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Why are educational benchmarks necessary?

Goals represent where we want to be; educational
benchmarks tell us where we are and f we are
moving toward our goals.

Set specific goals for education. Signal ) our resolve to take actions for a better prepared vork

force, a more compentic position in an expanding global cconom), and a better quality of life.

This as the challenge in SREB's Goals for Education: Challenge 2000 that presented a ision

of what can be accomplished bv the year 2000.

Educational goals chalknge leaders in government and business, educators, and the public The)

challenge us to make commitments of human and financial resources to 'achieve these worth gods

'and insure a more literate and better informed citizenr), lb sustain public support for reaching

important goals, progress toward achio ing them must be measured, and states must report forth-

rightly to the public on these educational benchmarks.

Where do SREB states stand in relation to national levels of educational attainment and
achievement?

Wlut information 1 ill bc com liking and compelling as indicators of educational progress?

Does your state have this information? If not. are you planning to obtain it?

These arc some of the questions that SREB's Mucational Benchmarks, 1990 attempts to answer

The report focuses on national benchmarks to which SREB states can compare themselves, the

adequao of reporting systems for measuring progress, and highlights the status of states and the

region on ko educational indicators As one might suspect, there is better information on some

educational indicators than on others An important part of scuing goals and measuring progress

toward achieving them is identifying what information is needed and how to provide it.

We cannot wait until the year 2000 to know it' we arc going to meet our educational goals. Our

present information will not tell us well enough or soon enough how wt. are doing. Establishing

goals for education demands that we have the information to pro\ ide educational benchmarks

that tell us where we are and how fast we are moving.

Mark D. Musick, President



1 Introduction

Goals and Indicators of Progresi

4 All children will be ready for the first grade.

8 Student achievement for elementa fly and secondary students will
be at national levels or higher

12 The school dropout rate will be reduced by one-half

16 90 percent of adults will hare a high school diploma or
equivalency.

18 4 of every 5 students entering college will be ready to begin college-
level work.

23 Significant gains will be achieved in the mathematics, sciences,
and communications competencies of vocational education
students.

28 The percentage of adults it ho bare attended college or earned
two-year four-year and graduate degrees will be at the national
averages or higher.

31 Tbe quality and effectiveness ofall colleges and universities ivill
be regularly assessed, with particular emphasis on the perfor-
mance of undergraduate students.

35 All institutions that prepare teachers will have effective teacher
education programs that place primary emphasis an the knowl-
edge and performance of graduates.

39 All states and localities will have schools with improved perfor-
mance and productivity demonstrated by results.

42 Salaries for teachers and faculty will be competitive in the
marketplace, will reach important benchmarks, and will be linked
to performance measures and standards.

45 States will maintain or increase the proportion ofstate tax dollars
for schools and colleges while emphasizing funding aimed at
raising quality and productivit

49 The Challenge



INTRODUCTION

During the 1980s SREB states led the nation in implementing new standards and programs to impro e

the qualit of education. But, few states anywhere in America set specific goals for results the expected
from new educational programs.

In October 1988, SREB's Commission for Educational Qualit put forward 12 specific goals for edu-

cation and a number of "indicators of progress- for reaching these goals

Several events are significant:

Legislatures in eight SREB states (Georgia. Kentucky. Mississippi. North Caro)ina, Oklahoma, South

Carolina, Tennessee, and Texas) passed laws either setting goals or calling fly the establishment of

educational goals:

In four other SREB states (Arkansas. Florida, Louisiana, and Virginia) the legislatures passed resolu-

tions relating to educational goals;

President Bush mo with the nation's governors at an "education summit" that focused national
attention on goal-setting for education;

The nation's governors, through their National Governors' Association, and President Bush endorsed

six national education goals for school readiness, school completion, student achievement and
citizenship, achievement in mathematics and science, adult literacy and lifelong learning, and safe.

disciplined, drug-free schools.

Goals proposed by SREB in 1988 and goals adopted in man SREB states can contribute toward the
achiewment of national objectives.

The most common goals set by SREB states include:

assuring tlyti all children are :eady for either first grade or kindergarten;

improving accountability programs in which school performance is evaluated regularly.

III improving student achievement;

reducing the dropout rate or increasing the high school graduation rate:

increasing the number of students ready for college-level work;

attracting, reoining, and compensating good teachers and faculty.*

The jobs projected to be available in the year 2000 will require more persons with more education

and more highly developed skills. In 1990, states already are encountering the real problem of a job

market that requires more education and a work force w ith too many persons who have not fared well
in our educational systems.

If present trends continue

Minorit students will contint. e to have lower In els of academic achin emcnt and higher dropout
rates than their white counterp. rtc hut will comprise increasingly larger portions of the popula-
tion and the workforce.

Only " of 10 ninth-graders w ill complete high school by 1994, about one-third of the ninth-graders

will pursue higher education, about 1 in 5 of them will earn a bachelor's degree and less than 1 in
10 will enter graduate or professional school.

*Spec& information about the goals adopted b) SREB states can be found in SRLB s Educational Goals in SRLB States
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Educating a %% ork force takes time as %%ell as dollars If programs had been implemented to help all

children be readt for first gradc in 1990, the full effects v ould not bc reflected in high scl tool gradtw
tion rates until after the turn of the century.

From the students enrolled in the ninth grade in the fall of 1990

the first trained teachers will complete their first year in the classroom in 1999;

the first sizeable group of students to earn Ph.D.s in science or mathematics are not likelt do so
before 2001,

the first physicians will begin practice in 2006;

the first lawYers will take the bar examination in 2001:

the first students to become principals, superintendents, and school board members are not likelt
to assume these positions before the year 2008.

\N hat do these facts about our entering high school students tell us? They show us that

(1) Ve should take action now and support promising initiatives of the 1980s if e v ish to raise the
educational achievement and attainment le\ els of thc population by the turn oc the centurt .

(2)We must measure progress toward goals mer time because the results of educational imprm e-
ments \Yin not be apparent immediately

(3) lmpro ements in a states elemental) and secondart schools cannot be separated from impro e-
ments in the quality of its colleges and universities

Pursuing educational goals m ithout indicators of progress is like traveling a high a) without
mileposts. We do not kno where e are or hm far we have to go. Those who pay the freight will
become impatient if the trip takes longer than expected and if there is no reporting of hcm much progress

is being made Measuring progress to ard goals requires establishing starting points and assessing hiA
far and how fast we have come.

Each state needs information to measure progress mer time. It is important for a state to measure
progress against its o n past achioementsbut is that emmgh? In an age of increased economic com-
petition among nations, can c afford not to kno-A hm student achin ement in each state compares
to national and international le\ els? Can %%c afford not to kno%% if our state's citizens arc acquiring the

competencies necessary to be competitive nationally and internationally?

What we knowand do not knowabout measures of
educational progress

SREB states have participated in a comprehensive assessment of what is kiumn about mant mea-
sures of educational progress SREB's Goals for Education. challenge 2000 proposed more than 60
indicators of progress. The SREB state assessment shows that for mant of the indicators, information
is not collected or analyzed by states.

The lack of common definitions for "dropout,- ''high school graduate," "at-risk student,- and "school

readiness- is a major obstacle for obtaining reliable comparative information. For ample, "high school

graduates" in one state might include students m ho receive a diploma, a General Educational Develop-
ment (GED) certificate, a certificate of attendance, or those who completed some other "approved-
program, In another state, "high school graduates" may include only those who completed the require-
ments for a diploma, A "dropout" also is defined differently from one State to another, and even among
(listricts in the same state. Man) states do not have the capability to monitor student transfers from

system to system within the state, much less knm about students who transfer to systems outside of
the state, The wide variety of tests used bt states to measure student achievement makes state-bt -state
comparisons impossible



Few states anah ze enrollment and achio ement data at dikrent grades bt race/ethnic it and rani
income let els. Yet. reducing the disparities in educational attainment butt een minorities and their
tt hitc counterparts and heft% een students from families xt ith different income lo els are kos to (A (T-

all educational improt ement in SREB states. States are not likel to meet this goal. or ath go il, if tho

do not have the facts.

Fe states know how mam students in grades 10 and 11 are pursuing college preparatoil general.
or ocatkmal curricula. This is a ke piece of information in know ing ho mam students arc- being
prepared for postsecondar education.

What is being done to improve the educational information base?

The Dropout Statistics Field Test conducted t) the National Center for Education Statistics is
attempting to use a set of definitions agreed to h states to collect comparable information oil
dropouts 'Rventy-seven states are yarticipating. including nine SREB states.

Thin -soen states volunteered to part:cipate in the National Asses.n.ent of Educational Progress
(NAEP) Trial State Assessment of 8th-grade mathematics in 1990. Thirteen SREB states oluatecred

to participate in this nation ide program. tt Inch is similar to SREB's regional pilot project begun
five years ago.

The Science and Math Indicators Project is being conducted h the Council of Chief State School

Officers.

The National Center for Education Statistics, tt it h the cooperation of the states. is pros iding more

comparable and timeh data on school membership. staffing, funding, college enrollments. and
degrees awarded

Mc Council of Chief State School Officers Educal 'on Data ImpnA ement Project has foc used atten-

tion on data needed on the public schools, definitions for comparable data. and how the data should

be reported. Its Task Force on High School Completion Rates has made recommendations that should

result in more comparable high school completion rates.

The National Educational Statistics Agenda Committee of the National Forum on Educational Stans

tics has made a series of recommendations for improt ing data on educational resources. staffing.

student progression, postsecondary activities of students, and student achievement

Colleges and unit ersities hat e begun to do clop programs to assess outcomes of coLgiate educa-
tion. Improt ed monitoring of studen, retention and graduation rates is taking place at the instuu
tional and state levels.

These are promising stepsbut do not look for immediate help from these efforts. For example,
the national Dropout Field kst results arc not like!) to be available until 1991. If the field test is suc-

cessful, a nationwide program could be two or more sears aw :h from ielding results. The earliest
state-b.t -state national assessment results tt ill be A ailable in 1991. but this is onit for 8th-grade mathe-

matics in the 3 participating statesInless the United States Congress changes the law on the trial state
assessments, information on more than two subjects at two grades cannot be at ailablc before 1995
or 1996.

Indicators of progress are not, in themselt es. able to tell tt Ira is tt rong or right, or w It.t they merch

local tt here tt e are and how far w c hat e come. The challenge is to refine and imprm c indicators so
that we can be more precise about our progress and what is contributing to it.

Benthmarks, 1990 presents SREB's 12 goals and suggested indicators and comments about educa-

tional bencnmarks pertaining to these goals.



BY THE YEAR 2000-

All children will be ready for the first grade.

What programs are SREB states offering to pre-

kindergarten children? How is the term "at risk-

defined by states and districts? How is readiness

for school being assessed? What are the results of

making preschool programs available for children

who most need them?

SREB's Reaching the Goal of Readiness for
School identified three major areas for measur-
ing progress: availability of pre-school programs,

quality of programs: and results for children.

Increase the percentage of "at risk" children
served by pre-kindergarten and kinder-
garten programs to 100 percent.

Establish programs that help those children
who are unprepared to begin work in the
first grade in 100 percent of tbe districts.

All SREB states now fund public!) -supported

kindergarten programs. The percentage of children

in the first grade who have attended publicly-
funded kindergarten is .,:stimated to range from
-0 iwrce:nt to 95 percent among SREB states.
Arkansas, Florida, Kentucky. Imisiana. Missis-

sippi, Oklahoma. and South Carolina require
students to attend either public or private kinder-

garten before entering the first grade.

New legislation in Mississippi and Kentucky

provides for "ungraded- primary schools (grades

I-3). Students will progress at their own speed
until they master particular skills. In Kentucky's

new primary school program. students will be
assessed twice each year to determine their
progress.

Definitions of "at risk" children vary, but most

states use socioeconomic status, parental educa-
tional level, a child's health characteristics, or
some combination of these factors to determine

who is "at risk." The percenmges of 3- to 5-year-

old children who are "at risk- range from 10 per-
cent to 40 percent. according to estimates by
SREB states.

Nine SREB states have funded education pro-
grams for pre-kindergarten children (see Table

Most programs focus on "at risk" 4-year-olds.
Recem legislation in Kentucky and Oklahoma re-

quires each school district to offer a half-day
program for "at risk" 4-year-olds. New legislation

in Mississippi requires a comprehensive screen-

ing program for 3- and 4-year-olds and districts
are required to provide parent education pro-
grams. Head Start, a federally funded effort.
serves the largest number of pre-kindergarten
children, but it currently reaches only 15 percent
to 20 percent of "at risk" children

Last year. the state-funded pre-kindergarten

program in Texas served twice as many or more

students than Head Start. State-funded preschool

programs in Florida and South Carolina served as

many or more student.; than Head Start. These
three states have the most ambitious preschool
programs. But, even the federally and state-
funded programs in these states do not yet serve
all "at risk" students (see Figures 1 and 2).

Indicators of the quality of preschool programs

include teacher-to-student ratios, state policies on

class size and curriculum, use of assessments for

determining individual student needs, and the
qualifications of preschool teachers and para-
professionals. Characteristics of effective pro-
grams that have shown long-term benefits for
children include:

low child-to-staff ratios (10:1 recommended).

staff trained in early childhood education and

child development:

curricula that are designed on the basis of the
latest thinking and research in early childhood
education.

