but the concern
about declining educa-
tional quality and the
development of the
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political will to act were
already gathering steam in
the last half of the 1970s.
At that time, every report
on results of the SAT and
ACT college admissions
tests showed a decline in
scores and became front
page news. In 1978, a
blue ribbon panel ap-
pointed by the College
Board issued what might
be considered the first of
the education reform
reports, called On Further
Examination: 7he Repor:
of the Advisory Panel on
the SAT Score Decline.

By about 1988 or so,
evaluations of the educa-
tional situation were
changing once more. The
state-led movement,
regulatory and top-down,
appeared tc have com-
pleted its agenda, yet
widespread dissatisfaction
with education remained.
The new term for reform
was "restructuring," and
with it came a call for a
fundamental break with
the organizational, gov-
ernmental, and pedagogi-
cal practices of the past.
This new call included the
proposition that change
should start from the
bottom, that there should
be room to exercise
discretion at the school
building level, and that
professionalism should be
restored to the teaching
profession.

The second section,
"Progress Toward Excel-
lence," considers whether
progress has been made
toward improved quality
in education. This section
reviews changes in
achievement levels, in
several indicators of
student effort, and in
success in retaining
students in school. This
reporting owes much to
improvements in the
National Assessment of
Educational Progress,
both in the reach of its
assessments and in the
reporting of its data; the
willingness to measure
progess more effectively
is itself a measure of a
greater will to improve
education. There was also
significant improvement
in the reporting of drop-
out rates by the National
Center for Education
Statistics.

Of course, few will be
or should be en-

tirely comfortable with
using a handful of statis-
tics that characterize the
nation as a whole to
make inferences about a
variety of subpopulations
and events. In such a
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diverse nation, we can be
reasonably certain that
change unfolds in differ-
ent ways, at different
speeds, and with different
results, in the many
towns, cities, and rural
areas that constitute the
nation. These statistics are
merely averages that, as
they sum up a nation.
also subtract from an
accurate picture of what is
happening in any one
place. But at least we are
now able to characterize
the nation as a whole; it
would not have been
possible to compare the
1970s with the previous
decade in any way ap-
proaching what we can
do today.

The third section,
"Progress Toward Equal-
ity," asi-s whether there
was pr Tess in this
decadc t 'ward equality in
the educational enterprise.
Did we reduce the gaps
in achievement between
minority and majority
populations, and between
females and males? There
was much debate in the
1980s about whether the
excellence movement was
addressing the goals of
increased access and
equality, and some con-
cern as to whether higher
standards would result in
lower-achieving popula-
tions leaving the schools.
Thoughtful observers saw



,

that the twin goals of
excellence and equality
did not necessarily con-
flict. It is appropriate to
examine who achieved as
well as how many.

It should be made clear
that this report will not
attempt to trace the
causes of whatever
changes (or lack of them)
are described in the
second and third sections.
This will be possible only
at a later time, if at all.
Many of the changes that
occurred in student
achievement in the 1980s
likely trace back to
educational events in the
1970s, such as the impact
of Headstart in the pre-
school years. Many of the
new policies and procticcs
of the 1980s will not have
an effect until well into
the 1990s oi beyond
higher standards for entry
into the teaching profes-
sion, for example.

This is an information
report, designed to inform
policy making. It does not
attemprto prescribe what
should be done next in
U.S. education. It does
assume, however, that
we must agree on where
we are now, and where
we have come from, as
policies are made for the
decade of the 1990s.

While this report is an
attempt to sum up the
happenings of the decade
ending, it represents one
picture of the educational
scene as the new decade
begins. The President and
the governors have
announced new National
Goals for Education, to be
reached by the year 2000.
They are ambitious goals.
A comparison of where
this decade ends, with
where we intend to be at
the beginning of the next
decade, is bound to be
sobering. We did have
some forward movement
in the decade of the
1980s, although there is a
lot of room for disagree-
ment on how much the
improvement amounted
to, and what it may
portend for another
concerted efforCat
progress over the next
ten years.
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THE
REFORMS

OF THE
1980s
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The principal reforms
associated with the
decade of the 1980s were
led by governors and
state legislatures, often
with strong business
backing. It was a period
when elected officials
took charge in an educa-
tional system that h:vi
much earlier been
professionalized. Margaret
E. Goertz, in Education
Politics for the New
Century, summed it up as
follows: "Unlike the
1960s, when education
politics was the province
of broad based education
interest groups (state
education departments.
schools of education,
superintendents, adminis-
trators and teachers), the
1980s reform was domi-
nated by business leaders
and elected officials." The
reform effort extended
down to districts and
individual schools, where
measures were taken
beyond those spelled
out by state laws and
regulations.

We report here first on
the extensive state-led
initiatives, and then on
what school principals
report they did to change
educational policy and
practice, both in imple-
menting state initiatives
and going beyond them.
A summary of these
changes is provided in
Figure 1.

Figure 1
Law and Policy Changes in the 1980$

State Level (1980-1990)

High school graduation
requirements

Student testing

Accountability

Teacher Standards

School Level (1984-1988)

Stricter attendance
standards

Set academic requirements
for athletics and extra-
curricular activities

Stricter conduct
standards

Longer school day

Akre homework

Higher teacher pay

Longer school year

7

42 states raised
standards

Momentum from '70s
carried forward; 47
statewide programs
by 1990

Widespread adoptdon of
measurement and
indicator systems; by
1990, 23 states go
beyond test scores and
use an integrated set
of indicators

Sweeping changes;
particularly in teacher
testing, from a handful of
states in 1 980 to 39 41990
that require passing a test
to enter teacher education
or begin teaching

73% of high schools

70% of high schools

70% of high schools

40% of high schools

27% of high schools

23% of high schools

17% of high schools
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HIGH SCHOOL
GRADUA110N
REQUIREMENTS
In 1983, the National
Commission on Excel-
lence in Education
concluded in A Nation at
Risk:

Secondary school curricula have
been homogenized, diluted, and
diffused to the point that they no
longer have a central purpose.
In effect, we have a cafeteria-
style curriculum in which the
appetizers and desserts can
casily be mistaken for the main
courses....this curricular
smorgasbord, combined with
extensive student choice.
explains a great deal about
where we find ourselves today.

One of the report's
principal recommenda-
tions was that high school
students take more
courses in the "New
Basics." Specifically,
students should take:
III Four years of English

Three years of math-
ematics
Three years of science
Three years of social
studies
One-half year of com-
puter science
By the end of the

decade 42 states had
raised standards for the
number and type of
courses required for high
school graduation.' Yet,
the requirements of many
states still fall short of the
National Commission's
recommendations.

Thirty-seven states
require four or more
years of English.

Ten states re luire three
years of mathematics.

Four states require
three years of science.
Three states require
two years each of
mathematics and
science, and a third
year of either subject.
Twenty-eight states
require three or more
years of social studies.
Figure 2 shows that

most states require four
years of English, two to
three years of social
studies, and two years
each of mathematics and
science. In addition, most
states require one to two
years of health and
physical education, and
about half of the states
require one year of
another subject, generally
a fine or practical arts
course. Seven states
require students to take
one- or two-semester
courses in career develop-
ment or vocational educa-
tion. In eight states, high
school graduates must
have taken courses or
demonstrated proficiency
in computers; five more
states include computer
science courses in the
college preparatory
curriculum requirements.

As the decade closed, a
growing number of states
were establkhing more
rigorous curriculum
requirements for their
coIleg-2-bound students.
New York has offered a
"Regents Diploma" for
decades, req.firing stu-
dents to take three years
of a foreign language and
to pass subject matter
tests, in addition to the

'Five stata do not impost work requirements for high school graduation
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Figure 2
State High School Graduation Requirements, 1990

English

No Requirements

3 Years

4 Years of More

Social Studies

MIMI 6
7

No Requirements

1 5 Yews

2 1 *MS

25 Yews 4

3 Yews

3 5 Years I 1
4 Years 2

6

11

Mathematics

NO NOQUirelnents ohm. 6
year I 1

2 Years

3 Years

Science

No Requirements

1 Year 11111 4
2 Years

3 Years

6

10

25

33

37

36

10 20

Number of States

regular course work
requirements. Seven more
states offer "advanced" or
"college preparatory"
diplomas (Alabama,
Indiana, Maryland, Mis-
souri, Rhode Island,
Texas and Virginia), and
another four states have
defined course work
requirements for their
college preparatory
programs (California,
Delaware, Kansas, and
Tennessee).

STUDENT TESTING
Attention in the 1970s
focused on declines in
scores on the SAT and

30 40

ACT tests, as well as on
other standardized tests.
These declines were
particularly sharp during
the first half of the de-
cade, and Ix the SAT,
also in the period from
1972 to 1975. The clear
sense that educational
quality was deteriorating
was accompanied by a
desire to "return to basics"
and impose a standard of
performance. Writing in
1982 in Measuring the
Quality of Education,
Willard Wirtz and Archie
Lapointe reported that,
Thirty-nine states adopted, in
many instances by legislation,
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'minimum competency" testing
programs. Standardized tests
were either developed by state
education agencies or obtained
from commercial publishers. In
many cases specific scores on
the examinations were set :Ls
marking the lowest levels of
competency that could be
considered acceptable.