In 1989. there were dramatic differences in
the required student/teacher ratios in the SREB
statesfrom 17:1 to 30:1 for kindergarten and
from 8:1 to 22:1 for prekindergarten programs.
All SREB states require certification of teachers in

kindergarten programs and eight states require
certificates to teach pre-kindergarten.



Taro 1
STATE4UNDED

EDUCATIONAL PROORAMS
FOR PRI-ICINDIROARTIN CHILDREN

SUR STATIC 1989

Alaba ma

Arkansas

Florida

Georgia

Kentucky

Louisiana

Maryland

Mississippi

Oklahoma

Prog ram*

Community Education Programs (1987)

Priority for State Board of Education in
1989.90 Governor has proposed model
for identifying "al.risk" 4 year olds.

Pre K Early Intervention Program (1986)

Early Childhood Migrant Program (1981)

Parent and Child Education Program
(PACE) (1986)

Early Childhood Development Projects
(1984)

Extended Elementary Education Program

(1979)

Pre Kindergarten Preparatory Program

(1990)

North Carolina Pre Kindergarten Pdot Program (1989)

Early Childhood Development Centers

(1980)

South Carohna Half day program for 4 year olds (1984)

Tennessee

Texas Pre kindergarten Program (1984)

Virgima

West Virginia Child Development Programs (1987)

Program Description

Developmental activities for 4 year olds
with pamntal training as a part of the
program (limited to five districts)

Funding Method

State appropriationsdistricts apply for
funding.

No Program

Developmentally apuropnate program for 3

and 4 yearlds to provide intervention and
increase education readiness for children.

Full day instructional program for 3 and
4 yearolds 5 days a week during school
year. Program to develop social, physical,

and mental skills; parental involvement.

No Program

All day 3 daystweek developmental program

for 3 and 4 yearolds with parents garning
basic academic and parenting skills.

Developmental program for "at risk" 4 year

old children-90% are full day.

Half day developmental program for 4 year

olds. Cooperative funding (i3, local and
federal Chapter 1 funds) is used to extend
the state.funded programs.

Identifies 3 and 4.yearrolds not ready for
kindergarten and provides readiness skills
services to those children. Parental
involvement.

3 pilot cei.,as for 3 and 4 year olds under
direction of State Board of Education.
Programs are full day, full year.

Developmentally appropriate half daytfull

day program for 4.yearolds 4 daystweek to
provide early identdication of needs. Fifth
day is used for parent nrogram. 36
programs/centers.

Pre kindergarten programs offered in 89 of
the 91 districts; 72 offer half day for
4yearolds. All programs have parent
participeon.

No Program

Half day program for disadvantaged
4.yearrolds

No Program

Programs in 10 counties that include full
day program; hometased parent program,
and half day home, half day centerased
programs,

Grants to districts based on state formula
(may be subcontracted). Some programs
in conjunction with Head Start, Title V,
or Chapter 1 programs.

Formula basis to districts (may be
subcontracted).

Distncts apply for grants (may be
subcontracted)

Awards to districtbased on enrollment
(may not be subcoMracted).

Line dem in state budget Districts apply
for funds State funding for salaries only

Not yet funded

Combination funding. grants to districts
and foundation support.

Competitive grants to schools maximum
$27,000 (may be subcontracted)

Formula funded for salariesdistricts
provide building and overhead; some
districts extended programs (may
subcontract; none do so now).

Funded per child wiM district contribution
in accordance with state law Some
programs in conjunction with Head Start.

Grants to districts, some programs in

conjunction with Head Start.

'Does not nadde statetunded program handcapped cktren

SOURCES State departments cl education. May MO

Marx. F. and Seligson, M FL* Schad Earty Childhood StudySlate Survey Bank Street CoDege e Etincanon. rasa

1 0
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Use readiness assessments for all children
prior to their beginning first grade and
provide appropriate developmental pro-
grams to meet individual needs.

As states track progress toward having all
children read) for the first grade, short-term in-
dicators of progress ma) include the percentage

of students deemed "ready- in different skill areas

as shou n b) results of reac.iness assessments,
retention rates in earl) grades, achievement, and

special education placements.

Different assessment techniques and defini-
tions of "readiness" mean that results are not
comparable from state-to-state, but they can be

used to look at progress within a state. South
Carolina is following throughout the early grades

the progress of children who have attended pre-
kindergarten programs.

Improved readiness should reduce the percent-
age of first-graders who repeat the grade. The
percentage of students retained in the first grade

ranges from 5 1 percent in Kentucky to 14.0 per-

cent in Imisiana. By focusing on readiness for
school, states can move to new schemes that get

away from failing 6-year-ol its, such as the t ype of

ungraded primary yeaN adopted by Kentucky and

Mississippi.

Improved preschool programs should result in

higher achievement for students in elementary

Figur* 1
ENROLLMEMT IN
PRE-KINDERGARTEN
PROGRAMS
SREB STATES, 1988-89

i--6°0

50

4 0

so

20

11 ICI I hill
st:s 4. ez; 't %4 4. `14` ".> (;0 0

MN Head Start rnStatc-fundrd'
'Does not include programs for handicapped pres,hoot aged ctutdren

SOURCtS State departments of education SREB survey March 1990

Project Head Start Statiskal Fact Sheet US D ot of Health ant, Human Services January 1990
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and secondary school, fewer dnpoutsmd even-
tually more students prepared for and attending
college. Studies tha: have followed students who

attended quality pre-kindergarten and kindergar-

ten programs into their early high school yem
have indicated that the effects are positive.

School readiness is not simply a school matter.

It will require coordination of a broad range of
educational, health, and social services at the state

level and in local communities. In South Carolina,

stme coordination is handled through an ague:
in the governor's office. Virginia's General Assem-

bly created and funded an integrated, multi-
agency approach to deliver child care and early
childhood development services. Kentucky s
Educational Reform Act of 1990 calls for :he
development of Youth and Family Resource
CORI'S to coordinate health and social services

at school sites.

Firm% 2
SPINDING ON

PRE-KINDERGARTEN
PROGRAMS FEDERAL

AND STATE, 1989

5110

$100

$90

$80

5-0

s6o

s50

$40

-Federal funds"

1. 0 ,r8 1,4 es.

% %

CSt

=Stale funds'

'Does not include programs for handicapped Preschool aged children

-Head Stet

SOURCES State departments of education SREB sun,ty, March 1990

Project Head Start Statistical Fact Sheet" US Depr-teM of Health nd Human Services January 1390
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BY THE YEAR 2000

Student achievement for elem:mtary and secondary
students ivill be at national levels or higher

1hive states established and publicized stuknt

achievement goals? How are states assessing stu-

dent achievement? Can results from state arsess-

ments be compared to national tuid regional
results and results in otho ,tates? Do states know

if the gaps in achievement of students from differ-

ent backgrounds are bdng closed?

Establish and publicize specific student
achievement goals by schools, districts, and
states.

Rake steadily the permitages of students
meeting academic standards set by schools,
districts, and states at several grades
throughout clementary and secondaq
schooling.

Arkansas. Florida. Georgia, Kentucky. Louisiana.

Maryland. Mississippi, North Carolina, Oklahoma.

South Carolina. Tennessee, Texas, Virginia, and

West Virginia have identified specific student

achievement goals either through legislative
actions or state beard policies. Example, of these

goals include:

9 making ekmentary and secondai) achieve-

nwnt competitive with other developed coun-

tries or raising achkvement to meet or exceed

national averages;

increasing the percentage of students taking

algebra taught by tralitional or applied
methods:

increasing enrollment in and completion of
1.! ,er-level Fcience and/or mathematics
courses;

reducing the achievement gap between disad-

vantaged and other students;

improving promotion rates in grades 9
through 12;

improving high school graduation rates.

SREB states have set higher standa. ds that in-

clude requiring minimum competencies for high

srhool graduation and promotion, "no pass/

no play" policies. and curricula leading to ad-

v:mced or honors diplomas. All SREB states ex-

cept Kentucky, Virginia. and West Virginia now,

or wilt require students to pass a minimum com-

petency test to graduate from high school All
SREB statt-N except Arkansas and Mississippi of.cr

special recognition certificates or diplomas to

students who complete and excd in additional
academic courses.

West Virginia has developed learning outcomes

and criteria of excellence for both its general and

vocational education programs. Beginning with
the graduating class of 1991. Louisiana will require

students to achieve passing scores on exit exami-

nations in English, language arts, writing.
mathematics. science. and social studies.

Increase the percentages of students meet-
ing standards or making gains on national
achievement tests.

SREB states assess student achievement using

state-developed tests and national tests. State-

developed tests generally assess mastery of
specific educational objectives. National tests

generally measure achievement in broad content

areas. Both types of tests are used in some states

Test results are used for various purposes:

instructional planning; evaluating districts,
schools, and students; monitoring curricula; and

assessing over. 'The changes in students' achieve-

ment in the state.

Because tests used to measure student achieve-

ment vary and are compiled differently from state

to state, comparisons are virtually impossible.
Many of the tests have lv 1 administered to what
is A are representative samples of students

natioilaily and provide national benchmarks
against which states can compare their students'

performance. But, different states use different

tests and methods for reporting scores and often

do not administer the tests to students in the same

grade level at the same time during the school

year. These faitors and the phenomenon of stu-

dents in virtually every state being "above the



erage- hale created much skepticism over the

results of these tests.

National tests used in the collegt admissions

process (Scholastic Aptitude Test (SAT] and the

American College Test (ACT]) are administered

under similar conditions in each state. The SAT

and ACT tests, how ever, a re not administered to

all students in a particular grade nor to a represen-

tab\ e sample of students in a state Who takes

11 hich test is influenced by the requirements of

coll Tes and unix er.,ities within the state. and

these requirements are different in Amost even

state At best. the SAT ah. ACT might represent

that portion of high school seni)rS 11 ho are plan-

ning to pursue higher education"t he college-

bound--but o en this statement is not true in
some states.

In the absence of .nparable data that
represent all high school seniors. AT and ACT

results are sometimes used to compare perfor-

mances of "college-bound seniors.- Although

using results in this way is not technically valid.

.he demand for comparative data about student

achievement has taken piecedence o..cr the flaws

The wklespread use of these measures, despite

their limitations, illustrates the ;mportance that

policymakers. the media, and the public attach to

regularly reported. state-level student achieve-

ment results that appear to make state-to-state

omparisons.

Until there are comparable achievement results

for representative samples of students from differ-

ent states. it is likely that both the public and
policymakers will continue to use what they
perceive to be the best available information.

inadequate as it may he.

There is a possible alternative that state leaders

can help make a reality. Since 1969. the National

Assessment of Educational Progress (NAEP) has

regularly reported rational measures of student

achievement based on a nationwide sample of

students in the it h. 8th. and 1 1th grades. No

information on a state's student achievement was

provided

Thirty-seven states have volunteered to partic-

ipate in a pilot program conducted by the National

Asse. ,ment of Educational Progress to collect

state-by-state data in mathematics in 1990 and in

mathematics and reading in 1992. Thirteen SREB

states (Alabama. Arkansas. Florida. Georgia.

Kentuckl. lomsiana, Man land. North Carolina,

Oklahoma. South Carolina Texas, Virginia, and

West Virginia) igned up to participate. (South
Carolina volunteered but did not participate
due to llurricane I1ug0 disruption of the
school year.)

This nationwide trial state assessment is very

similar to the SREB-National Assessment project

that more than half of the SREB states pioneered

in 1985-198-. SREB states proved the feasibilin

and merit of state-by-state National Assessment at

a time when this was being debated across the

nation. Educational and government leaders in

SREB states have a stake in helping the state

National Assessment pilot program succeed and

can have the most direct influence by urging their

states' participation in the 1992 mathematics and

reading assessment .

Narrow by one-half the unacceptably large
gaps in achievement of students from
different racial and ethnic backgrounds.

Reduce at the school, district, and state
level the number of students whose achieve
ment scores fall in the bottom one-fourth on
na!ional measures, and increase the num-
ber of students who score in the higher
categories.

Report student achievement results by
divisions such as quartiles.

Six states (Arkansas. Louisiana, Maryland.

North Carolina, South Carolina. and Virginia)
report statew ide student achievement results by

ethnicity and gender. Arkansas, txorgia. Louisi,

ana Non h Carolina. Sout h Carolina. and Virginia

dort test data by quartiles or a comparable
division.

These states differ in the levels at which tkv

report achievement results. Three states (Arkansas.

North Carolina. and South Carolina) produce

reports that indicate the number of students scor-

ing within quartiles or similar divisions and score

distributions by gender and ethnicity for districts

and individual schools.

It appears that each SREB state has the basic

capability to produce reports as recommended by

SREB. if it chooses to do so.

1
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Increase tbe percentage of high schools
offering Advanced Placement courses.

Increase the "passing" rate (score of 3 or
above) on Advanced Placement examina-
tions to the national average or higher.

The Achanced Placement Program provides a
way for high schools to offer colkge-kvel courses

to talented students. The program represents high

qualit) content and student performance, and
pros ides a national standard for judging
Outcomes.