This large-scale testing
was the 1970s' educa-
tional contribution to the
reform movement of the
1980s which was to be
about "excellence," not
"lowest levels of compe-
tencies." In 1983, the
report of the National
Commission on Excel-
lence in Education pro-
claimed that "Our goal
must be to develop the
talents of all to their
fullest." It devoted just
one Paragraph to stan-
dardized testing, empha-
sizing, particularly, assess-
ment at the transition
from high school to
college Its concentration
was on the individual: to
certify credentials, identify
the need for remedial
intervention, and identify
the opportunity for
advanced or ncelerated
work. Nothing was said
about large-scale testing
for accountability.

Yet, the momentum for
testing carried into the
new decade with consid-
erable force. Between
1982-83 and 1984- b: there
were significant increases
and changes in testing.

Ten states established
new statewide testing
programs.
Twelve states
expanded minimum

Figure 3
State Testing Programs and Purposes, 1990

Number of State

Testing Programs

Purpose:

Monitoring

Gatekeeping

Remo:Mem

Funds Distnbetion

"

22

Aviv rc,f t C 3.V.va't

20

9

30

47

I I I

O 10 20 30 ao 50

Number of States

competency testing
programs to include
more grades and/or
more subject areas.
Ten states embarked on
"promotion gate"
testing or created tests
to be used as a high
school graduation
requirement.

The pace of state law-
making in education was
slowing in general by
1985, but testing contin-
ued to receive the atten-
tion of governors and
legislators. Two more
states initiated statewide
programs between 1984-
85 and 1986-87. Eight
added new grade levels to
their existing testing
programs. Two added
additional subject areas.
Two more expanded their
programs to include all
students in the grades
tested, rather than
samples of students.
Finally, between 1986-87

and 1989-90, three more
states adopted testing
programs. By 1990, 47
states had testing pro-
grams. The purposes of
these programs included
the follcwing:

Monitoring student,
school, and/or school
district performance

Certifying students for
grade promotion or
high school graduation

Identifying students in
need of remediation
Allocating state com-
pensatory education aid
The accountability

purpose was the most
frequent, in 38 statess; 23
states used tests for
promotion or graduation,
20 to identify students in
need of remediation and
nine for allocating state
compensatory education
aid (see Figure 3).

One new testing pro-
gram, the Trial State

Assessment Progiatu, was
initiated by the U.S.
Congress in 1990 as part
of the N.itional Assess-
ment of Educational
Progress. In 1990, 37
states, two territories, and
the District of Columbia
participated in an assess-
ment of 8th 'grade math-
ematics. In 1992, NAEP
will assess mathematics at
grades 4 and 8, and
reading at grade 4, within
states and territories that
choose to participate. The
proposal to assess states
was made by a blue-
ribbon panel and as a
result Congress authorized
a trial program that will
be evaluated after the
1992 assessment.

As the last decade was
drawing to a close, some
resistance to so much
testing in the public
schools was becoming
evident. Although it was
expressed in differInt
ways, much of the criti-
cism focused on using
multiple-choice tests as
the sole method of deter-
mining achievement, and
on the effects of such
tests on classroom teach-
ing practices. As the 1990s
began, a handful of states
were experimenting with
new forms of tests that
measured actual student
performance, or that
strived to be "authentic."

A statement about the
National Goals for Educa-
tion, issued by President
Bush and the nation's
governors early in 1990,
heightened interest in the

lbe count of states that ''monttor performance" Ls from the 1990 report of Richard J. Coley and Margaret E. Goertz. A 1988 report by tbe L S. 1.41artnwnt of
MucationS Office of hirucational Research and Impnwement Creating Responsihie and Responsive Accountability $ysterns identtlied tbe same number of
states that bad data tbat could rs? used for -comparisons."
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use of tests to measure
progress towards these
goals. The statement said
the nation needs "a
bipartisan group to
oversee the process of
determining and develop-
ing appropriate measure-
ments and reporting on
the progress toward
meeting the goals." The
direction that testing will
take during the course of
the decade is not clear at
its outset, but we enter
the decade with more
testing in the schools than
the nation has ever
experienced.

ACCOUNTABILITY
As educational reforms
were implemented in the
1980s, two questions,
arose: What differences
are they making, and how
will we know? According
to the National Confer-
ence of State Legislatures,
legislative committee
chairs in 31 states identi-
fied accountability as a
top priority for 1989. To
achieve accountability, the
states needed a set of
achie,,ement tests and
data about school charac-
teristics used to create
"indicator" systems to
track progress and spot
underperforming schools
and school districts. While
all of the states collect
information on schooling,
the systems they use vary
considerably. In Creating
Responsible and Respon-
sive Accountability Sys-
tems, the Office of Educa-
tional Research and
Improvement of the U.S.
Department of Education
has provided a compre-

hensive summary of state
information systems on
schooling. According to
the report:

Most of the systems are
operated at the state
level.

Twenty-five states link
their systems with
direct state-level poli-
cies that is, perfor-
mance data trigger
other state actions
aimed at improving
education.
Only 23 states use an
integrated set of indica-
tors rather than using
only test scores. In
many states, account-
ability rests largely on
data provided by
achievement tescs and
minimum competency
testS.

While most of the
states collect back-
ground data about
studencs and their
communities, only 21
states use that data as
contextual informatic n
to help interpret perfor-
mance indicators.
While most of the
states make state-level
performance data
available to the public,
only 25 states report
school-level summaries
of test data to the
public.
Twenty-three states
report comparisons of
school performance,
and 16 more states
provide information
enabling comparisons
to be made.
While these trends

reflect general patterns in

states' efforts to
strengthen educational
accountability in the
1980s, the actions of two
front-running states may
foreshadow the changes
in accountability or
education indicator
systems in the 1990s.
California and So tith
Carolina issue school
"report cards," compare
schools with other
schools in the state,
include information on
school and community
context, and either reward
or pelalize districts for
their performance. The
accountability systems in
both states were imple-
mented to monitor reform
legislation, to broaden the
criteria by which schools
are measured, to increase
public support for schools
by letting them demon-
strate success, and to
reward schools for effec-
tiveness.

South Carolina's school
report cards provide
direct comparisons for
each school in the state in
the areas of test results
and student and teacher
attendance rates. Each
school's test results are
also compared with
schools that are similar
with regard to the per-
centage of students who
are eligible for a free
lunch (a proxy for socio-
economic status), level of
teacher education, locally
i,_nerated financing, and
the percentage of first
grade students who meet
the state's school readi-
ness standard. The report
cards also allow schools

1.0

to assess their own
performance over time
using expected perfor-
mance levels based on a
matched longitudinal
analysis of the test scores
of students in that school.
Schools that show greater-
than-expected gains in
achievement receive
monetary rewards; dis-
tricts that fail to meet state
standards are subject to
state intervention.

Similarly, California's
school report cards
provide information on
trends in individual
school performance, on
how a school's perfor-
mance compares with
other schools in the state,
and on how a school
compares with schools
similar in terms of parent
education and occuea-
lion, pereentage of stu-
dents with limited English
proficiency, student
mobility, and poverty.
The state's extensive list
of performance indicators
includes scores in achieve-
ment, college entrance,
and Advanced Placement
tests; first year grades of
students continuing in the
state university system;
academic ccs.rse enroll-
ments; and attendance
and dropout rates. The
state relaxes the normal
review procedure for
high-performing schools
and provides technical
assistance to low-perform-
ing schoris. The state also
publicly recognizes
schools with the greatest
improvements and pub-
lishes liscs of the poorest
performing schools.



TEACHER STANDARDS

After the states enacted
accountability standards,
they followed the public
concern about teachers.
Teacher quality became
one of the fastest-moving
areas of education reform.
New information on the
weak backg-ound nd
preparation of beginning
teachers and "horror
stories" told about Door
teachers in the cianoom
led policy makers to
effect sweeping chanAes
in teacher preparation
and certification methods.
No area was neglected.
States enacted policies
related to access to
teacher education pro-
grams, the nature and
content of the teacher
education curriculum, and
standards for certification.

The biggest changes
were in teacher testing. As
the decade of the 1980s
began, only a handful of
states primarily in the
Southeast evaluated
prospective teachers in a
standardized fashion.
Today, 39 states require
prospective teachers to
pass a test before entering
a teacher education
program and/or before
being certified to teach
(see Figure 4), and several
states have testing pro-
grams in development.

Twenty-one states
require some (e g., those
attending state institu-
tions) or all teacher
education candidates to
pass a test usually
basic skills or college
entrance to enroll in a
teacher education pro-

Figure 4
State Teacher Testing Requirements

fl MOW

3 stales tut lot Itnission to *sew educeNon pogroms only.

18 bates test tor Thher certincefon only.

18 steles test tor both admission b teacher education end cidacetlon.

pi11 sates have no teacher testing requirements.

gram. Fifteen states have
estab!ished a minimum
grade point average
requirement and 12 states
require both.

Prospective teachers in
36 states must pass a test
to become certified to
teach. These states vary
considerably in the tcit
used, the minimum
passing score, and the
area(s) tested, e.g., bask.
skills, general kn, Al., ledge,
professional knowledge,
and subject area (see
Figure 5). States use
different tests to aluate
aspiring teachers and
often set different passing
scores for the same test.

Seven states use an
internally developed
test.

Figure 5
Areas Tested for Teacher Certification, 1990

Teacher Certification Testing

Areas Tested:

Profet.uonal Knowledge

Basc Stuffs

Specialty Area

General Knowledge

4
;.

1

10 15 20 25 30 35

Number of States
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Four states use the Pre-
Professional Skills Test
(PPST).

Twenty-two states use
the National Teacher
Examination (NTE)
Core Battery.

Seventeen states use
NTE Specialty Area
Tests.

scores on
the national tests vary
widely. For example,
while one state considers
a score of 636 on the NTE
Communications Skills
Test as acceptable, another
state requires a score of
659 (the scale for ti,is test
extends from 600 to 695).

The only universal
requirement among the
states for entry-level
teacher certification is the
completion of an ap-
proved program (in a
regular teacher education
program or an alternative
route to certification).
most states have estab-
lished multi-level certifica-
tion systems that consist
of entry-level or initial
certification for those
entering teaching for the
first time, and a variety of
procedures, such as
certification renewal or
advanced certification
levels, for experienced
teachers. Sixteen states
also evaluate a beginning
teacher's performance in
the classroom, or plan to
do so, before granting
regular certification. While
only one state (and none
after 1991) grants lifetime
certificates to novice
teachers, 10 provide such
a certificate to teachers

holding an advar...ed
certificate. The remaining
states require teachers to
renew their certificates on
a regular basis, usually
based on years of experi-
ence and further educa-
tion or training.

Two other trends in the
1980s are noteworthy,
and both stem from a
perception that teacher
training should focus
more on subject matter
and less on pedagogy.
Several states have estab-
lished "alternative routes"
to teacher certification.
The idea here is to attract
talented individuals to
teaching who c:Annot
afford the time and
money necessary to
complete it aditional
tear+.,:r education pro-
grams. In New jersey, for
example, school districts
may hire liberal arts
graduates who have had
no formal, college-based
teacher training. These
"provisional teachers"
must pass an examination
in their disciplhie, un-
dergo a paid, year-long
internship at the hiring
schcol district, and re-
ceive 200 contact hours of
format instruction in
education while they
teach. Regular certification
is granted upor comple-
tion of the program.

The second trend
Involves the enactment of
policies that change the
balance of academic and
education courses re-
quired to complete
teacher education po-
grams. In Virginia, for
example, arts and scieme
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degrees are required for
all teachers and profes.
sional studies are limited.

One of the major
educational developments
for the 1990s will be new
assessment strategies for
teachers. While the paper-
and-pencil teather tests of
the last decade have left
an indelible mark on the
policy landscape, they are
likely to give way to
innovative methods of
assessing the actual work
of teachers. As the 1980s
drew to a close, a few
such effons were getting
under way.

On the national level,
the National Board for
Professional Teaching
Standards was established
in 1987 to create a system
of voluntary certification
for experienced teachers.
The board is currently
exploring a variety of
methods for assessing the
skills of teachers, includ-
ing on-cite -hservations,
simulated per!ormance,
doeumentaCon, essays,
interviews, and multiple
choice examinations.

Several states are also
active in developing new
assessments. Connecticut,
in addition to requiring
clinical assessments of
?rofessional knowledge,
is currently developing
assessment centei ap-
proaches for evaluating a
teacher's subject matter
and pedagogical knowl-
edge through the use of
semi-structured inter-
views. The state's design
and development of
innovative methods of
teacher assessment pro-

vided a catalyst for estab-
lishing the Interstate
Consortium for Support
and Assessment which is
housed with the Council
of Chief State School
Officers' program of
professional development.
This consortium includes
Connecticut, California,
and the Stanford Univer-
sity Teacher Assessment
Project as charter mem-
bers.

Finally, the largest
currently us d test for
teacher certification the
NTE is being substan-
tially revised. The succes-
sor to the NTE will be
composed of three stages.
Stage I will center on the
assessment of enabling or
basic skills in mathemat-
ics, reading, and writing
needed by beginning
teachers. Components
include a test, a diagnostic
skills assessment, instruc-
tional modules, and-
practice tests. Stage II
tests will measure pro-
-pective teachers' subject
matter knowledge, gen-
eral pedagogy, and to
some extent, s..bject
matter pedagogy. Stage III
will provide states with
products and services
enabling them to use
performance data to make
valid and reliable
licensure decisions for
beginning teachers.

OTHER STUDENT AND
atilOOL DISTRICT
STANDARDS
During the decade of the
1980s, state actions
coincided with reform
commission recommenda-
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tions that students spend
more time in school and
that the time be spent
more efficiently. State
standards were imposed
regulating the length of
the school year and day;
ages for compulsory
attendance; and policies
on homework, atten-
dance, discipline, extra-
curricular activities, and
promotion.

The majority of the
states now require that
students attend school a
minimum of 180 days per
year and all the states
require at least 175 days.
This requirement is a
carryover from our agri-
cultural past and contrasts
with several other coun-
tries in which students
attend school between
220 and 240 days a year.

Forty-four of the states
specify a minimum amount
of time in a school day. In
some cases. the minimum
includes only instructional
time, making comparisons
among thc states difficult.
In general, however, the
length of the school :lay
increases as students get
older. The minimum
school day is less than
five hours for children in
grades one to three in 13
states, but is less than fiL
how's for secondary
students in only three
states. Eleven states
require children in the
primary grades (1-3) to
attend school at least six
hours, while 19 states
require high school
students to attend school
that long. A few states
provide financial incen-
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tives for school districts
that lengthen their school
day beyond the state
minimum.

Many states have also
extended the ages for
compulsory school atten-
dance, and have either
mandated kindergarten
programs or required
local districts to offer
them for those wishing to
attend. In addition, states
have required districts to
establish written policies
on attendance, discipline,
homework, and/or pro-
motion or retention.
Finally, several states have
required minimum grade
point averages for stu-
dents participating in
extracurricular activities or
for high school gradua-
tion.

POLICY CHANGES AT
THE SCHOOL LEVEL
The state-level laws and
policies described above
may not give a precise
picture of the changes
that occurred at the leve:
of individual schools,
where policy must be
implemented. 1",or do they
tell us what schools did
on their own, in
response to district poli-
cies, in areas not con-
trolled by or acted upon
by the state. In fact, there
has been no reliable
information on what
policy chang-!s took plact
in the

Beginning in 1983-84,
the National Assessment
of Educational Progress
(NAEP) required a com-
prehensive school ques-
tionnaire to be filled out

Figure 6
Percentage of Schools Reporting Types of Policy
Changes by Grade Level in the Period from
1983-84 to 1987-88
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Pass to Play'

Stncter Conduct

Longer School

Conpetency Testing
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Longer School Yeaf
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Percent of Schools Reporting Policy Changes

icne tolerance Berftstela 'Poky Changes and School CknaW. An Anaytss
NAE,' School Questionnaire (1987438) Poncelon. NJ Educational

sb mice. garch 1990

'Esutishment ot gads point averages required lor etobality tor participation in

sports and extracumcubs activities

100

by the principal or vice
principal in each partici-
pating school. The sample
of schools was represen-
tative of all schools in the
United States that have
4th, 8th, and 12th grades,
the grade levels assessed
hy NAEP, In the 1988
assessment, the 5d-tools
were asked about
changes they made in
polides since the 1984-85
school year, regardless of
whether these changes
were imposed by the state
or the result of school or
district policy changes.
This timcframe spans the
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period when states re-
acted the most strongly to
the Nation at Risk report
of 1983.

Figure 6 shows the
percentage of schools at
each grade level that
reported each type of
policy change. For ele-
mentary and middle
schools, the most perva-
sive change was in "estab-
lishing new consistently
enforced codes of student
conduct." It was the
second most frequent
change for high schools,
Sixty-three percent of
elementary schools



tightened up on conduct,
as did 68 percent of
middle schools (and
junior high schools) and
70 percent of high
schools.* This "return to
rigor" was being widely
demanded after the
perceived laxness of the
pricy decade.

As part of this reform,
schools established a
-stricter attendance
policy." This was the
most frequent change for
high schools (73 percent).
the second most frequent
change for elemr ntary
schools (46 r---.ent), and
the third-rank,ag change
for middle schools (51
percent).

Also in the top tier of
school-level policy
changes was the -estab-
lishment of grade require-
ments for participation in
athletics or extracurricular
activities." Again, this was
an effort to ac.hieve more
academic rigor among the
student body and to
increase the focus on
learning. This was the
second-ranked change for
midde schools, involving
six out of ten of them.
Seventy percent of high
schools and 37 percent of
elementary schools
reported similar changes.