About -10 percent of the public high schools in

the SREB states offered Advanced Placement
courses during the 1988-89 school year. The
number of public school students taking t he ex-
aminations has more than doubled since 1984,
increasing Iron 'hout 43,000 students to almost
100,000 Much of this increase is due to special

initiatives, including funding incentives to
schools for students ho earn satisfactor) scores

on the Advanced Placement examinations.*

The percentage of public high schools orering

Advanced Placement courses exceeded 50 per-
cent in seven states (Alabama, Florida, Georgia,

' I h kth anted Plat mein Prultr.un in sRt B sutcs, Regional Spotlight Southern ReponAl 1.hunon Buird. Ot.tobtr 1989

Figur* 3
PERCENTAGE OF PUBLIC
SCHOOLS OFFERING
ADVANCED PLACEMENT
COURSES, 1989
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Maryland, North Carolina, South Carolina, and

Virginia) (see Figure 3). In South Carolina, 88 per-

cent of the schools are involved, which show s

what could be achieved in many SREB states.

Students who score 3 cr higher on the 5-point

Advanced Placement grading scale can receive

college credit for the course. Nationally, 61 per-

cent of students achicve this' score. In 1989, the

percentages of public school students scoring 3

or better on the Advanced Placement examina-

tions were higher than the national average of

61 percent in only four SREB states (Alabama,

Maryland, Texas. and Virginia) (see Filtire a

Figure 4
PERCENTAGE OF PUBLIC SCHOOL

STUDENTS SCORING 3-5
ON ADVANCED PLACIMENT

EXAMINATIONS
SRES STATES, 1989

69%

'A score or 3 or better is usually required to receive college credit for an Advanced Placement course

11111 States with percentages abole both the regional merage of 61% and the national al crag, of 65%.

71 States with percentages at or Mune the regional aserage of 61%.

1-1 States with percentages below regional al crage of 61%.

SOURCE The College Board Advanced Placement Exarninatron Statistics, May 1989
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MI!! BY THE YEAR 2000-
The school dropout rate will be reduced by one-half

What do we know about the reasons and rates

that students drop out or graduate from high
school in SREB states? What are SREB states doing

to reduce dropout rAtes and raise graduation rates?

What policies an i structures do states have for

addressing school completion and the dropout
problem?

Establish a system to collect and report
state dropout data by race and gender 'end
by schools and districts according to a
common definition.

Reduce tbe number of chronically absent
Vudents by 25 percent and raise tbe over-
all student attendance rate to 95 percent or
higher.

It is not possible to compare accurately school

dropout rates among states and, in many cases, it
is not possible to compare dropout rates among
school districts. There is neither a common defi-

nition of the term "dropout" nor a uniform
method of collecting information at the state and
national levels.

How is it then that one sees dropout rates
reported and compared among states? The
answer is that a "graduation rate" is calculated for

each state by first dividing the number of high
school graduates by the number of ninth-graders

four years earlier. The "dropout" rate is deter-
mined by subtracting the graduation rate from

100 percent. This rate usually is adjusted by the

United States Department of Education for
"migration." But calculating the dropout rate in

this way presents problems because it may int
adequately account for students who take more

than four years to complete high school or those

who complete alternative secondary programs.
Unfortunately, students also drop out of school
before grade 9 and these students are not included

in this count. The migration adjustment is an
estimate. States with different policies about earn-

ing a high school equivalency certificate may have

significantly different "graduation rates."

Nine SREB states (Alabama, Arkansas, Florida,

Georgia, Louisiana, Maryland, Mississippi, North

12

Carolina, and Oklahoma) are participating in the

National Center for Education Statistics National

Field Test to develop a common definition of
"dropout" and a uniform method of collecting
information on dropouts in grades 7-12. If the
field test is successful, comparable state-by-state

data will be available for,the entire nation. States

should be, and are, developing systems to track
dropouts using the common definition in their
local schools and districts.

A good state-level student information system

is crucial. Information on dropouts by race/
ethnicity, gender, and grade-level is impo...tnt for

targeting and designing dropout prevention pro-
grams. All SREB statesexcept Kentucky, which
has a program that is contingent on funding
have indicated that they are or will be able to pro-

vide information on dropouts by ethnicity and
gender, Currently nine SREB statesAlabama,
Arkansas, Florida, North Carolina, Oklahoma,
South Carolina, Texas, Virginia, and West Vir-
giniareport that they have information on
dropouts in their states by race/ethnicity, gender,

and grade level. Georgia and Kentucky have that

information only by gender and grade level. Four

states indicate that they plan to collect that infor-

mation in the future: Louisiana and Maryland by

1990-91, Mississippi by 1993-94, and Tennessee
by 1994-95.

Risk factors associated with dropping out
include attendance problems; low grade-point
ayeraws or failure in English, mathematics, or
science, and discipline problems. The U.S.
Department of Education has found that among
these, "a powerful predictor of whether a student

would eventually drop out is the attendance
record during the first four months of the tenth
grade." Yet, only Kentucky and Virginia report

that they collect information at the state level on
individual student absenteeism. Louisiana and
West Virginia indicate that they plan to collect
such information in the future. Only Louisiana

and Maryland have indicated that they have a state

definition of "chronically or excessively absent."



Develop statewide and local plans for
reducing dropoutsplans that spell out
what schools and governmental agencies
will do and that provide incentives for
making substantial progress.

Provide funding to develop programs that
identify and help at-risk students, be-
ginning in early grades and continuing
through high school completion.

The nature and extent of state assistance pro-

vided to schools and districts as they develop

dropout prevention programs rules greatly from

state to state. At least eight state, publish and dis-

seminate information on state dropout prevention

efforts. Most of the guides describe the charac-

teristics of dropouts 1 the particular state. Some

guides describe interventions to target those

characteristics. Guides in Alnama and West Vir-

ginia provide the number of dropouts by gender,

race, attendance patterns; when they dropped

out; achievement scores; grade average; number

of grades repeated; and socioeconomic status.

South Carolina and Florida both publish guides

describing the required components and proce-

dures of a dropout reduction plan. Kentucky's

guide explains how schools can submit proposals

for state dropout prevention funds and suggests

ways in which parents and businesses can help

students to complete school. Georgia's guide

describes successful dropout programs, listing

each progam's contact person, target group,

strategies, and evaluation methods. Florida and

South Carolina have state centers for disseminat-

ing information on dropout prevention.

Florida, Kentucky, North Caroling, and West

Virginia have evaluated their state-level dropout

prevention programs. Louisiana, Maryland, South

Carolina, Texas, and Virginia have developed

plans for evaluating current state programs for the

first time. South Carolina is conducting an evalu-

ation to determine successful interventions to

recommend for implementation. The Texas evalu-

ation process will evaluate model programs being

considered for replication in the state.

North Carolina identified several characteris-

tic ; of schools with low dropout rates. Among

these are:

having administrators who placed a high pri-

ority on dropout prevention;

setting goals and evaluating and reporting on

progress toward those goals.

Eight statesFlorida, Louisiana, Kentucky,
North Carolina, Oklahoma, South Carolina,
Texas, and Virginia distribute dropout prevention

funds on a competitive basis. Florida, Louisiana,

North Carolina, Tennessee, and Virginia use for-

mulas, as well as the competitive process, for

allocating dropout prevention funds to school
districts.

With limited funds, some states find that target-

ing schools or systems with the most severe
dropout problems is an essential element in a plan

to reduce the dropout rate. Kentucky, South Caro-

lina, Tennessee, and Virginia follow this strategy,

Georgia and Louisiana are planning this also.

To participate in Maryland's dropout preven-

tion plan, schools must develop local plans that

meet state criteria for funding and implementa-

tion. In Mi sissippi and North Carolina one of tl'e

criteria for school accreditation requires that the

school reduce its dropout tate. Alabama and Ken-

tucky will have a similar standard in their new
performance-based accreditation systems.

To encourage school attendance, some states

have raised the compulsory school attendance

age, generally to age 18. Nine SREB states have

passed laws denying driver's licenses to students

who are not in school.

In addition to having good information about

dropouts, potential dropouts, and appropriating

sufficient funds for dropout prevention initia-
tives, two elements are critical to a state's efforts

to reduce its dropout ratea goal and a plan for

reaching that goal. All SREB states have developed

goals for reducing the school dropout rate or in-

creasing the percentage of students who graduate

(see Table 2).

If schools could solve the dropout problems

alone, many would have done so already. In
addition to school-based efforts, most SREB states

administer a variety of programs for "at-risk"
populations through governors' offices, labor
departments, employment commissions, trans-

portation or highway departments, departments

of human resources or services, the judicial sys-

1 5
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TabI. 2
SREB STATE GOALS FOR REDUCING,
THE NIGH SCHOOL DROPOUT RATE
AND DEVELOPMENT OF STATE
PLANS OF ACTIONS

Alabama

Arkansas

Florida

Georgia

Kentaky

Louisiana

Maryland

Mississippi

North Carolina

Oklahoma

South Carolina

nnessee

Texas

Virginia

West Virria

Goal

To reduce the number of dropouts to 2,000 by the year 2000

To reduce the dropout rate by one half by the year 2000

To reduce the dropout rate to 40'0 or less by 1995

To reduce the dropout rate by one half.

To reduce the dropout rate by one half by the year 2000.

Expressed in terms of high school completion By the year 2000, 80% or more of Louisiana high
school students will graduate with a regular high school diploma.

To increase the number of students graduating from high school. (No quantifiable target has been set )

To reduce the school dropout rate by one half ty the year 2001

To reduce by one half, from 1985 to 1993, the dropout rate in every school district

Al least 90 percent of students entering first grade each year will ultimately graduate from high school.

To reduce the dropout rate by one half by the year 2000

Expressed in terms of high school aompletion By the year 2000, the statewide graduation rate
shall be at least 80 percent

To reduce dropout rate to five percent by 199798

No school division shall have a dropout rate higher than the present statewide average ad the

present average will be reduced by one.half by the year 2000

Expressed in terms of high school completion. By the year 1990, the percentage of students who
graduate will increase to 90 percent.

Has State Plan of
Action Been Developed?

Yes

Being developed

lts

Being Developed

Yes

Being developed

No

Yes

Yes

No

Yes

Yes

Yes

Yes

No

SOURCES State depairnents 01 educaLon SREB survey March 1990 Gale F Gaines (ducat/ono! Goats tn SREB Statcs SREB 1990

tem, finance departments, or health departments.

Efforts to coordinate these activitks with school

dropout prevention programs are too often
lacking.

Increase tbe percentaga of students who
complete high school programs especially
the percentage receiving high school diplo-
mas (for example, 85 percent or more of the
entering ninth-graders).

All SREB states need to know graduation rates

for their high school students. Several SREB states

have set goals for these rates. For example, Okla-

homa has set a goal of 90 percent of its first-
graders graduating from high school. Louisiana
has set a goal of 80 percent ol. its students getting

a regular high school diploma. The national goal

endorsed by the proident and the governors is
that 90 percent of students will graduate from

14

high school. The U.S. Department of Education's

"VTall Chart" publishes graduation rates in the

percentage of students in grade 9 who receive a
regular high school diploma four years later (see

Table 3). Efforts of the National Center of Educa-

tion Statistics and the Council of Chief State
School Officers are aimed at making state gradu-

ation rates more comparable than they are now.

Students who receive regular diplomas will be
reported apart from students who obtain creden-
tials through high school equivalency programs,

or the GED, or receive certificates of attendance.

These steps will lead to greater comparability and

help end confusion abom graduation rates.

In two-thirds of SREB states a smaller percent-

age of ninth- grade high school students receive

a regular diploma in four years than the national

average (71 percent) according to the U.S. Depart-

ment of Education. SREB states need to know
how many students by race/ethnicity and gender

1 0



complete a regular high school program, how
many complete a 6ED, and how many receive
some other recognition of high school comple-
tion. Definitions and data collection procedures

need to be comparable from state to state As
better student information systems are im-
pkmented, states will know more about student

ptogress through the education pipeline.

T.W. 3
HIGH SCHOOL GRADUATION

RATES FOR SUB STATIS
1982, 1987, AND 1988'

Availability of State

Information on 1988-89
Graduates by:

States 1982 1987 1988 Race Gender

Alabama 63 4% 70.2% 74.9% yes yes

Arkansas 73.4 77.5 77.2 yes yes

Florida2 60.2 58.6 58.0 yes yes

Georgia 65.0 62.5 61 0 no no

Kentucky 65.9 67 4 69.0 no no

Louisiana 52.9 60.1 61.4 yes yes

Maryland 74.8 74.5 74.1 no yes
Mississippi 61 3 64.8 66.9 no yes

North Carolina 67 1 67.8 66.7 yes yes

Oklahoma 70.8 72 6 71.7 no no

South Carolina 63 8 66.9 64.6 no no

Tennessee 67 8 67.8 69 3 yes yes

Texas 63.6 65.1 65.3 yes yes
Virginia 73.8 74.0 71,6 yes yes

West Virginia 66.3 76.2 77.3 no yes

Graduation rates are tor publi, schools only The Austed .ates are calculated by dividing the number ot public high school graduates by the publ,c ninth glade

emollment foul years lather Ninth grade enrollments include a prorated pothon or the secondary school students isho are unclassified by grade G,aduation
rates are also corrected for interstate population migration

U S Department ot Education notes that Florida uses different inlonnaton tor determining the graduation late than that used IN other states in the rates reported hese

SOURCES State departments ot education. SREB SUNey, Match 1990 US Department ot Education. Stale Educaton Performance Chid, 1982 1988 and 1982 1989
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MEM BY THE YEAR 2000-

90percent of adults will have a high school diploma
or equivalency.

About 80 percent of working-age adults in
SREB states have a high school diploma or
equivalency-more than six million do not. For
blacks and Hispanics in this age group the figures

arc lower-about 70 percent and 57 percent,
respectively Obviously, over time, if school
dropout numbers are reduced, a growing percen-

tage of young adults will have a high school edu-

cation. However, without efforts to enroll more
of th,: six million adults without a high school
diploma in programs to increase their skills and

knowledge, the South's labor force in the year
2000 will fall short.

Tabk 4
GENERAL EDUCATION DEVELOPMENT (GED)
CREDENTIALS ISSUED
MIER STATES, 1985-1989

1985 1989

Percent

Change

1985-1989

United States 427,075 350.523 - 17 9%
SREB States 172,172 155,624 -9 6

Alabama 7.154 6,907 3 5

Arkansas 6,646 6,341 -4 6
Florida* 24,188 25,279 4 5

Georgia* 12,500 12,686 1 5

Kentucky 9,537 10,463 9.7

Louisiana 10,177 6,601 -35 1

Maryland 6,758 54 12 19.9
Mississippi 7,051 5,466 -22 5
North Carolina 13,566 13,552 - 0 1

Oklahoma 6,251 4,485 -28.3
South Carolina 4,859 4,702 -3.2
Tennessee* 9,374 9,093 -3 0

Texas 39,479 33,187 15 9
Virginia 9,328 8,446 -9 5
West Virginia 5,304 3,004 -43.4

'Slate totals may be ncomplete because high schools alsu issue ciedenhals b .sed on General Education
Development (GEL) test results

SOURCE American Council on Education The 1989 G(O Statistical Report May 1990
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Increase tbe percent of adults enrolling in
and completing tbe General Educational
Development Program (GED).

Use assessment results with young adults to
determine tbe skills and knowledge being
gained (or not gained).

Increase dramatically the number of em-
ployees participating in business-spon-
sored "learn and earn" programs.

If all the GED high school equivalency creden-

tials currently earned each year in SREB states had

been issued to persons in the pool of more than
s;x million working-age adults without a high
sthool diploma, only 2.5 percent would have
earned high school equivalency certificates. But

two-thirds of all GEDs are earned by young
persons under 25 years of age. The disturbing fact

is that less than 1 of 100 working-age adults who

drop out of high school earn a high school
equivalency after they are 25 years old. In 1989,
almost 10 percent fewer GED credentials were
issued in SREB states than in 1985 (see Table 4)

One-third of the more than 155,000 credentials
were issued to persons under 20 years of age (see
lable 5).

All SREB states are required to provide state and

local funds to match federal funds provided
through tit,: Adult Education Act for offering pro-

grams in literacy training and education for adults.

SREB states have taken various approaches to
providing adult basic education instruction with
these funds. All have programs designed to moti-

vate adults to return to school to complete an
alternative program or to earn a GED. Tennessee

not only provides adult basic education and GED

preparation, but also has several adult high
schools offering regular high school diplomas.
Arkansas and Kentucky also arC developing alter-

native school programs for adults.

Tests used to assess adult literacy vary. The Test

of Adult Basic Education and the Adult Basic
Learning Examination are most frequently used.

0



T.I. S
GENERAL EDUCATION DEVELOPMENT (GED)

CREDINTIALS ISSUED, ST AGE
SUB STATIS, 1989

17 and

Under 18-19

Age Groups, by Percent

20-24 25-29 30-39

40 and

Over

United Stales* 7.8% 27.5% 23 7% 13 4% 15 1% 10.8%

SREB States 8.6 27 1 22.1 12 3 18.6 12 3

Alabama 6 1 37.6 20.3 11.4 14.7 9.9

Arkansas 10.8 22.4 18 5 13 6 19 2 15.4

Florida 5 7 29.2 27 3 11 4 13,5 12 8

Georgia 8.8 33.9 21.9 10 6 15 0 9 8

Kentucky 1 1 15 2 30.2 13.6 22.7 17 3

Louisiana Not Reported

Maryland 14.5 24 0 26.0 12 3 14 8 8 3

Mississippi 15 2 28 6 18.2 10.2 16.7 10.8

North Carolina 5.4 24.4 25.3 11.9 18.2 14 7

Oklahoma 1 8 23.3 22.8 15 7 21 6 13.6

South Carolina 17 5 25.7 17.6 11.2 16.9 11.2

Tennessee 1 9 31.9 19 8 13 4 18.7 14 2

Texas 12.0 27.2 21 0 12.8 17.4 9.6

Virginia 9.0 30.7 22.3 12.0 16.5 9.5

West Virginia 9.5 25.9 18 3 11.7 19.4 15.0

'onited Slates includes aU U S territories

May not total 100% due to roundmo

SOURCE knencan Coun.d on Education, The 1989 GED Statisfrail Repon, May 1990

Louisiana uses the California Achievement Test to

measure progress of adult students and evaluate

local programs. Only three states (Virginia, Loui-

siana, and North Carolina) reported having
statewide results from such assessments. In the
other states, student assessment results are main-

tained at the local centers or agencies where pro-

grams are offered.

Business and education partnerships aimed
toward workplace literacy efforts and incentives

to employees to complete or further their educa-

tion are necessary to ensure that the work force

of tomorrow, is better prepared. Eight SREB states

(Alabama, Kentucky, Louisiana, Mississippi, South

Carolina, Tennessee, Virginia, and V'est Virginia)

are developing workplace literacy programs.
These states provide technical and financial
assistance, public awareness activities, and incen-

tives to employees who complete GED creden-
tials. Workplace literacy programs are good
investments. Businesses and industries, states, and

the nation benefit from employees with improved

ability to produce quality goods and services.
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=NMI BY THE YEAR 2000

4 of every 5 students entering college will be ready to
begin college-level work.

ilme state requiremivs for college-10 el stud
in publit colleges and universities and college
prcparator) curricula in hit schools been de-
fine& What percentage of high school graduates

Attend institutions of higher education? What per-

centage of students entering college are being
placed in remedial courses? Do colleges and

crsities provide feedback to high schools on
the success rates oit heir recent graduates? Are the

gaps between college-going rates for blacks.
llispaMcs, other minorities, and their white min-
terparts being narrow ed?

SREB's Reaching the Goal of Readiness for Cot

kge posed these and other questions about
getting students read for tollege More than one
in three first-time freshmen in puNk colleges in
the SUB states are placed in one or more reme-

dial courses (see Table 6). How large is this
problem? Consider that the total number of fresh-

men taking remedial courses in SREB states is
roughl equivalent to all of the college freshmen
enrolled in Alabama. Georgia, Kentuck;, 'Fumes-

see, and North Carolina

Table 6
AVERAGE PERCENT OF ENTERING FRESHMEN
NEEDING REMEDIAL COURSES IN
READING, WRITING, OR MATHEMATICS
PUBLIC INSTITUTIONS, SRO STATES, 1988-89

2-Year lnst.itutions

Reading Writing Math

4-Year Institutions

Reading Writing Math Reading

Total

Writing Math

SREB Slates 32% 34% 47% 23% 240/0 34% 29% 30% 420/0

Alabama 32 35 45 23 20 45 30 30 41

Arkansas 43 40 65 39 38 52 41 39 59
Florida* 24 25 47 24 25 47

Georgia 32 53 52 21 25 31 24 34 38
Kentucky 22 28 47 20 27 37 21 27 43
Louisiana 24 30 55 20 25 46 21 27 48

Maryland 23 39 46 23 23 26 22 31 36
Mississippi 32 20 38 17 21 26 22 21 30
North Carolina 35 39 44 28 21 24 34 35 38

Oklahoma 40 34 52 27 12 20 37 27 42
South Carolina 23 24 31 31 18 34 24 22 32
Tennessee 47 41 67 17 17 24 34 31 49

Texas 36 34 51 28 26 38 35 32 48
Virginia 29 30 37 27 25 33 28 29 3`;
West Virginia 41 52 69 23 29 47 26 33 50

londa la4 prohs siear institutions Porn ollenno remectial

NOTE These data should be interpreted Mrs caution because die uPbi f od4i11,), itn,t the dis tkai nissioils latent e pers volatiles ul student, in fellleatal des'elopmental programs
SOURCE SREB survey of remedial education at institutions ol higher education 198,9
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Establish standards that include a core of
required academic high school courses for
admission into four-year colleges and
universities.

Most SREB states now require students to meet

miaimum course requirements ior admbsion to

public four-year colkges and universities. In those

states where statewide policies have not been

enacted, most four-sear institutions have estab-

lished minimum high school COUNe requirements

for admissions. and efforts are made by higher

education coordinating boards to encourage !Ugh

..cnool students to enroll in and complete a "col-

lege preparatory cu rricu I um .

For the most part. policies on minimum high

school courses required for college include 4
Years of English. 3 ears of social studies. 3 years

of mathematicsi years of science. and 2 years of

foreign language.

Completing "college preparatory- courses
alone will not assure readiness for college. Unless

the courses taken develop high order competen-

cies in reading. writing, speaking. mathenutical

and scientific reasoning, and good study skills.

too many students entering college will continue

to be unprepared for college-level courses. A

Georgia study showed that, even among the state's

high school graduates who earned "college
preparatory- diplomas, about one in five students

entering the University System were required tt)

take at least one iemedial course.

In Alabama. Georgia, Tennessee, Mississippi.

and South Carolina, cooperative projects between

schools and col kges and the Colkge Board are

undersras. These projects seek to improve college

preparators curricula bs implementing recom-

mendations contained in The College Board's

Academic Preparation fin. College. A key charac-

teristic of these projects is bringing together
school and college faculties to improve methods

for teaching the academic skills necessary for suc-

cess in high school, college. and the workplace.

Little statewide data is available on the mix of

courses high t:chool students actually take. While

individual schools may monitor the number of

students in college preparatory, general. or voca-

tional curricula, this information often is not
analyzed at the state level. Few states can report

the number or percentage of students by curric-

ula. Data on course enrollments are gatherad in

most states. but the information general!) is not

gatLred by grade level or ethnicity or gender
within grade level. Without such information, it

will be difficult for states to determine if more stu-

dents are taking the necessars courses in the earls

high school scats io prepare for the more rigorous

college pparatory courses

Increase the percentage ofstudents taking
Algebra I by grade 10 and increase the
percentage of high school students enrolled
in academic or college preparatory
curriculum.

Increasing the percentage of students taking

Algebra I by grade 10 illustrates an indicator
which is based on courses that students c.imose

to take. Algebra I is a "gatekeeper- course. Stu-

dents who do not complete the course by grade

lo are less likely to complete higher level
mathematics courses in high school, are less likely

to fully develop the mathentnical reasoning skills

accessary for college: and are less likely to enroll

in college. Yet. none of the SREB states could

answer the question, "What percentage of stu-

dents complete Algebra I by the end of the tenth

grade?"

A Council of Chief State School Officer's' studs,

in which 29 statn participated, provides state-bs -

state comparisons on the percentage of high

school stuknts enrolled in some type of mathe-

matics (ours" (from general math to calculus)

The median percentage enrolled in any type of

mathematics course in a given year was 82 per-

cent. Put another way. almost 20 percent of high

school students arc probably not enrolled in any

mathematics courses this year even fewer than

80 percent are taking Algebra I or higher level

math couiscs. In the 10 SREB states participating

in this study, about three in five high school stu-

dents were taking Algebra I or higher level
mathematics courses (see Figure 5).

The National Assessment o f Educational
Progress has reported that the highest mathemat-

ics course that most high school students have

taken is Algebra II. Black and Hispanic students

are more than one-third less likely to have taken

Algebra II than white students.
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Figw. 5
InTtOINT OF STUDENTS
ENROLLED IN FORMAI.
MATNEMATIO IN 1988-8;
SILECTIDt SUB STATES
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52%

15C,,

58%
60%
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tso.

mal Math nctuees Atgebra 1 and It Geometry Trigonometry Catcutus and khan ti Placement
tf SREB states (Panda Georgia Maryland Tennessee Ind West Virginia) did not report maihernatics cowse enrollments tor 1988 89

SOURCE State ov State Inchcators ot Scence and Matnemaks Education Pre; ,ryna4 Report Council ot Chief State Scllool OttFce:5 State E ton kssessrnent
Certe, &toner 1989 .5,asninglon DC

Establish appropriate standards for begin-
ning college-level study and require suc-
cessful completion of non-credit remedial
education courses for students not meeting
degree credit standards.

Approaches taken in SREB states for assessment

and placement of students entering college
include:

Statewide in;tiatives that require public insti-

tutions of higher education to use uniform
measures to assess basic skills of entering stu-

dents anu that establish minimum "passing"
scores. (Arkansas, Florida, Georgia, lennessee,

and Texas)

Identification of academic skills that all SW-

20

dents at public institutions must have to begin

college-level study but individual institutions
determine what assessment instruments will
be used and the criteria for placement into
remedial courses. (Virginia)

Individual institutions establish local policies
to place students into remedial or college-level

courses. (Alabama. Kentucky, Louisiana.
Maryland, Mississippi, North Carolina, Okla-

homa. South Carolina, and West Virginia)

Almost every public four-year institution offer

remedial/developmental programs for students
identified as not ready for college-level work.
Credit for such comes usually is not applicable
toward the minimum number of credits required
for a degree. The most frequently offered reme-
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dial courses are in reading. writing, and
mathematics.