For elementary and
middle schools, the
fourth-ranking policy
change was Implement-
ing competency testing
for promotion and gradu-
ation;" it was the fifth-
ranking change for high
schools. Such changes

took place in over a third
of the schools at each
grade level.

From 27 percent to 32
percent of the schools
-established a policy of
increased homework,"
from 30 to 40 petrent
"lengthened the school
day," from 22 percent to
27 percent implemented
some type a -perfor-
mance-based compensa-
tion system," and from 16
to 18 percent "lengthened
the school year."

As can be seen from
Figure 6, there is a very
large range in the per-
centage of schools carry-
ing out policy changes in
these eight areas, from
just 16 percent of elemen-
tary schools that length-
ened the school year to
73 percent of high schools
that established stricter
attendance policies. It
appears likely from these
data and from the data
presented earlier on state-
level policy change, that
much of the policy "ac-
tion" occurred at the local
level. Schools tried to
change student behavior
with regard to their
conduct, their attendance,
and maintaining grades as
a condition of participat-
ing in athletics and
extracurricular activities
(although some of the
changes have come in
response To the state-level
initiatives or policies).
14.igh schools were most
likely to have mat.!e such
policy changes, followed
by middle schools and

elementary schools.
To determine if policy

changes were more
common in certain kinds
of schools, the frequency
of policy changes was
compared to several
school characteristics: size
and type of community,
the percent of children in
the school that fnll below
the poverty line, the size
of the school, and the
minority:majority make-
up of the school. This was
done by creating a com-
posite scale based on the
eight areas of policy
change, ranging from 0 to
8, with eight being the
maximum number of
policy changes. The
schools with eighth grade
students showed the
greatest differences by
these characteristics:

The schools in large
metropolitan areas,
particularly those with
a high proportion of
adults on welfare or
unemployed, had the
greatest number of
policy changes; small
places and metropoli-
tan areas where a high
proportion of adults
were managers or
professionals had the
fewest changes.

The schools with the
highest percentage of
students below the
poverty line had more
policy changes than
those with a low
poverty rate.

a Large schools had more

policy changes than
small schools.

Schools with a majority
of minority students
had more policy
changes than those that
were integrated or had
a high percentage of
White students.

Elementary and high
schools followed the
same general pattern,
although not as consis-
tently. While differences
for high schools were
generally in the same
direction, they were not
statistically significant.
Schools generally known
to be most in need of
improvement in inner
cities, in poverty areas,
with concentrations of
minorities, and of large
size are those that
report making the most
effort in terms of the eight
policy change areas about
which they were asked.

'For conventence the term muldle schools cs used to demde schimls that hate an enthth grade Actually many are called junior NO schools and many will also

he K-12 schools
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PROGRESS
TOWARD

EXCET 'INCE
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The previous section
summarized the major
school reform efforts of
the 1980s. In this section
we describe the impiove-
ments, or lack of them, in
the 1980s in terms of
achievement, student
efforts, and staying in
school However, there is
no way to mike a causal
link between the two, and
that is not intended.

What happened to
achievement in the 1980s
is likely the result of
many different forces and
developments. Raising
scores of students at the
bottom can be a carry-
over effect from the
"minimum competency"
drives of the 1970s.
Parents may have become
more concerned by
publicity given to falling
test scores in the late
1970s, and reflected that
concern in more attention
to their children's school
work. It was also a time
when the school improve-
ment and effective
schools movements were
working hard to improve
schools in inner cities and
under stat i-wide plans.

It is reasonable to
suppose that some of the
actions taken in the first
half of the 1980s did help
improve achievement.
More academic courses
were required in high
school, and we know
from national studies that
there were increases in
the percenu.ges of high
school students taking
mathematics, science,

foreign languages, and
history. (See, for example,
What Americans Study,
issued by the ETS Policy
Information Center in
1989.) There was some
lengthening of the school
day. There were more
tests to pass to get to the
next grade or to graduate.
However, some of the
retorms, such as raising
standards for entering
teachers and higher
teacher pay, will have
long lead times before
their effect on student
peiformance is known.

Even in the case of
state regulations that
require students to take
more difficult academic
courses, some of the
effects are still to be felt.
Legislation often had
delayed effective dates, or
was phased in so as not
to affect students already
in high school. A good
example of the long lead
times that may be in-
volved is NAEP's explana-
tion for reading improve-
ments it found in the 1984
assessment. The NAEP
reports stated that there
was a strong possibility
that such improvements
were the result of an
"early start" from
Headstart and other new
pre-school programs.

The following section
provides a summary of
the changes in student
outcomes in the 1980s.
The summary is intended
to be objective. We
recognize that this, too, is
a somewhat elusive goal;

Figure 7
Educational Progress
in the 1980s

Reading (1980-88)

Age 17
Age 13

Age 9

Stable

Stable
Stable

Mathematics (1982-88)*

Age 17
Age 13

A9e 9

Up
Up

Up

Science (198288)*

Age 17

Age 13

Age 9

Up
Up
Up

Writing (1984-88)

Grade 11

Grade 8
Grade 4

Civics (1982-88)

Stable

Down

Stable

Age 17 Down
Age 13 Stable

Effort

Homework
(1980-88) Up

TV Watching
(1982-88)

Enrollment of
16 and 17 YearOlds

Sthool Up

Down

characterizing progress or
lack of it is a somewhat
subjective exercise, even
when the best statistics
are available. This is
particularly true in an
econowically competitive
world wt:ere the require-
ments of Sobs are thought

See special note on mimes On pages 14 and 15.
" Meaning that TV watching went up; we presume this has an adverse educational effect
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by many to be rismg; in
that view you have to be
running faster to stay in
the same place.

Figure 7 providzs a
summary of what follows,
in simple terms of
whether the indicator
used went up, down, or
was stable during the
period. In these terms,
there was some improve-
ment in about half of the
measures used.*

READING
Relative to other subjects
assessed by the National
Assessment of Educational
Progress, student reading
achievement levels are
encouraging. However
there was no improve-
ment in the decade of the
1980s in average profi-
ciency (see Figure 9).

Figure 8 shows that 86
percent of 17-year-olds
reached the 250 level,
almost six in ten failed
to reach the 300 level,
where they "can find,
understand, summarize
and explain relatively
complicated informa-
don," although there
was slight improvement
by 1988. Very few
could read at the
advanced 350 level,
and the percent who
did had slipped a bit by
the 1988 assessment, as
compared with results
of assessments in the
1970s.

In this table and in the text that
follows, changes are noted only when
they are statistically significant.

Figure 8
Trends in the Percent 44 17-Year-Olds at Three NAEP ileading Proficiency Levels

Can synthesize & learn from
specialized reading materials

(Level 250)

Can' find,- Understand,
summarize & explain
regatively complicated

informaticx,

(Level 300)

7%,

71 '84 , '88

Can search foe- specific
information, interrelate

ideas, make generalizations
(Level 350)

Figure 9
NAEP Reading Proficiency Trends

Scaled Score

300

250

200

Age 17-----e--

150 I ,

1971

Age 13

Age 9

19b4 196

lB

The reading perfor-
mance of 13-year-olds
was ess...ntially stable
over the decades of the
'70s and '80s. (There
was a slight improve-
ment between 1971
and 1980, but perfor-
mance was flat after
that.)
The average reading
proficiency of 9-year-
olds increased from
1971 to 1980 and
ended the decade
(1988) at a higher level
than in 1971. There
was no improvement in
the 1980s.
Summing up
There were no gains in
average reading profi-
ciency in the 1980s.
However, all three age
groups read better at
the end of the '80s than
al .e beginning of the
1970s.

source: 11. Reading Report Card, 1971-
1968," National Assessment of
Educational Progress, Educational
Testmg Service. 1990.
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MATHEMATICS
Average mathematics
performance improved in
the six yeas from 1982 to
1988 for all three ages
assessed by NAEP 17,
13, and 9 (see Figure 11).

As shown in Figure 10,
in 1988, 98 percent of
17-year-old students
had mastered "basic
operations and begin-
ning problem solving,"
up from 93 percent in
1982. More than three
in four 13-year-olds
were at this 250 level
on the NAFP scale, as
were just over one in
four 9-year-old. At this
level students have an
initial understanding of
the four basic opera-
tions, and are develop-
ing an abty to analyze
simple loal relations.
Almost six in ten 17-
years-olds reached the
300 level, characterized
by "moderately com-
plex procedures and
r.msoning." Just one 'n
five 13-year-olds wcre
at this level. Students at
this level can compute
with decimals, simple
fractions, and com-
monly encountered
percents. They can,
among others things,
calculate the areas 3f
rectangles, se.ve simple
linear equations, find
avenges, and use
logical reasoning to
solve problems.
Just 7 percent of 17-

r year-olds reached the
350 level, characterized
by "multi-step problem
solving and algebra."
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Figure 10
Trends in the Percent of 17-Year-Olds at Three NAEP Mathematics Proficiency Levels

'82 16, '86*

Basic operations &
beginning problem solving

(Level 250)

188*
Moderately complex pro-

cedures & reasoning
(Level 300)

Figure 11
NAEP Mathematics Proficiency Trends

Scaled Score

350

Age 17

300

Age 13

250

Age 9

200
1982 1986 1988*

1 7

5% 6% 7%

'82 '88, '88*

Multi-step probleinv
solving S algebra

(Level 350)

There was no statisti-
cally significant in-
crease in this percent
compared with 1982
and 1986.
Summing tilt
There wag some im-
provement in average
proficiency in the
1980s; however, there
was essentially none at
the higher level we
associate with having
taken several years of
high school math. Only
a small fraction of high
school students leave
high school prepared
to enter quantitative
fields in college, or to
do the kind of statistical
quality control work
increasingly required in
factories.

Source for figures. "The Mathematics
Report Card," National
Assessment of Educational
Prowess, Educational Testing
Service, 1988. p.32. 'Data for
1988 Ls from "Disentangling the
NAEP 1985-86 Reading
Anomaly." Educational Testing
Service, 1989, p. 129. While the
1988 data for mathematim was
included in this specbl study, it
was not released in a regular
NAEP trend report.
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SCIENCE
Although students
improved their science
achievement during the
1980s, these gains were
from a very low initial
level of proficiency.
International assessments
show that the U.S.
remains among the
nations that perform
lowest in science in the
indUstrialized world.

As can be seen in
Figure 13, although the
average proficiency scores
advanced for all three age
groups, these gains have
been Imre pronounced at
the lower ai.d middle
levels of the scales than at
the top (see Figure 12).
The percentage of 17-
year-olds reaching the 350
ievel was essentially flat,
remaining at 7 or 8
percent since the 1977
assessment.

Given the dire state of
achievement in science, it
is useful to understand
what American 17-year-
old students don't know
and can't do in science.

Fourteen percent were
not likely to be able to
perform at the 250 level
with tasks such as
knowing which part of
a screw-base type light
bulb glows to produce
light.

Fifty-five percent were
unable to do tasks at
the 300 level, such as
choosing the best
explanation of why
marine algae are most
often restricted to the
top 100 meters of the
ocean.

F

Figure 12
Trends in the Percent of 17-Year-Olds at Three NAEP Science Proficiency Levels
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Figure 13
NAEP Science Proficiency Trends

Scaled Score
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Ninety-two percent
were unable to do
tasks at the 350 level,
such as choosing the
object that has the
greatest density when
given several with
specified mass and
volume.
Summing up
The U.S. has been
bringing up the rear in
science achievement
among developed
countries. From this
low level of achieve-
ment, improvement
began in the 1980s at
all three grade levels.

Source for figures: 'The Science Report
Card,* National Assessment of
Educational Prowess, Educational
Testing Service, 1988, p.39. 'Data
for 1968 is, from Tisentangling
the NAEP 1985-86 Reading-,
Anomaly," Educational Testing
Service, 1989, p. 141. While the
1988 data for mathematics was
included in thh special study, it
was not released in a regular
NAEP trend report.
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CIVICS
In 1988, 17-year-old
students did not perform
as well as their counter-
parts in previous assess-
ments in 1982 and 1976.
Thirteen-year-olds per-
formed at about the same
level in all three assess-
ments (see Figure 14).

Beginning vitith the
1988 assessment, NAEP
developed a new profi-
ciency scale (from 0 to
500) similar to that used
in other subjects. The
NAEP report also de-

, saibed what students
know and can do at 50-
point intervals along the
scale (see Figure 15).

As shown in Figure 15,
in Grade 12, 49 percent
of students were at
level 300 where they
"understand specific
government structures
and functions." At this
level they understand
the terms "separation of
powers," and they
know how the Chief
Justice of the United
States Supreme Court is
selected.
In Grade 8, 61 percent
of students were at
level 250, where they
"understand the nature
of political institutions
and the relationship
between citizen and
government." They
know, for example,
that the term of the
President of the United
States is four years, and
that government offi-
cials are elected by
secret banots.

n In Grade 4, 71 percent
of students were at
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Figure 14
NAEP Civics Proficiency Trends

Scaled Score
100

50

0

Age 17

Age 13

1976 1982 1988

level 200, where they
can'recognize the
existence of civic life."
They .know sUch things
as the reason a'city
might have a crosswalk
law, and who becoines
President of the United
States if the President
dies.

Summing up
There.** basicallY nó.
improvement in .civics-
knowledge ithe
1980s, 'and-Some
ground was-lost among
17-year-olds. Just half
of 12th graders under-
stood specific govern-
ment structures and
functions, and just one
in 17 achieved a more
sophistkated Under-
standing of how gov-
ernment works.

Souices for figures: -The CMcs Repon
Card, National Assessment of
Educational Progrem Educadonal
Testing Service, 1990. pp. 13;
3S-38.

Figure 15
Percent of 12th Graders at Three NAEP Civics Proficiency Levels, 1988

Undetstand.s the
nature of political

institutions and the
relationship between
citizen & government

6%

Understands specific Understands a variety
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(Level 250) (Level no) (Level 350)
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WRITING
In 1988 over one-third of
llth graders* could not
adequately write a brief
description of a desirable
summer job and their
qualifications for it, and
very few coule do it really
well (see Figure 16). This
writing level was about
the same as it had been
four years earlier. Only 14
percent of these 11th
graders did an adequate
job in an analytic writing
task requiring them to
compare modern day
food with a description
they had read of food on
the frontier (see Figure
17). Although this level
was slightly better than in
1984, practically none
could do the task really
well.

Looking at all writing
tasks common to the 1984
and 1988 assessments, the
changes in this four-year
period are as follows:

Grade 11. On average,
there was no significant
change.
Grade 8. While the
trends on tasks were
mixed, there were
more declines than
gains..
Grade 4. There was
improvement in several
tasks and no declines.
On average, there was
no significant change.
Contrary to the low

proficiency in writing to
inform, to analyze, and to
persuade, NAEP reports
that, "It is clear that inost

students were able to
control the conventions of
written English. Most
spelling problems disap-
pear by grade 11, al-
though even the best
papers contained some
errors. Mere were few
changes from 1984 to
1988 in the mast-4y of
writing conventions in the
three grades assessed.

Just over half of 4th
grade students said they
like to write. This declines
to 37 percent by the 11th
grade.

Summing up
Our students are poor
writers and they are not
improving. They don't
much like to write, and
they like it less as they
go through school.
They do, though, learn
grammar, spelling, and
punctuation reasonably
well There was no
progress in the 1980s.

Source for figures -The Writing Report
Cud, 1984-88," Nanonal
Assv,sment of Educational
Progrew Educational Testing
Service, 1990, pp 12 & 20

"Adequate" means responses in-
cluded the information and ideas
necessary fo accomplish the under-
lying task and were considered likely
to he Orectwe in achiwmg the desired
purpose

'The 1988 NARP trend repon for writing was about 1 1 th graders rather than
17-year-olds, as in other trend rtpons
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Figure 16 --
Writing to inform, 11th Grade, 1988

UnsatiifaCtory
or minimal

4%

AdeqUate* Elaborated

The "Job Application" task required students
to provide a brief description of a desirable
summer job and to summarize their
previous experience or qualifications.

Figure 17
Analytic Writing, 11th Grade, 1988

84%

14%

1%

unsabsfactory Adequate* Elaborated
or minimal

The "Food on the Frontier" task required students
to read a social studies passage about frontier
life and then to explain why modem-day food
differs from frontier food.
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STAYING IN SCHOOL
While the focus of atten-
tion is on "drop-out" rates
as a measure of failure to
complete school, that rate
has proven elusive as a
measurement. We here
use three measures to
compose a picture of
what happened in the
1980s: 1) the percentage
of 16- and 17-year-olds
enrolled in school, 2) the
percentage of 16- to 24-
year-olds who achieved a
high school diploma,
including the General
Education Development
certificate (GED), and 3)
the percentage of high
school graduates who are
enrolled in college the
October after graduating
from high school.

Ages 16 and 17 are
critical years for dropping
out of school. Theie has
been a slight increase in
enrollment rates of stu-

dents of this age in the
1980s (see Figure 18).
This is paitcularly en-
couraging in view of the
fact that achievement
standards were being
raised during this time
and many predicted that
this would negatively
affect enrollment rates.

In 1988, 87 percent of
16- to 24- year-olds had
obtained high school
diplomas. This percent
has been essentially stable
over the last 15 years (see
Figure 19).

After hovering around
50 percent throughout the
1970s, the percent of high
school graduates entering
college (both 2- and 4-
year institutions) the fall
after their high school
graduation has been
increasing slightly. it rose
to 56 percent by 1985, and
has stayed there through
1987 (see Figure 20).

Figure 18
Percent of 16- and 17-Year-Olds
Enrolled in School
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Source: "Digest of Educatic-.3 Statistics, 1990,"
National Center for Educar.m
Table 7, in press.