Most states specify that institutions establish
exit criteria for remedial/developmental pro-
grams. In Florida, for example. students in
remedial/developmental programs must meet one

of three ait requirementssuccessfully complet-
ing tilt.- course(s) in which the pre-college com-

petencies are taught; passing criterion-referenced

tests of the competencies; or meeting a cut-off
score on an approved norm-referenced test. Stu-

dents enrolled in remedial/developmental coutses

at Tennessee's public institutions must demon-
strate their skills through a combination of course

grades and scores on Tennessee's Acadmic
Awssment Placement Program test.

Some state3 believe that a degree of "quality
control" is maintained by requiring a "rising
junior" examination to enroll in upper-division
courses (Florida. Georgia. and Texas). New legis-

lation in Mississippi calls for development and
implementation of a "rising junior" test.

Tablo 7
COLLEEN-READINESS

REPORTING PROGRAMS
SUB STATES, 1989

Established

by

Institutions

Involved

Type of

Reporting

Arkansas Board Policy All Public Placement

Colleges/Universities

Florida Legislative All Public Placement and

Mandate Colleges/Universities Performance

Georgia System All Public Placement and

Procedure Colleges/Universities Performance

Kentucky* Board Policy All Public Placement and

Co lieges/Universities Performance

Louisiana Legislative All Public Placement and

Mandate Colleges/Universities Performance

Maryland System

Procedure

State Universities

and Colleges

Performance

North Carolina University University of Placement and

Initiative North Carolina System Performance

South Carolina Legislative All Colleges/ Performance

Mandate Universities

Tennessee

Board of Board University/Community Placement

Regents Policy College System

University System University of Placement and

of Tennessee Procedure Tennessee System Performance

Texas Legislative All Pubhc Placement and

Mandate Colleges/Universities Performance

Virginia* Secretary of All Public

Education Colleges/Universities

'Una( Owe Moment

SOURCES "Repottmg to High Schools on Students Readiness Mr College An Idea Worth Developing" Regional Spo legN, SREB. June 1988

State departments of education, SRE8 sun", March MO

9 6 21



Colleges aod universities can assist in improv-

ing the preparation for college I) pros iding better

information to high schools on their student's
performance and success in college. Colleges and

universities in II SREB states provide such annual

reports to high schools (see bble ").

'knnessee s and IA Iiisiana's annual report on
first-, Ile entering freshmen arc good illustrations

of "feedback- from colleges to schools. The
Louisiana report. for example, reeals how man

of each i'igh school's graduates enrolled in Louisi-

ana's NAL colleges and universities, how many

were required to take remedial/developmental
COMO. and the number and percent of these stu-

dents who completed the first term in good
academic standing. The same information is
provided on students who went directly into the

22

regular wllege curriculum. A state summary
show s t) scores on admission tests the SWUM

rates of students required to take remedial courses

and those who w ent directl into the regular
college curriculum.

In many states, little or no information is avail-

able on the status or progress of students from
different ethnic groups, course-taking patterns of

mudents by grade level, and percentages of high

school students enrolled in or completing college

preparatory curricula.

States need to provide more and better infor-
mation by gender. minority group membership.
grade level, and high school courses completed

to evaluate the effectiveness of Worts io reduce
disparities.



NM= BY THE YEAR 2000
Significant gains will be achiened in the mathematics,
sciences, and communications competencies of voca-
tional education students,

A dramatic upgrading of the educational
requirements for jobs is undem ay Major im-
pros cments in basic competenues in communi-
cation. computation. and pplied sciences are
fundamental to prepare high school graduates for

immediate emplos ment or for further learning.

he academic skills of students completing the
general and s ocational curricula. ss ho currenth

represent 50 percent or more of the high sch

graduates. must be improved.

Raise the basic reading, mathematics and
science competencies of students who com-
plete secondary vocational education pro-
grams to national averages or higher as
measured kv programs such as tbe National
Assessment of Educational Progress (for
example, increase the percentage of stu-
dents reading at the Adept nr higher level
on the National Assessmn: r demonstrnt-
ing tbe mathematics skills. 9 solve moder-
atel)' complex procedures).

Establish more precise, demanding, and
measurable basic competency, placement,
and technical objectives for vocational
students.

leasuring states progress on improving aca-
demic achievement of vocational students is
diffic ult because there is no common definition

of what is required to complete a high school
vocational program For example. four states
Arkansas. Maryhnd. Missi:sippi. and kxashave
no guidelines for determining who is a vocational

'completer': the decision is made at the indi-
vidual district level Elv en states classify students

according to the totai number of vocational
course credits completed: however, the number
of credits required ranges from one to eight.

Onls four statesflorida. Georgia. Inuisiana.
and Oklahomacurrentis collect information at
the state les el on vocational courses taken. Three

statesNorth Carolina. South Carolina. and
Tennesseeplan to collect such information.

In all but one SREB state. a student can bc a
N ocational "completer- and still take onls general

mathematics courses. in eight states, a student can

be a "vocational graduatC s ithout taking a single

laborators ,,cience course Onls Louisiana requires

all students to complete a mathematics course at

the Algebra 1 level or above. The current level of

mathematics and science courses required of
ocational students is inadequate to prepare them

for employment or continuing education in the
workplace or at postsecondary educational insti-

tutions. This was verified in an SREI3 surves of

over 1.-00 vocational graduates from 33 school
districts in 13 states. Only one year after high
schr. one in four of these graduates al reads ex-

pressed need for more emphasis on mathematics

in high school programs of study. Four in ten
reported a need for more science.

SREB states report they have established
minimum statewide technical competencies for
vocational completers: no state reported having
established similar standards for the basic aca-
demic competencies ueded by vocational com-

pleters for continued learning in either a work or

educational setting. Four statesAlabama. North

Carolina. South Carolina. and West Virginia
have developed banks of test items that local
teachers can use to mess student performance on

technical competencies. South Carolina ad-
ministers on a voluntary basis a statewide
competency-based testing program to graduates

from 18 different vocational fields (see Table 8).

States have little information on the basic com-

petency achievement of students who take a
significant block of their high school coursework

in a single vocational concentration. A 198- SREB

assessment of mathematics involved representa-

tive samples of students in eight SREI3 states
taking the National AssessIlleir mathematics test

Students were asked to identify whether their
high school program of study was primarily col-

lege prc, ratory general. or vocational. Students

describing themselves as primarils in a vocational

program did less well than college preparatory
students, but had mathematics scores that were
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Tab lo II
DEFINITIONS OF NIGH
SCHOOL VOCATIONAL
"COMPLETIRS"

Established

Statewide

Number Minimum Assessment of
Vocational Techn;oal Minimum Technical
Credits Competencies Competency

Alabama 2 to 6 in Varies by State Item Bank

a major program Locally administered

and scored

Arkansas Locally

determined

Varies by

program

Locally determined

Florida 1 to 8 in

a major

Vanes oy

program

Locally determined

Georgia' 4 with 3

in a major
Varies by

program

Locally determined

Kentucky 4 in a major Varies by

program

Locally determinea

Louisiana 2 to 6 in

a major

No _

Maryland Locally No -
Determined

Mississippi Locally

Determined

Varies by

program

Locally determined

North Carolina 2 to 4 in Varies by State Item Bank

a major program Local., administered

and scored

Oklahoma 3 to 6 Varies by Statemanaged and
in a major program scored competency test

South Clrolina2 2 to 6 in Varies by Statemanaged and
a major program scored competency test

Tennessee 4 in a

major

No -

Texas Localiy No _
Determined

Virginia 2 to 8 in

a major

No _

West Virgi ., 3 to 4 in

a major

Varies by

program

State Item Bank

Locally administered

and scored

'Georgia college preparatory graduates can be designated a vocational "completer" with four vocational credits The slate encourages local systems to require
these in a planned vocational concentration George is developing tests to assess technical and academe competencies at vocational "completers

2Sout1 Carobna has developed competency tests in 18 vocational programslcourses and m 1989 tested 10,698 students from 81 of 104 school thstnets
3West Virgule requires four credits in a map for a Iwo year program and three credits m a one year program West Virginia m 1989 admmatered an occupational
competeocy test and academic achievement test to a sample of vocational graduates lor the purpose of setting possible muumum scores for future graduates

SOURCE Slate departments of education. SREB survey. March 1990
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not greatly different from students who said they

were in the genera', program. in six states
Arkansas, Florida, North Carolina, South Caro-

lina, Virginia, and West Virginiathe vocational

students were above the average for all vocational

students in the nation. But, "self-reports" tend to

be unreliable and only eight SREB states partici-

pated in this mudy.

Another piece of information comes from
National Assessment tests administered at the 33

pilot sites of the SREB-State Vocational Educatie-!

Consortium. All SREB states, except Texas. are
participating in the Consortium that is attempt-
ing to improve the achievement in reading.
mathematics, and science of students enrolled in

vocational education programs. Students who
had taken four or more courses in a single voca-

tional major (based on an analysis of transcripts).

when compared to national self-reported voca-
tional students, scored significantly higher
mathematics and reading achievement and the

same in science (see Table 9). When compared to

the national average of all high school students.
Consortium pilot-site students were significantly

lower in mathematics. reading, and science.

Students at the pilot-sites cannot be considered

representative of students of their state or the
region. However, comparing the performance of

completem at these sites with national norms will

show what could bc achieved by vocational stu-

dents elsewhere.

The SREB-State Vocational Education Consor-

tium encourages each state to define vocational
"completers" as students who complete at least
four credits in an approved vocational major and

also take three mathematics and three science
courses, of which at least two in each category
are equivalent to college preparatory courses or
courses covering similar content through an
applied process.

Tablo 9
NATIONAL ASSESSMENT OF EDUCATIONAL PROGRESS

READING, MATHEMATICS, AND SCIENCE SCORES
BY TYPE OF NIGN SCHOOL CURRICULUM

Reading

NAEP Score Average

Mathematics Science

SREB/Vocational, 534 292.9 266 7

NationallVocational2 504 282 3 266 7

NationallGeneral2 53 7 288 0 27C 6

National/College Preparatory2 591 317.7 308 1

NationallAverage3 54 9 300 7 287.1

'Df4neci ty transco0 analySis as students completing lour a more courses in a vocational map area Student at 33 pilot sites only nol d TWA representatrve sample

2National representatne sample Curriculum program defined ty student sell report

3flationalty representatiye sampe Average based on all students all curriculum programs

SOURCES Natrona! Assessment Project, 1987

SREB State Vocabonal Education Consortium
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25



Establish targets for the percentage of stu-
dents who complete vocational programs
and are successfully placed in relatedjobs
the military, or pursue further education
(for example, a state target of 80 percent or
more may be a desirable goal).

Increase to the national average (now 50
percent) the percentage of students who
complete three or more units of vocation-
al education programs and continue their
education within one year after high school
graduation.

As a basis for judging the effectiveness and con-

tinuation of local vocational programs, seven
SREB statesAlabama, Arkansas, Florida, Georgia,

Kentucky, South Carolina, and West Virginia
have established targets for the numbers of voca-

tional students getting jobs related to their
education The specific placement goal!., and thc

basis for determining a successful placeinent, van

among the states. For example, in Alabama.
Arkansas, and Florida, the goal is () percent suc-

cessful pbeement, based on the number of gradu-

ates placed in related employment, the military,

or in further education. Kentucky has a 90 per-
cent placement goal, based on the number of
available vocational graduates placed in employ-

ment. South Carolina requires that 50 percent of

the available graduates must be placed in the area

tor which training was provided during the prior

three years. Programs not meeting this require-
ment may be discontinued.

All SREB states, except Tennessee, have a
statewide system for following up students
completing %.ocational education programs to
deternUne the percentage placed in related jobs,

militan, or postsecondan education. In 12 states,

the follow -up is conducted annualh for all
students, in Man land and Virginia, for a sample

ot students. The follow-up in nine states includes

infornution,about raccIethnitin and gender, and

in two states information is available onh
by gender.

ThrTc statesKentucky, Georgia, and
Louisianacollect information on the proportion
of students completing either three or more
credits oi four or more credits in a vocational
major and the percentage of these continuing

26

their education after high school. In Kentucky38

percent ot students completing tour courses in
ocational major were continuing their educa-

tion. in Georgia. LO percent of students complet-

ing three credits w en: continuing their education

A stuch of COO ocational graduates in 13 states

showed that about LI percent were continuing
their education in some form of postsecondary
institution, 85 percent of these also w ere ork-

Mg full- or part-time

Double the percentage of roca.ional educa-

tion students who take one or more college
preparatory mathematics courses, one or
more college pi paratory science courses,
or counes specifically designed to teach
similar concepts through an applied
process.

No SREB state currentl has information about
the number of ocational graduates completing
one or more mathematics and science courses at
the college preparatory level.

A transcript study of over 1,500 students
from the 33 sites of the SREB Vocational Educa-

tion Consortium showed that among students
who had completed :II least four credits in a
vocational major:

Onh 29 percent had completed three math
credits w it h at least tw o earned in Algebra I or

higher courses

Only 16 percent had earned three science
cr Iits with at least two in college preparatory

lab ,,cience courses.

Only 12 percent had completed three
mathematics and three science courses.

Some states arc implementing new courses that

teach college preparaton le% el mathematics and

science concepts through practical application

SREB found that in the SREB states, 355 high
schools arc offering an applied physics course and

361 schools are offering an applied mathematics

course: only seven stmes account for nearly
90 percent of this effortGeorgia, Kentucky,
North Carolina, Oklahoma, South Carolina,
Tennessee, and Virginia (see Table 10).



Table 10
STATU OFFERING COWAN

PREPARATORY MU
MATHEMATICS AND SCIENCE

CONCIPTS THROUGH
APPLIED PROCSSS

Physics

Number of

Schools
_

Number of

Students

Enrolled
-

Mathematics

Number of

Number of Students

Schools Enrolled

Alabama 16 320 8 200

Arkansas 8 120 2 30

Florida 5 160 5 340

Georgia 50 1 100 20 1,120

Kentucky 28 700 36 900

Louisiana 11 163 2 50

Maryland 12 3

Mississippi 46 920

North Carolina2 53 1,200 100 4,400

Oklahoma 23 500 11 400

South Carolina 41 1,317 32 1,254

Tennessee 36 576 26 514

Texas 1 50 None None

Virginia3 20 1,066 116 6,519

West Virginia 5 300 None None

Total 355 9,192 361 15,727

'Mississippi has developed a &versified technology program that stresses physics concepts

2hforth Carolina has developed a mathematics ccure designed to teach higher level mathematics conteM in an applied context

3Vioginia has developed a mathematics course designed to teach higher level mathematics in an apphed context

SOURCES State departments of education. SREB survey. March 1990

Evaluate and revise tbe ways tbat voca-
tional education teacbers are prepared,
licensed, and updated, with tbe empbasis
on improving their academic competen-
cies and their skills for teaching applied
courses.

Most states have made, or plan to make, changes

in teacher preparation and certification to im-
prove vocational teachers' ability to reinforce
academic competencies. All but four states
Alabama, Louisiana, Texas, and Virginia
reported they have revised teacher certification
during the past five years to strengthen the em-

phasis on academic preparation of vocational
teachers. All states, except Louisiana, report
changing teacher education programs dv_ing the

past five years to improve the ability of vocational

teachers to reinforce academic competencies.

However, it appears no SREB state is carrying out

evaluations to determine if the revisions ham
produced the necessary changes in the classroom.

Several stites provide staff development for up-

grading the ability of vocational teachers to stress

academic content in vocational instruction. For
example, North Carolina now requires that majors

in vocational education college programs obtain

a second major in one of the following areas:
mathematics, science, social studies, communi-

cations, or social sciences. South Carolina has
revised the methods course required of trade atk;

industrial teachers to emphasize teaching basic
skills as a part of fir instructional process.

:4 2
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MIME BY THE YEAR 2000

The percentage of adults who have attended college or
earned two-year, four-year, and graduate degrees will
be at the national averages or higher.

Narrow the gaps among citizens of differ-
ent races fit their college attendance and
graduation rates.

Increase tbe overall college participation
rates.

SREB states continue to trail the nation in the

levels of collegiate education for all its citizens.

Of all persons between the ages of 25 and 55
in the United States, 45 of 100 whites, 32 of

100 blacks, and 25 of 100 Hispanics complete

some college.

In the SREB states, 42 of 100 whites, 27 of 100

blacks, and 26 of 100 Hispanics reached the
same level of educational attainment.

IN Whites in the work force are one and one-half

times more likely to have completed some col-

lege than blacks or Hispanics.

About 23 percent of 18- to 24-year-olds in the

Nigro 6
ESTIMATED C001.7111
ATTENDANCE RATES
SEED STATES, 1988

0%
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CAUTION This table illustrates 3ne method of estimating college attendance rates based on US Department of Education data "College includes
only two year and k ur-year institutions offenng an associate or higher degree Only first-time freshmen who graduated from high school
within the previous 12 months are included

SOURCES Regular NO school gr,cluates 1988 Pubic Elementary and Secondary Stse Aggregate Nortsca/ Data by State, National Center for F aucabon Statistics,
Jazary 1990 Fat, 198P. unpublished data IPEDS, NCES. 1990
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SREB states are enrolled in college compared

to a national rate of 26 percent.

SREB estimates that about 50 percent of high

school graduates in th t. region enroll in an in-

stitution of higher education within 1.2 months

after graduating from high schoolthe rate for
the nation is about 53 percent (see Figure 6).

Another gap in educational attainment among

citizens of different races is in college graduation

rates. Of the 1980 high school seniors who en-
rolled full-time at a four-year college or univer-

sity directly after high school, about 46 percent

completed a bachelor's degree within six years:
another 9 percent were still enrolled in college.

Completion rates for blacks and Hispanics were

about half of that for whites and Asian Americans.

Studies in three SREB states show that of the

1982 first-time, full-time freshmen:

Almost 54 percent of the white students in the

University of North Carolina System had
graduated from the institution they originally

attended within six years of entry. Of the black

freshmen, only about 34 percent graduated.

At public universities in Tennessee, 40 percent

of the white students had graduated from the
institution they originally entered within six
years, compared to 23 percent of the black
freshmen.

16 At Maryland's public four-year institutions.
about 51 percent of the white freshmen and
28 percent of black freshmen had graduated
from, or were still enrolled at. the same insti-

tution after six years.

Increase tbe completion rate in two-year
associate degree programs and tbe per-
centage of two-year college students wbo go
on to attend senior institutions.

The National Longitudinal Study and Post-
secondary Education Transcript Study, which tol-

lowed a national sample of 19'72 high school
seniors through 1986, showed that:

One of three of these students who attended
vocational or technical schools eventually
received an associate degree. license, or
certificate.

One of five of these students who attended
two-year colleges eventually received an as-

sociate degree.

One of five of these students who attended
two-year colleges eventually attended a four-

year college.

One of ten of these students who attended
two-year colleges transferred to a four-year
college and earned a bachelor's degree.

Transfer policies between two-year and four-

year colleges vary among SREB states. Two states

(Florida and Texas) have legislatively mandated

policies that govern transfer practices among
institutions of higher education. State higher edu-

cation boards in Georgia, Maryland, Mississippi.

Oklahoma, South Carolina. Virginia, and West
Virginia have established statewide policies
governing transfer agreements between two-year

and four-year colleges. The other six SREB states

encourage the development of voluntary agree-

ments between institutions.

Florida has the most comprehensive formal set

of transfer processes among the SREB statesa
common course numbering system, common
transcript format, common calendar, transfer stu-

dent counseling manuals, and staff assigned to
help make the process work at both two-year and

four-year institutions. The two-year institutions
receive annual moons on the success rates of
transfers.

North Carolina is an example of a state N ith less

formal statewide transfer agreements. The North

Carolina Association of Colleges and Universities

sponsors the Joint Committee on College Trans-

fer Students, which is concerned with aspects of

articulation and transfer of students between the

state's junior, community, and technical colleges

and the senior colleges and universities. The
Committee is comprised of representatives from

the State Board of Community Colleges, the
University of North Carolina System, and the
Association of Independent Colleges and Univer-

sities. The Committee publishes recommenda-
tions on transferability of credit, distribution
requiremehts of a general education program, and

essential items to be included on transcripts.
Specific institution-to-institution agreements can

be developed within the guidelines established by

the Committee.

.q 4
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The North Carolina model represents a case
)1 here guidelines are Nepared for voluntar) use

k colleges and universities. At the other end of
the scale are the more formalized, nundated poll-

des and processes in place in Florida. While
neither the North Cambria nor the Florida model

may fit exactly the needs of any other state, in-
oividual components of the two models are
found in all SREI3 states.

Set quantitative and qualitative targets for
graduate enrollments, with consideration
(tithe proportion of minorities and women
enrolled, and create conditionsfor growth
in selected fields.

Serious shortages of college faculty, scientists,

and other professionals are expected between
and the year 2000. Changes in industry and

business will create new jobs requiring scientists,

mathematicians, and engineers If current trends
continue, the supply of graduate-educated scien-

rsts and engineers will not meet dcmand. Actt rd-

ing to SREB's Investing in the Future, the National

Science Foundation has projected a shortfall of
8,500 graduate-educated scientists, computer
scientists, mathematicians, lrid engineers by the
year 2006 A national sud; dmjects faculty short-

ages of about 5,500 in the humanities and soci:1

sciences by the turn of the century.

Of the more than 184,000 doctoral students in

the nation's universities in 1988, less than 6 per-
cent were Hispanic. Forty-five percent were
IN omen, In the nation, 805 doctoral degrees were

earned by blacks in 1988-3.5 percent of the total

awarded. Almost 1,100 fewer Ph.D.s were
awarded to U.S. citizens in 1988 than in 1980.

30

The Florida Endowment Fund program begun

in 1984 awards 25 doctoral fellowships per year

to minority students. Designed to expand the
pool of black Ph.D.s and faculty, the program may

produce in the 1990s the most impressive gains
in the nation in the number of black doctoral
degree earners, especially those in physical
sciences and engineering. Of the total 142 fellow-

ships awarded since the program's inception, 113

students are currently enrolled in doctoral pro-
grams: 11 are expected to have completed degrees

by fall 1990. If the degrees-earned rates meet
expectations and the retention levels are main-
tained, it is possible that the 1990s could see as
many as 20 minorit y students completing Ph.D.

degrees per year in the Florida program.

The Florida Endowment Fund program estab
lished by the Florida legislature and the McKnight

Foundation may offer important guidance to
other states that have devekTed, or are devdop-

Mg, plans to produce more minority graduate
students and doctoral degree earners. It may, in
fact, be a model that states or groups of states can

adapt and replicate.

States need to target efforts to attr2ct stadents
into fields of study where critical shortages are
likely to occur (such as mathematics, science, and

engineering) and to attract more women and
minority students into these fields. Graduate
degree holders emerge from the end of a pipeline

that begins in the earliest grades in school.
Producing greater numbers of persons with
graduate degrees requires that more students in
more schools are provided the best instruction in

science and mathematics.
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=MN BY THE YEAR 2000
The quality and effectiveness of all colleges and univer-
sities will be regularly assessed, with particular
emphasis on the performance of undergraduate
students.

Actions railed to assessment of institutional
effectiveness hm e been taken lw kgisiatures in
Arkansas. Florida. Mai viand. North Carolina.
South Carolina, Tennessee, Texas, and Virginia.

Coordinating or go% erning boards in Alabama,

Georgia, Louisiana. and Mississippi also have
taken formal steps to impro% e institutional assess-

ment. The Alabama Commission on Iligher Edu-

cation requires each institution to implement an

assessment progrann Thc University System of
Georgia has a strategic planning project that
incorporates program evaluation and other assess-

ment activities. Louisiana's Board of Regents
includes recommendations and guidelines re-
garding lssessment in its most recent ma,ster plan.

Mississippi's Board of ihistees of State Institutions

of Higher Learning adopted objectives to improve

undergraduate ciucation and procedures to
monitor progress have been implemented.

SREB states use one of three basic approaches

;() institutional assessment:

Statm ide policies that are results of legislation

or governing board actions that specif) a com-

mon measure or measures to be used b% all
institutions.

Statewide policies that do not require or spec-

ify common measures for all institutions. but

which provide guidelines to the institutions
and outline the kinds of data needed by the
state higher education board.

Each institution develops its own plan for as-

sessing institutional effectiveness and submits

results to the state higher education board.

These assessments use a variety of measures to

determine institutional effectiveness including'

Statewide testing programs to assess students

prior to their entry into upper-division
courses.

RevieWs at the state level to assess producti% it%

of degree programs and the need for programs

Guidelines for developing institutional assess-

ment plans that are re% iewed 'AI the state level

by the state higher education board.

Assessment of entering students to place them

in regular or remedial/developmental pro-
grams, using the same assessment at all insti-
tutions or permitting each institution to use its

own assessment.

Monitoring student retention and graduation

rlIes.

Results of student performance on entrance
examinations to graduate or professional
schools and on certification examinations
((;PA, nursing boards, etc.).

Surveys of graduates to determine job place-

ment rates and graduate and professional
school acceptance rates.

"Institutional effectiveness'' is a criteria for ac-

creditation by the Commission on Colleges of the

Southern Association of Colleges and Schools.
Indi% idual institutions of higher education are
required to develop more spa ific statements of
purpose and educational goals. and evaluate
progress toward meeting goals The statewide
assessments in most SREB states appear to require

that instit'aions provide the state higher educa-
tion bcrds with :he same sorts of information
required by the Southern Association, but on a
much more frequent cycle and, in some cases, in

more detail than the accreditation self-studies
conducted every 10 % ears.

Insist that each institution evaluate the
effectiveness of its core curriculum in
providing a sound general education for
students during the first two years of
college.

Horida. Georgia, and Tennessee have imple-
mented mato% ide testing programs for under-
graduates at the sophomore level or higher.