18

Figure 19
Percent of 16- to 24-Year-Olds
with High School Diplomas
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Source: Derived from "Dropout Rates in the United
States: 1988," National Center for Education
Statistics, 1989, p. 53.

Figure 20
Percent of High School Graduates Enrolled
in College the Following October
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Source: The Condition of Education, 1990." National
Center for Education Statistics, p. 16.
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STUDENT EFFORT
The percentage of 13-
year-olds who said they
received no homework
aFsigarnents dropped
from 32 percent in 1980
to 17 percent in 1988. A
similar drop occurred at
age 17 (see Figure 21).

There was also a 10
percent increase between
1980 and 1988 among 13-
year-olds who do one or
more hours of homework
each day; the increase
was 5 percent among 17-
year-olds, with almost two
in five doing that much
homework in 1988.
However, in 1988, 14
percent didn't do their
assigned homework, and
another 24 percent did
less than one hour.

While homework
performance improved,
the number of 17-year-
olds who read books,
newspapers, and maga-
zines slipped, from 26
percent who read them
daily in 1984 to 21 per-
cent who did so in 1988.

From 1984 to 1988
there was little change in
the number of students
who said they read
independently for "fun."
While over half of the 9-
year-olds do so daily, the
proportion drops to 36
percent of 13-year-olds
and 28 percent of 17-year-
olds. Television watching,
however, increased during
the decade (see Figure
22).

Figure 21

Homework Trends

41%

31%

,80 .88 .80 ,88

Non& assned Did one or
more hows

Age 13

'86*
None assigned Did one or

more hours

Source: "The Reading Report Card" Natanal Assessment ot Educational Progress,
Educational Testing Service. 1990, p 40

Figure 22
Percent of Students Watching 3 or More gours
of Television per Day

'82 '88
Age 9

.82 .88

Age 13

'82 '88

Age 17

Source: 1982 data trom 'The Matlismatics Report Card:

Are W. Akossurim UprNationsi Assessment ot Educational

Progress. Educational Testing Service. 1£8e. p. 112.

1988 statistics are trom Vier unpublished data
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Age 17

The percentage of 17-
year-olds watching
three or more hours of
TV each day grew from
36 to 50 percent from
1982 to 1988.
For 13-year-olds, 71
percent watched three
or more hours in 1988
compared with 55
percent in 1982.
Among 9-year-olds, the
comparable percent-
ages were 66 in 1988
and 55 in 1982.
Summing up
Students are making
more effort at home in
terms of doing home-
work. But they read
less as they get older,
and they watch a lot of
television. Television
watching increased
substantially in the
1980s.
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PROGRESS
TOWARD

EQUALITY

The previous section
describes progress toward
"excellence," the term
associated with the
education reform move-
ment of the 1980s. While
this section is titled
"progress toward equal-
ity," the two goals are, of
course, intettwined. We
cannot create the edu-
cated labor force and
citizenry that is our goal
without striving to im-
prove the education of
our minority populations.

While there was very
modest progress in the
1980s in raising average
performance in some
areas, there was more
substantial progress in
raising the proficiency of
minority populations
and narrowing the gap
between majority and
minority particularly
for Black students. In rhe
case of entry into college,
however, the gap wid-
ened. There were only a
few instances where the
gap narrowed between
Hispanic students and
White students.

Figure 23 provides a
brief overview of areas
where performance gaps
were reduced or stayed
the same. The text and
graphs that follow provide
more details of the magni-
tude of these changes.
Even where gaps did
narrow, they often still
remained quite large.

Figure 23
Narrowing Education Gaps in the 1980s

Reading (1980-1988)

Age 17
Age 13
Age

Mathematics (1978-1986)

Age 17

Age 13
Age

Science (1977-1986)

A0e 17
Age 13
Age

Enrolled In Selool
at Age 16 & 17 (1980-89)

High School Diploma,
Age 16-24 (1980-88)

Percent of Graduates
Who Enrolled in College

Black' Hispanic'

Reduced
Reduced
Same

Reduced
Reduced
Reduced

Reduced
Reduced
Reduced

Same
Same
Same

Same
Reduced
Same

Same"
Reduced
Same

No Gap Same

Gap Eliminated Same

Widened Widened

'In trend dah; vsed from !he National Assessment of Educational
Progress, race and ethnicity ot students is based on the observa-
tions of the assessment administrators.

"The gap dedioed from 1977 to 1982, Then widened from 1982 to
1986.
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READING GAPS
While gaps in reading
proficiency between
minority and majority
populations are still quite
substantial, they narrowed
during the: 1980s, more at
basic and middle levels
appropriate for a particu-
lar age than at the top of
the range.

The narrowing of gaps
at age 17 can be seen
in Figures 24, 25, and
26. The percentage
difference between
Black students and
White students at the
250 level n..rrowed
from 43 to 13, and the
gap between Hispanic
students and White
students narrowed from
26 to 16 percent. There
were smaller gains at
the 300 level, and a
larger gap (see Figure
25). There was also a
decline in average scale
score differences for
Black students (see
Figure 26).
At age 13, achievement,
on average, was %if .4-
ally stable from 1980 to
1988 for White students
as well as Hispanic
students, while it rose
for Black students from
a 232 scale score to
243.

At age 9, iste overall
achievement score for
all groups combined
dropped from 215 to
212, but this was not
statistically signifitmnt.
In fact, there were no
significant changes
among any of the three
groups from 1980 to

1988. The achieve
ment gap remained
unchanged.
Because the gap in

reading proficiency
between minority and
majority populations at
age 9 did not narrow
through the 1980s, a
question arises as to
whether gaps in reading
achievement will narrow
during the next decade as
this age group moves
through school. This
concern is of particular
interest since the gap
between 9-year-old Black
students and White
students narrowed by
percent in the years
between 1971 and 1980.

Summing up
The achievement gap
was considerably
narrowed at age 17
between White stu-
dents and Black Au-
dents, but meue at the
basic and middle
ranges of the NAEP
scale than at the top.
While Hispanic stu-
dents reduced the gap
at the NAEP 300 read-
ing level (adept), there
was no significant
improvement in the
averages. The gap was
also reduced between
Black and White 13-
year-olds, but not
between Hispanic and
White ghdents of that
age. There were no
reductions in the gap at
age 9.

Source for figures: 'the Reading Report
Card 1971-1908: Naticsul
Assessmax of Educational
Prowess. Educational Testing
Service. 1990. pp. 62-64

.
24

Figure 24
Reading Performance Gap, Level 150, Age 17
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Figure 25
Reading Performance Gap, Level 300, Age 17
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Figure 26
Difference in Average NAM, Reading
Scale Scores, Age 17
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MAMEMA11CS GAPS
The gap between White
students and Black and
Hispanic students was
considzrably reduced
between 1978 and 1986
among 17-year-olds at the
250 level, where students
can do basic mathematical

perations and beginning
problem solving. The
percentage of Black
students at or above this
level rose from 70 to 86,
and for Hispanic students
from 77 to 91, while the
percentage of White
students at this level
remained steady at 98
percent (see Figure 27).

However, the gaps
remained essentially the
same among 17-year-olds
at the 300 level, where
they can do moder qely
complex procedures and
reasoning (see Figure 28).

Figure 29 shows the
differences between the
average NAEP scale
score for Black and
Hispanic students when
compared to the
average scores for
White students. At age
17, the average score
differences between
Black and White
students declined from
38 points in 1978 to 29
points in 1986. The
decline in the differ-
ence between White
and Hispanic students
was smaller and not
enough to be significant.
At age 13, the gap in
average xores nar-
rowed sharr!y between
1978 and 1986 for
Black students, from 42
points to 24 points, and

22

substantially for His-
panic students, from 34
to 19.
At age 9, the gap for
Black students nar-
rowed le&s than at the
older ages; there was
no improvement in the
gap for Hispanic
students.
Summing up
At age 17, the perfor-
mance gap between
Black and White
students declined
between 1978 and
1986, but declined little
for Hispanic studervs.
There were large gains
at age 13, and small
gains for 9-yt.-ar-old
Black students, but
none for 9-year-old
Hispanic students.

iourre for figures 'The Stathenunes
Repix1 Card. Are We Measuring
Ur National A.,....,sment of
rducattorul Progress. Educational
lesung Semis. 19Itti. pp I38.
1.41

Figure 27
Mathematics Performance Gap, Level 250, Age 17
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Figure 28
Mathematics Performance Gap, Level 300, Age 17
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Figure 29
Difference in Average NAEP Mathematics
Scala Scores, Age 17
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SCIENCE GAPS
While iust under half of
the White 17-year-old
students are at or above
the 300 level (where they
can analyze scientific
procedures and data),
they number four times
the proportion of Black
students at that level (12
percent) and three times
the proportion of His-
panic students (16 per-
cent). The gap at this
relatively high level
remained essentially
unchanged between 1977
and 1986 (see Figure 31).