.W3
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Students in Florida must pass the College Level

Academic Skills kst (CLAST) to be eligible to take

upper division (junior and senior) courses at
Florida's puNic universities. Georgia requires all

students in the university system to pass the
Regents' examinations in writing and reading be-

fore graduating. The results on the exams in
Georgia and Florida also arc used for curriculum

evaluation. Tennessee requires all seniots at public

institutions to take the ACT COMP tests. Evalua-

tion of the general education core curriculum in

Arkansas has been mandated. It is ahicipated that

a uniform test will be used for the evaluation.
Recent legislation in Mississippi calls for a "rising

junior- test to bc designed cooperatively by the

Mississippi College Board and State Board for
Community and Junior Colleges.

In other states, criteria used for measuring stu-

dent achievement in general education are left to
the discretion of individual institutions.

There is currently much discussion about the

criteria for assessing institutional effectiveness. It

will be important for state leaders to review the
outcomes of these discussions.

Require institutional goals and standards
for tbe proportion of students successfully
passing state and national examinations
for licensure and certification.

SREB states do not now generally require goals

and standards for student performance on state
and national licensure examinations, but they arc
beginning to acquire more information about
results on these examinations. Most often, infor-

mation on students passing these examinations
b considered by state higher education boards in

the program review and approval process. South

Carolina's Higher Education Commission, for
example, requests all institutions to submit data

and interpretive information on licensing and cer-

tification examinations as part of the annual
institutional planning and effectiveness reports.

Florida and Tennessee use the results as one per-

formance indicator in their statewide institutional

assessment programs, Mississippi's 1990 legisla-

tion requires its College Board to compare per-
formance of the state's university graduates on
licensure and certification examinations with
graduates of other states.
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Establish standards for students to success-
fully complete remedial/developmental
courses; all institutions will adopt these
standards or more rigorous ones.

Arkansas, Georgia, Florida, Tennessee, and
Texas have statewide testing programs to assess
basic skills of entering college freshmen and place

those scoring below statewide minimums into
remedial courses In other states, placement into

remedial courses is determined b, the indiN idual
institution.

Of the five states, only Florida and Tennessee

have established statewide policies for successful

completion of remedial/developmental programs.

In most states. individual institutions determine

the policy for successfully completing these pro-

grams, typically defined as passing a particular
course or sequence ofcourses. Some institutions

also administer exit mminations in their remedial;

developmental programs to assess student "readi-
ness- to enter college-level COMO.

Insist that every institution or system of
institutions establish graduation and
retention goalswith special attention to
minority and disadvantaged students

As noted, about 46 percent of the nation's full-

time students who entered a four-year college or

university directly after high school had com-
pleted a bachelor's degree within six years. Gradu-

ation rates for blacks and Hispanics are about
one-half those Of whites,

Most SREB states have comparable retention

and graduation data from public institutions and

can compare enrollment and degree completion
rates for different ethnic groups of men and
Women,

Few statesor individual institutionshave ret
graduation goals. The Arkansas Higher Education

Plan includes an objective to increase the percent-

age of all students who eventually earn a degree

by 20 percent and to increase the percentage of

minority students graduating to that of non-
nunority students. The University of North Caro-

lina Board of Governors has been asked by the
legislature to report on reasons for differences in



graduation 'and retention rates among the institu-

tions in the system.

Establish indicators and achievement tar-
gets for graduate programs and state in-
vestments in researrh and development.

As noted earlier, no SREB state appears to have

selected indicators or set targets `or graduate en-

rollments, in spite of projections of serious future

shortages of persons with graduate degrees. A
university's capacity to conduct high quality
research is based on its ability to attract research

and development funding. This caraLity, in turn,

affects a state's potential to attract and create
businesses and industries, especially high technol-

ogy ones. Institutional funds and state and local
appropriations provide the basic support en-
abling universities to apply for federal research

and development funds, which usually 2.1e

awarded on a competitive bosis. Nationall), about

61 percent of total spending for research and
development by doctorate-granting universities

comes from federal sources, compared with only

about 56 percent in the SREB states (see Table 11).

Since a major portion of the nation's total research

and development support comes from federal
sources, the ability to attract these funds is ex-
tremely important. Also, industry investments in

research and development tend to flow to insti-
tutions with a well-developed research capacity.

State investments in university research and
development programs appear to pay off in at-
tracting larger federal and industry funding. SREB

conducted an analysis of state investments (a com-

bination of state. local, and institutional dollars)

in research at doctorate-granting institutions. State

spending over the period from 1980 to 1984 is
closely related to federal and industry spending
at the institutions in the following years (1985

Table 11
MIAMI AND
DEVELOPMENT

EXPENDITURES SY
DOCTORAMORANTINO

uNivaismas, FISCAL 1988

Total

Spending
(000s) Federal

Percent of Funds by Source

Industry State* Other

United Slates $13,243,145 61% 7% 26% 7%

SREB Slates 3,877.208 56 7 31 6

Alabama 181,737 57 7 30 6

Arkansas 37,955 37 10 45 8

Florida 273,105 55 7 32 6

Georgia 354,578 51 10 38 3

Kentucky 91,948 36 5 53 6

Louisiana 165,623 37 5 51 8

Maryland 783,844 79 4 15 3

Mississippi 63,647 40 8 43 9

North Carolina 372,149 62 10 25 4

Oklahoma 113,931 28 7 59 7

South Carolina 102,160 39 9 48 4

Tennessee 183,756 52 8 34 6

Texas 887,470 51 6 30 13

Virginia 234,887 55 8 32 5

West Virginia 30,418 52 3 40 5

Includes funding from state and local governments and universities themselves

May not total 100% due to rounding

SOURCE National Science Foundation
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SOURCE National Science Foundation

through 1988)(see Figure 7). States that put more

dollars into research generally received more
federal and industry dollars for research.

in general, states have not yet established indi-

cators and targets for graduate programs and
investments in research and development. The
majority of non-federal research and develop-
ment spending comes from the institutions them-

selves. Non-federal research and development
spending from institutional sources was above the
national average in six statesFlorida, Georgia,
Kentucky, Oklahoma, South Carolina, and West
Virginia.
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Twelve SREB states exceed the national average

in their commitment of funds from state and local

sources. But, the SUB region is below the national

average in the percentage of non-federal research

and development funds which universities re-
ceive from industry The percentage of university

research and development funds from industry
exceeds the national average only in Georgia,
Maryland, North Carolina, and Virginia.



BY THE YEAR 2000-

All institutions that prepare teachers will have effective
teacher education programs that place primary
emphasis on the knowledge and performance of
graduates.

Adopt as state policy a continuing state-
level emphasis on improving teacher prep-
aration programs that includes college and
university presidents and the education
and arts and sciencesfaculty of all colleges
and universities in periodic examination
of teacher preparation programs.

The 1990s should be a time for continuing an
emphasis on teachers who are well-grounded in

the liberal arts, vho have a depth of study in a dis-

cipline, and who share a core of knowledge about

teaching based on the best research on teaching

Principals and teachers are making more deci-

sions and are being held more accountable for
results. Colleges and universities need to re-think

their roles in helping beginning and veteran
teachers take on changing roles with decisions
about what and how students are taught. Joint
school-college efforts will help higher education

and the schools clarify their respective roles in
preparing teachers initially; in the continuing
education of teachers; and how such programs
can be strengthened.

Substantive changes in preparing teachers take

time. S...Tral SREB states now have state policies

aimed at seeking commitment by presidents and
other top campus administrators to involve both
arts and sciences and education faculty in these
changes. Such statewide changes are underway in

North Carolina, Tennessee, Texas, and Virginia.

Institute teacher licensure and program
approval standards based primarily on
knowledge and performance of graduates.

Maintain or exceed the national average in
the proportion of teacInrs qualifying for
certification compared to the number who
apply when national board certification is
established.

Improve the performance ofteginning and
veteran teachers according to assessments
by principals and veteran teachers.

Knowledge and performancewhat teachers
know, whether they are effective in the class-
room, and whether students are successful
should be the guiding principles for licensing and

certifying teachers and for approving programs
that prepare teachers. All SREB states except
Alabama have teacher certification tests for
knowledge, and 13 SREB states require on-the-job

assessment for beginning teachers before i'egular

licensure.

A study by 12 SREB states (Alabama, Arkansas,

Florioa, Georgia, Imisiana, Mississippi, North
Carolina, Oklahoma, Tennessee, Texas, Virginia.

and West Virginia) comparing on-the-job evalu-

ations of teachers provides information on the
comparability of these different assessments and

suggestions that will help states refine their
systems. In another joint venture, 15 states are
working in an SR EB consortium with Educational

Testing Service to develop and share teacher cer-

tification tests, especially in areas where it would

be costly for a single sme to develop and ad-
minister tests. States in this project have agreed
without difficulty on common objectives to be

tested for licensing teacher,.

Outcome measure_ such as passing rates on
teacher licensure tests and classroom perfor-
mance, are being used increasingly by SREB states

as part of state program approval. SREB states
either are requiring accreditation by the National

Council for Accreditation of Teacher Education
(NCATE) or are comLining that review with state

approval processes. NCATE standards now place

more emphasis on assessment of performance of
prospective teachers as they move through the
college program and into the classroom.
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Reduce by one-half the percentage of
graduates not meeting initial teacher
licensui e standards.

Passing rates on teacher licensure tests (mea-

sures of knowledge) as well as overall perfor-

mance (measured by on-the-job assessments), and

the newer assessments being designed fornation-
al certification and accountability at school level
increasingly will tell more about effectiveness and

preparation of teachers. Results of entrance ex-

aminations for teacher education programs and
initial licensure show that many persons do not
meet the standards. States need better intormation

on how many graduates meet teacher licensure

requirements. Few have set goals for raising the

passing rate, especially for minorities.

Increase threefold the number of minori-
ties graduating from programs to prepare
teachersthis means an annual increase
of approximately 20 percent each , cr to
the year 2000.

Just over 10 percent of all b_..., chool
teachers are minorities. Two-thirds of tne SREB

states have student minority enrollments above

25 percent. In the past three years, not a single

SREB state has increased its percentage of minori-

ty teachers (see Table 12). The same is probably

true for all other states in the nation. Only 10 per-

cent of the new teaching certificates in the SREB

states are being awarded to minorities.

Table 12
MINORITY ENROLLMENT
AND TEACHERS, SUR STATES

Minority Students
as Percent of

K-12 Enrollment

1986-87 1988-89

Percent of

Minority Teachers

1986-87 1988-89

Alabama 38% 37% 25% 24%1
Arkansas 2,'; 25 NA 14
Florida 35 36 20 20

Georgia 39 NA NA NA
Kentucky 11 10 4 4
Louisiana 43 46 32 31

Maryland 40 38 23 22
Mississip 56 51 35 34
North Carolina 32 3,3 19 19

Oklahoma 23 25 7 7
South Carolina 45 42 22 21
Tennessee 23 23 10 102

Texas 49 49 22 22
Virginia 27 NA 19 18
West Virginia 4 NA NA NA

1987 88 data is the latest information available

2 The race and sex ot 134 e of Tennessee oak school teachers were not reported for 1997 or 1989
NOTE Minority students include American Indian Alaskan native Asian Pacific Islander Hispanic and black (non Hispanicf
SOURCES State departments of education SREB survey March 1990 U S Department of Education
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States have targeted funds to increase the num-

ber of minority teachers through efforts in middle

schools and high schools to: prepare more
minority students for college; interest high school

students in teaching through programs, such as

the Teacher Cadet Prograni in South Carolina; and

provide scholarships for teacher education
students. The Texas Alternative Certification Pro-

gram has been successful in attracting minorities

into the classroom. At the end of 1989, 50 per-

cent of the new interns in the Tam progmn were

minorities.

Table 13
STATE-FUNDID FINANCIAL

INCINTIVIS POR
UNDEMMADUATS =CHER

EDUCATION STERNUM
SRNS STATES, 1990

Year

Initiated Name of Program

Total

1989-90

Funding

Maximum
Amount of Award

Per Year

Number
of Awards

1989-90

Alabama 1984 Emergency Secondary Education Scholarship Program $977,597 $2,000 312

Arkansas 1983 Emergency Secondary Education Loan $70,000 $2,500 21

Florida 1986 Chappie James Mosi Promising Teacher Scholarship $2.676,000 $4,000 7091

1983 Critical Teacher Shortage Scholarship Loan Program $2,578323 $4,000 65P

1987 Challenger Astronauts Memorial Undergraduate Scholarship Program $20,000 $1,0001$4,000 201

Georgia 1984 State Direct Student Loan $575,000 2,62534,000 228

1987 Charles McDaniel Teacher Scholarship $3,000 $1,000 3

Kentucky 1986 Teacher Scholarship Program $1,000,000 $5,000 225

1982 MathIScience Incentive Loan Program $452,100 $2,000 212

Louisiana 1986 Education Majors Scholarship Program $2,000,000 $2,000 1,704

Maryland 1984 Sharon Chnsta McAuliffe Memorial Teacher Education Tuition

Assistance Program $210,000 $2,50036,500 65

Mississippi 1988 William F. Winter Teacher Scholarship Loan Program $120,000 $4,000 30

North Can, e 1986 North Carolina Teaching Fellows Program $95,000 $5,000 400

1957 Prospective Teacher Scholarshigoan Program $1,600,000 $2,000 800

Oklahoma 1984 Future Teachrs Scholarship Pre.gram $180,000 $1,500 160

South Carolina 1984 South Caroilna Teacher Loan Program $3,300,000 $2,6251$4,000 971

Tennessee 1989 Minority Teaching Fellows Program $95,000 $5,000 19

1984 Teacher Loan Scholarship nugrani $330,000 $1,5001$2,250 250

1988 Teacher Loan Program for Disadvantaged Areas $30,000 $1,500 20

1990 Community College Fellowship l',ograrn $50,000 $2,000 252

Virginia 1984 Virginia Teaching ScholarshiplLoan Program $600,000 $1,00032,000 350

West Virginia 1988 Urie.if yodSmith Teacher Scholarship Program $400,000 $5,000 100

I Includes rdrat ani renewal awards

2 Scholarships A be awarded 199991 academie Year

NOTE In Texas incgodual instdubons of lugher education otter teacher educaton schorarstups

SOURCE State departments ol education, SREB survey, March 1990
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Evaluate different approaches to prepare
teachers, such as alternative certification,
four-year undergraduate, and extended
programs, based primarily on performance
of graduates and of their students.