In terms of average
proficiency at age 17.
the White/Black gap in
scale scores dropped
from 57 to 45 between
1977 and 1986 while
there was no significant
change in the gap
between White and

suidents (see
Figure 32).
The gap ixtween
average science scores
for 13-year-old White
and Black stuents
declined from 48 to 38
points, and between
the scores of While and
Hispanic students from
43 to 33 points. The
largest gains were at
the relatively low level
of 200, where students
understand simple
scirntific principles.

The scow ip between
9-year-olr1 Black stu-
dents and White stu-
dents dropped from 45
to 36 poin, but there
was no significant drop
in the gap between
White and Hispanic
student

Summing up
No g...ins were made
between 1977 and 1986
in closing the very
large gap in science
performance between
17-year-old White and
minority students at the
300 level. There were,
however, some gains
below that level for
Black students; there
were none for Hispanic
students (see Figure
30). Black students
improved science
performance at age 13
and at age 9, but
Hispanic students made
no statistically signifi-
cant gains.

Sourie rof figurrs hrbencc kvort
Card Mint-nu of Kok and
Itrotwcry. 19K-14.1H: Saiminal
Amessmcnt cu Educattorul
Prowtms. FAIticatkicul Maim;
St:rvicr, 19e4, I 146 149

Figure 30
Science 's'erformance Gap, 250 Level, Age 17
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Figure 31
Science Performance Gap, 300 Level; Age 17
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Figure 32
Difference In Average NAEP Science
Scale Scores, Age 17
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GAPS IN STAYLNG
IN SCHOOL
In terms of being enrolled
in school at ages 16 and
17, and getting a high
school diploma or GED
certificate by age 24,
Black youth have essen-
tially drawn even with
White students in the
1980s (see Figures 33 anu
34). For Hispanic stu-
dents, however, the gap
remains considerable and
has not narrowed.

A true and uniform
measure of dropping out
of school remains elusive,
and the National Center
for Education Statistics
uses several approaches.

One of them is the "ever.t
rate," which reveals how
many students who
enrolled at the beginning
of a school year are no
longer in school at the
end of the year and have
not received a high
school diploma. By this
measure, Black youth still
have a higher dropout
rate. It may be that Black
youth are less likely to get
their diploma in the
normal year of gradua-
tion, but make up for it in
the many "second
chance" programs, such
as Opportunity Industrial-
ization Centers of America
(OICS).

Figure 33
Percent of 16- and 17-Year-Olds
Enrolled in School

86%
82%

'80 '89 ,80 ,89 '80 '89

White Black Hispanic
Source: "Digest of Education Statistics, 1990." National Center for
Education Statistics, Table 7, in press.
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fittil ,`

The rate of Black
graduates who go to
college dropped precipi-
tously in the early 1980s,
with a low of 38 percent
in 1983, rising to 44
percent by 1987. Mean-
while, the ste for White
students climbed to 58
percent. The rate of
Hispanic students going
to college rose from 40
percent in 1977 to 45
percent in 1987, now
about equal to the rate for
Black students.

Summing up

The percentage of
Black youth who
achieve a high school

diploma or equivalent
is now about equal, or
nearly equal, to White
youths, but Hispanic
youth lag behind. The
college-going rate for
Black high school
graduates has improved
since 1983 (although
still below the 1977
rate); the rate for
Hispanic students is
advancing. However,
the gap widened for
both groups, as com-
pared with White
students.

Figure 34
Percent of 16- to 24-Year-Olds with
High School Diplomas

87% 87%

,88 s8 so s8
White Black Hispanic

Source: 'Dropout Rates in the United States: 1988,"
National Center for Education Statistics, 1989, p. 53.
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GENDER GAPS
The reading score differ-
ential, which favors
females, is little changed;
more females rontinue to
reach the 350 level than
males.

In mathematics, males
lead females in achieve-
ment, but the gap, on the
average, is small and
slightly lower than in
1978. However, the
difference in the percent-
age of males and females
reaching the 350 level is
still considerable.

The gap between male
and female scor s has
been reduced slightly in
science. Male scores
exceed those of females
and twice as many males
as females reach the 350
level.

In writing, females
outperform males consid-
erably, by 18 points on a
0 to 400 scale.

A summary is provided
in Figure 35.

a

Figure 35
Gender Gaps

Reading 17-Year-Olds (0-500 Scale)
Male Female

1980
Male Female

1988

Average Male Student Scores
Are 8 Points Lower Than Females* 282 290 286 294

The Percent of Female Students
Scoring 350 (or Higher) Is
Slightly Higher Than Males 5% 6% 4% 6%

Mathematics 17-Year-Olds (0-500 Scale)

Average Female Student Scores

1978 1986

Are 6 Points Lower Than Males 304 297 305 299

The Percent of Female Students
Scoring 350 (or Higher) Is
Lower Than Males 10% 6% 8% 5%

Science 17-Year-Olds (0-500 Scale)

Average Female Student Scores
Are 13 Points Lower Than Males

The Percent of Female Students
Scoring 350 (or Higher) Is Much
Lower Than Males

Writing 11th Graders (0-400 Scale)

1977 1986

297

12%

282

5%

295

10%

282

5%

1984

Average Male Student Scores Are
18 Poir +s Lower Than Females 212 235

1988

211 229

Sources: The NAEP repon cards for science, mathematics, reading, and writing, cited in detail

elsewhere.

comparisors are for the latest year
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SUMMARY
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The "education reform
decade" is most.identified
with state level "reform"
laws and policy changes
initiated and carried out
by governors and state
legislatures. The decade is
associated with what
came to be called the
"excellence movement," a
shorthand reference to the
reforms called for in the
dramatic 1983 report of
the National Commission
on Excellence in Educa-
tion, titled A Nation at
Risk. Since a lot of state
action was well under
way by that time, particu-
larly in testing, we date
the reform decade from
about 1978, when a blue-
ribbon panel, chaired by
Willard Wirtz, issued its
report on the decline in
scores on the Scholastic
Aptitude Test (SAT). By
about 1988, the nation
was moving beyond these
"top down" approaches to
reform and a new wave
of effort was being called
for; the word most com-
rnonly used to represent
this new effort was
"restructuring."

LAW AND POLICY
CHANGES
Sute-level action was
comprehensive in tighten-
ing the system, but
worked largely within the
traditional structure of
American public educa-
tion.

High school graduation
requirements were
raised in 42 states,
although the require-
ments of many states
still fell far short of the

recommendi, dons made
in A Nation at Risk. By
1990, 37 states required
four or more years of
English, 28 required
three or more years of
social studies, 10 states
required three years of
mathematics, -.nd four
states required three
years of science.

Student testing, already
extensive by 1983,
continued to expand.
By 1990, 47 states had
state-wide programs.
Thirty-eight were
designed to monitor
student progress, 23 to
use in "gatekeeping"
(promotion or gradua-
tion), 20 to identify
needs for remedial
instruction and nine for
use in distributing state
funds.

"Accountability"
systems expanded and
relied heavily on
standardized testing of
students. By 1989,
accountability was
identified as a top
priority of chairs of
education committees
in 31 state legislatures.
By 1990, 23 states went
beyond test scores and
adopted an integrated
set of indicators.
Twenty-five states use
performance data to
trigger other state
actions aimed at im-
proving education.

Teacher standards were
subjected to sweeping
changes. While in 1980
only a handful of states
tested teacners, 39
states do so today.

29

Three fest only for
admission to teacher
education programs, 18
test only for teacher
certification, and 18 test
for both admission and
ctrtification.
Analysis of the ques-

tionnaire filled out by
school principals in the
1988 assessmentby the
National Assessment of
Educational Progress
permits the first summary
of policy changes at the
level of the school for the
nation as a whole. The
data apply to the period
from 1984 to 1988.

Stricter attendance
policies were adopted
by 73 percent of high
schools, 51 percent of
middle schools, and 46
percent of elementary
schools.
Academic requirements
to padicipate in athlet-
ics and extracurricular
activities were estab-
lished in 70 percent of
high schools, 60 per-
cent of middle schools,
and 37 percent of
elementary schools.
Stricter standards of
student conduct were
reported in 70 percent
of high schools, 68
percent of middle
schools, and 63 percent
of elementary schools.
Longer school days
were reported in 40
percent of high
schools, 30 percent of
middle schools, and 34
percent of elementary
schools.



III More homework was
required in 27 percent
of high schools, 30
percent of middle
schools, and 32 percent
of elementary schools.

a A longer school year
was established in 17
percent of high
schools, 16 percent of
middle schools, and 18
percent of elementary
schools.
The greatest number of
policy changes were
found in schools in
large metropolitan
areas, schools with the
highest percent of
students below the
poverty line, large
schools, and schools
with a majority of
students from minority
populations. This was
particularly true of
middle schools.

PROGRESS TOWARD
EXCELLENCE
Thus far we have reported
on reform efforts in the
1980s, but we have not
tried to judge their signifi-
cance; we aspire to
inform judgment, not
make it. Expectations
about the state of the
system, the nature of the
reforms, and the appro-
priateness of the changes
act as a lens through
which different people
will come to form differ-
ent views about the
successes and failures of
the decade. In absolute
terms, there was some
progress on some fronts,
no change on others, and
there were a few slips
backwards.

Reading. 1 iiere were
no gains in average
proficiency in the
1980s. However, all
three age groups (ages
9, 13, and 17) read
better at the end of the
19t0s than at the
beginning of the 1970s.

Mathematics. There
was some improvement
in average proficienc,
in the 1980s; however,
there was essentially
none at the higher level
we associate with
having taken several
years of high school
math.

Science. The U.S. has
been bringing up the
rear in science achieve-
ment among countries
of the developed

orld. From this low
it.wel of achievement,
improvement began in
the 1980s at all.three
age levels assessed by
NAEP.

Civics. There was
basically no improve-
ment in civics knowl-
edge in the 1980s, and
some ground was lost
among 17-year-olds.
Just half of 12th graders
understand specific
government structures
and functions and just
one in 17 reach any
degree of sophistication
about how government
works.

Writing. Our students
are poor writers and
they are not improving.
They don't much like
to write, and they like
it less as they go
through school. They

?t 3 0

do, though, learn
grammar, spelling, and
punctuation reasonably
well. There was no
progress in the 1980s.
Staying in school
There was a slight
increase in the school
enrollment rate for 16-
and 17-year-olds in the
1980s. Also, the num-
ber of high school
graduates as a percent
of 17-year-olds rose
slightly in the 1980s,
but itmained below
the peak reached in
1969. In 1988, 87
percent of 16- to 24-
year-olds had obtained
high school diplomas
(including GEDs),
essentially unchanged
over the last 15 years.
Student effort. Stu-
dents are making more
effort at home in terms
of doing homework.
But they read less as
they get older and they
watch a lot of televi-
sion. Television watch-
ing increased substan-
tially in the 1980s.

PROGRESS TOWARD
EQUALITY
There have long been
large gaps in educational
achievement between
minority student popula-
tions and the majority.
There have also been
gaps between the sexes,
though these have been
smaller. Although these
gaps seem unyielding, a
critical test of any effort to
improve educational
achievement is whether
they are being narrowed.

The gaps that remain

1

are often very large, and it
is necessary to keep the
improvements made in
that perspective; both the
progress and the remain-
ing gaps are reported in
this document. Where
progress is made it should
be recognized and ap-
plauded, but the applause
should not mask our
hearing the unsettling fact ,
that these unacceptable
gaps are still with us in
most cases. There was
progress on a number of
fronts in the 1980s,
demonstrating that sus-
tained effort can have
results. These successes
should encourage greater
effort and not be taken as .

an invitation to compla-
cency.

Reading gaps. The
achievement gap
between Black students
and White students was
considerably narrowed
at age 17, but more at
the basic and middle
ranges of the NAEP
scale than at the top. At
the NAEP 300 reading
level (adept), the gap
narrowed between
Hispanic students and
White students, but
there was no significant
improvement in the
averages. The gap was
also reduced between
Black and White 13-
year-olds, but not
between Hispanic and
White. There were no
reductions in the gap at
age 9.
Mathematics gaps. At
age 17, the perfor-
mance gap was
reduced for Black
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students, but little for
Hispanic students.
There were large gains
at age 13, and small
gains for 9-year-old
Black students, but
none for 9-year-old
Hispanic students.
science gaps. No
gains were made at
closing the very large
gap between minority
and.White students at
age 17 at the 300 level.
Although there were
some gainsbelow that
level for Black students,
there were none for
Hispanic students.
There were gains at age
13 and at age 9 for
Black students, but no
statistically signicicant
gains for Hispanic
students.
Gaps in staying in
school. Black youth
have caught up, or
nearly so, to White
youth in getting a high
school diploma, but
Hispanic youth lag
behind. The gap
widened in the rate at
which minority and
majority students enter
college.

111 Gender gaps. During
the 1980s gaps in
achievement between
males and females
were reduced very
slightly in science
(males higher) and
mathematics (males
higher). There was a
larger reduction in
writing (females
higher), and no change
in reading (females
higher)

Education was bigb
on the nationid'agenda
in th e decade of the
19.9014:This ifport
attenipes to analyze tbe
major happenings qf
tbe decade and to sum
up wheire me:stand at
tbe beginning of a new
decade. The formula-
tion of policy mita be
guided by a knowledge
qf whew, we are and
where webave been, as
well as a vision of
where we my going
and where We want to
be in tbe year 200a
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REFERENCE
NOTES

INTRODUCTION
In 1978, a blue-ribbon
panel appointed ly the
College Board issued
what might be considered
the first education reform
report, titled On Further
.4:ramination: The Report
of the Advisory Panel on
the SAT Score Decline. In
the preface to the panel's
report, Sidney P. Marland,
president of the College
Board, wrote, "In my
capacity as president of
the College Board, and in
consultation with William
J. Turnbull, President of
Educatbnal Testing
Service, I invited 21
members of the Advisory
Panel on the Scholastic
Aptitude Test Score
Decline to undertake this
work." In 1981, U.S.
Secretary of Education T.
H. Bell appointed thf!
National Commission on
Excellence in Education
which in 1983 issued a
report titled A Nation at
Risk: The Imperative For
Education Reform.

THE REFORMS OF
THE 1980S
The principal source for
this sectbn is a study
based on a survey of the
50 states, which was
commissioned by the ETS
Policy Information Center
and carried out by Rich-
ard Coley and Margaret
Goertz, of Educational
Testing Service. Titled
Educational Standards in
the 50 States: 1990, it was
published as a Research
Report by Educational
Testing Service in 1990
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(RR 90-15). Prior reports
in this series (1986 and
1988) were also used to
report on trends during
the decade. The data on
school level reforms are
from another analysis
carried out in the ETS
Policy Information Center,
an ETS Research Report
(RR-90-3) titled Policy
Changes and School
Climate: An Analysis of
the NAEP Sehool Question-
naire (1987-1988), by
Lawrence Bernstein. The
report used the results of
a questionnaire adminis-
tered to the principals of
schools which was in-
cluded in the assessment
carried out in 1988 by the
National Assessment of
Educational Progress. (To
order either publication,
write to Research Publica-
tion, Educational Policy
Research Division, Room
R-143 (05-R), Educational
Testing Service, Princeton,
NJ 08541).

This section also makes
use of a 1988 report by
the U.S. Department of
Education's Office of
Educational Research and
Improvement, titled
Creating Responsible and
Responsive Accountability
Systems, and cites from
Education Politics for the
New Century, edited by
Douglas E. Mitchell and
Margaret E. Goertz, The
Falmer Press, 1990.

PROGRESS TOWARD
EXCELLENCE
The reports and studies
drawn upon in this
section are as follows:

The Reading Report Card,
1971-1988, Ina V.S. Mullis
and Lynn B. Jenkins,
National Assessment of
Educational Progress,
Educational Testing
Service, 1990.

The Mathematics Report
Car& Are We Measüring
up?, John A. Dossey, Ina
V.S. Mullis, Mary M.
Lindquist, and Donald L.
Chambers, National
Assessment of Educational
Progress, Educational
Testing Service, 1988.

The Science Report Card:
Elements of Risk and
Recovery, Ina V.S. Mullis
and Lynn B. Jenkins,
National Assessment of
Educational Progress,
Educational Testing
Service, 1988.

Disentangling The NAEP
1985-86 Reading
Anomaly, Albert E.
Beaton and Rebecca
Zwick, Educational
Testing Service, Revised
February 1990. (The 1988
data on mathematics and
science are from this
report, and are a by-
product of the siudy
conducted in 1988 to
clear up questions about
the 1985-86 reading
results. The authors state
"To reproduce the 1986
assessment procedure
precisely required admin-
istering some mathematics
and science questions in
1988.... The mathematics
and science data have
bten analyzed for com-
parison to those collected
in 1986.")
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The Civics Repch Card,
Lee Anderson, Lynn B.
Jenkins, James Leming,
Walter B. 'MacDonald, Ina
VS. Mullis, Mary Jane
Turner, and Judith S.
Womer, National Assess-
ment of Educational
Progress, Educational
Testing Service, 1990.

The Writing Report Card,
198488, Arthur N.
Applebee, Lynn B.
Jenkins, Judith A. Langer,
and hia V.S. Mullis,
National Assessment of
Educational Progress,
Educational Testing
Service, 1990.

Dropout Ra:es in the
United States: 1988,
National Center for
Education Statistics, U.S.
Department of Education,
1989.

Digest of Educathn
Statistics, 1990, National
Center for Education
Statistics, U.S. Department
of Education, 1990.

The Condition of
Education, 1994 National
Center for Education
Statistics, U.S. Department
of Education, 1990.

Statistics for 1988 on
television notching are
from unpublished data
from the NatiOnal Assess-
ment of Educational
Progress.

PROGRESS TOWARD
EQUALITY
All sources used for this
section are cited in the
previous section, Progress
Toward Excellence.
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