SREB has suggested a variety of approaches to

preparing teachers. States should place emphasis

on recruitment and preparation of knowledge-

able persons who have a strong academic back-

groundone that will enable them to make
informed decisions about curriculum and instruc-
doll Alternative certificat n programs that
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attract both arts and sciences graduates and

persons making career changes should be a part

of every state's effort. Several SREB states have

enacted policies to attract teachers in shortage

areas through loan/scholarship programs (see
Table 13).

lb know what really works will take much
more monitoring and close scrutiny of results.
'Ibo little has been done to eraluate the long-term

effects of alternative certification. loanIscholarship

programs, beginning teacher programs, recruit-

ment efforts, and programs and scholarships
for minorities.



BY THE YEAR 2000

All states and localities have schools with improved
performance and pmductivity demonstrated by results.

Establish school standards and -.wards
based primarily on school outcomes, such
as student achievement, attendance, and
assessments of students' readiness for post-

secondary education and employment.

Focus on school site results and rewarding
schools for outcomes.

Most states have in place, or arc developing,

accreditation standards and incentive programs

to reward schools that meet outcomes standards

in student achievement, student attendance. or

dropout reduction. Some States have developed

sanctions for school districts that do not meet

required kvds of student achievement or
performance.

More state accreditation standards for schools

are focusing on the results or outcomes of edu-

cation. Alabama, Kentucky, Maryland. MissiippL

North Carolina, Oklahoma. South Carolina. *Els.

and Virginia us ,,r plan to use, student achieve-

ment tests scores along with other measures to

determine if schools are meeting stato idc
standards.

Standards in North Carolina's new accredita-

tion system include: 80 percent of high school

students earning at least 5 units toward gradua-

tion during the school year: 35 percent of the

graduating sti lents completing courses required

for entr) into the University of North Carolina
s) stem: and dropouts decreasing by 10 percent

a year.

The Task Force for Alabama School Systems de-

veloped 62 performance-based standards Thir-

teen standards address student performance, thc

remaining fort y-ninc focus on system and school

accountability and indicators of conditions that

promote student achievement and success.

Virginia's Educational Performance Recogni-

tion Program will report outcome data by district

and school. and provide comparisons among
school districts with similar characteristics. 1 he

school accreditation process will emphasize im-

provement in educational practices and student

learning. but allow local flexibility in programs

to meet Ole standards. The outcome indicators

project will also be used for an incentive and
recognition program based on performance and

progress.

In Maryland. an accreditation system is being

implemente(1 that uses information from parents

and students. the schools teachers and adminis

trators. and a review by educators from other
systems. Incentives and sanctions for schools and

ditricts will be based on performance.

Kentucky. Mississippi, South Carolina, and

North Carolina have passed legislation allowing

flexibilit) in school standards in exchange for
results such as demonstrating pivess in student

achievement and reduction of dropout rates.

Alabama, Arkansas, Horida, Louisiana, North

Can)lina, Oklahoma South Carolina, and Virginia

now issue or plan to isst:e annual "report cards"

to the public that foot., on the results of
edua ion. Typical examplo of results to be
included are: student performance on state and/or

national achievement measures. dropout and
school graduation/completio: rates, student at-

tendance, college-going rates, percent of students

retained in grades, and passing rates on Advanced

Placement c:,am inat i ons.

Current report cards- often group schools

according (o common characteristics (school size

and socioeconomic status of students, for exam-

ple) enabling schools to compare results to peer

schools as well as to state averages. In addition.

comparisons of the performance of schools and

school districts can be made over time.

In Florida and South Carolina incentive pro-

grams ha c been underway for several years that

provide mone) (either to a school or to school

i(monnel) fused on school outcomes and perfor-

mance of students. School incentive programs in

Florida. Louisiana, and Texas provide money 'o

schools that show improved student achievement

and performance. Incentive programs for reward-

ing excelknce and improvement in schools were

passed in 1990 by Mississippi and Kentucky
legislatures.
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South Carolina's School Incentive Program
rewards schools that improve in such areas as
student achievement and teacher and student
attendance. A school site council comprised of
the principal. teachers, and parents allocates the

funds. Schools that receive incentive awards are

eligible to ask for flexibility in state rules and
regulations.

Florida has two programsthe District Qual-
ity Instruction Incentive Program (created in
1984) and the High School Accountability Pro-

gram (created in 1989). The High School Account-

ability Program awards grants of S 10,000 to
S-5,000 to high schools, based on their size and
the number of performance indicators that are
met. The funds are to be used by the school "to

improve productivity, including improvement of
student outcomes The School Incentive Pro-
gram being developed in Louisiana will identif:-;

at least 100 schools that have made significant

progress, based on such factors as test results,
dropout rates, and graduation rates. The cash
awards will be based on annual profiles of every

school and school system.

The Texas Educational Excellence Program
(funded at S 10 million over two years) rewards

gains made in the achievement of schools and
school districts and encourages innovative edu-
cation programs.

Prepare school board members, superin-
tendents, principals, and teachers to estab-
lish goals and operate results-oriented
accountability systems.

Support programs in all districts that help
principals and teachers increase involve-
ment of parents and the community in each
school.

Increase by 100 percent school-business
partnerships.

SREB states offer a variety of state-funded
workshops for principals, superintendents, and
teachers that incorporate topics on goal-setting
and evaluation. It appears that statewide efforts
to rovide preparation for developing goals and
evaluating results are being directed more to
school administrators than to teachers. All SREB

states except Kentucky and Maryland reported

40limi

providing some degree of statewide training for

superintendents and principals to develop goals,
focus on results, and implement new rograms.
Only nine states (Alabama, Arkansas, Fiorkia,
Louisiana, South Carolina, Tennessee, Texas. Vir-

ginia, and West Virginia) reported having
statewide programs for teachers. Programs in-
clude technical assistance to districts and schools,

state-sponsored and -funded leadership seminars,

statewide conferences for principals and key
instructional staff, and programs offered by
regional education centers and management
development networks.

State-supported activities for school board
members are provided in all SREB states except

Louisiana and North Carolina. Most are one-day

programs daeloped in cooperation with the state
asciation of school boards. The Florida Depart-

ment of Education and the Florida School Boards

Association are developing jointly a program for

school boards. The proposed program will pro-
vide awards and certificates to board members
based upon completion of specified curricula.

NCNB Corporation, the South's largest bank-
ing organization. has made a 52 million gift to
establish The SREB le.Idership Academy and
NCNB tradership Awards Program illustrating the

commitment and interest of the business commu-

nity in reaching educational goals. The Leadership

Academy will provide intensive preparation
linked directly to the school workplace for educa-

tional leaders committed to setting specific,
measurable goals for education and working to
achieve them. The NCNB Leadership Awards

Program will provide sizable grants to schools
and school systems that work to implement
performance-based plans to get results.

A survey of public elementary and secondary

schools conducted by the National Center for
Education Statistics indicated that the number of

business-education partnerships more tlyan tripled
from 1983 to 1988. It is estimated that there were
more than 39,000 business-education partner-
ships in the region in 1988. The challenge to
business and education leaders in the' 1990s is to
establish partnership; that deal with key educa-
tional issues and that apply business expertise and

long-term support to making a difference on
important issues. Many of the business-education

partnerships of the 1980s provided "extras"- -not



enough tackled fundamental problems that edu-

catior cannot solve alone.

Programs in Arkansas, Kentucky, Louisiana,
Mississippi, and Tennessee promote parent and
community involvement in schools through
"Parents as Teachers" programs, district meetings

held in the community, and parent seminars. One

good illustration is the recently instituted pro-
gram in Tennessee to fund activities joining
families, community leaders, and businesses in

partnerships with classroom teachers and ad-

ministrators. Activities include technical assist-
arce and incentive grants for parenting skills
programs, continued funding for nine family and

community involvement projects being devel-
oped as models, formation of a network of
regional community involvement cocalinators,
and several conferences to share what is being
learned. A new Governor's Award for Community

Commitment for Excellence in Education also is

part of the program and recognizes schools with

outstanding community involvement programs.
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Mil BY THE YEAR 2000-
Salaries for teachers and faculty will be competitive
in tbe marketplace, will reacb important benchmarks,
and will be linked to performance measures and
standards.

Faculty and teacher salaries are important indi-

cators of a state's commitment to improving edu-

cation. But as SREB has noted, "...increasing
salaries for teachers and faculty is a 'big ticket'
budget item for states and localities For exam-

ple, the estimated cost of only a five percent
increase in teacher salaries ranges from nearly
S25 million in West Virginia to over S275 million

in Texas and totals over one billion new dollars

for the region. Benefits typically add about
20 percent to salary costs.

Salary increases for teachers and faculty should

not be based on what is left after mandated spend-

ing for prisons, highways, health and other pro-

Tabto 14
ESTIMATED AVERAGE
TEACHER AND FACULTY SALARIES
SRIB STATES, 1989-90

Estimated Average

Teacher Salary

Estimated Average

Full-Time Faculty

Salary in Public

Four-Year Colleges

United States $31,304 $42,518

SREB States 27,338 40,018

Alabama 25,187 36,018
Arkansas 22,009 34,150
Florida 28,592 44,652

Georgia 28,027 40,447

Kentucky 25,275 37,077
Louisiana 22,993 33,015

Maryland 36,092 44,384
Mississippi 24,363 35,008
North Carolina 27,814 41,535

Oklahoma 23,070 36,224
South Carolina 27,076 38,688
Tennessee 27,0:)2 38,935

Texas 27,502 41,756
Virginia 30,926 46,941

West Virginia 22,842 32,389

SOURCES National Education Association, Average Salaries ol Teachers Up, Dollar Gap Among States Widens,

Press Release April 30, 1990 State Departments ot Educatron, SREB survey, March 1990 SREB Data
Exchange

grams. SREB states need more systematic and
rational ways of setting goals for adequate com-

pensation of educators. And afterward, states
need to determine if and when the money made
a difference in the performance of schools, col-
leges, and students.

Agree at the state level on appropriate
salary goals for teachers and faculty and
on a schedule for meeting these goals.

Faculty salaries at cc,Ileges and universities in

SREB states average abut 94 percent of the
national salary average. Theft is considerable
variation among the states, from 76 percent to
110 percent of the national averagt. Since com-

petition for faculty is at least regional, and more
often national, the litmus test regarding faculty

salaries is whether an institution can attract and
retain good faculty. Few states appear to systemat-

ically assess whether compensation is adequate

by this measure. They rely primarily on com-
parisons of salary averages and occasional
anecdotal reports about the loss of outstanding
faculty. Regional, national, and peer group sal3ry

awrages are relied on most, since more detailed

reviews of faculty turnover and and hiring deci-
sions are not systematically conducted.

Florida, Maryland, and Virginia have made
notable progress, all having faculty salary averages

above the national average in 1989-90 (see Table

14). But few states have set clear goals or adopted

schedules for meeting new levels of faculty
salaries during the 1990s.

Beiween 1979 and 1989, some SREB states
made progress in closing the gap between
regional and national average salaries for teachers

(see Table 14). But SREB estimates that overall the

regional average teacher piny has slipped from
88.2 percent of the natiorral figlife in 1988-89 to
87.3 percent in 1989-90. By comparison, the
1979 SREB figure was 87.6 percent of the national

average.



Average teacher salaries in 13 SREB states rank

in the bottom half of states nationally. Maryland

and Virginia are the only SREB states where aver-

age teacher salaries are near, or exceed, the
national wet age.

Several SREB states have established minimum

salaries for beginning teachers and/or a statewide

salary schedule. Most SREB states have some type

of state salary schedule that guides school districts

in setting teacher salaries. Ten states (Georgia.
Kentucky. Louisiana. Mississippi, North Carolina.

Oklahoma, South Carolina. Tennessee, Texas. and

West Virginia) have state-adopted minimum saLiry

schedules. The minimum salary in 1989-90
ranges from S13,525 in Louisiana to $19,140 in

North Carolina.

Provide pay plans for teachers and faculty
that reward outstanding performance, ex-
panded responsibilities, or expertise in
critical areas (for example, allocation of
a set percentage of salary funds fot this
purpose).

Increase numbers of teachers and faculty
with higher performance evaluations who
choose to remain in the classroom.

Several SREB states provide additional pay
through career ladder or incentive programs for
teachers who do a better job or take on extra
duties. North Carolina's pilot Career Develop-
ment Program, funded at $46.5 million, supplies

supplemental pay to participating teachers in 16

districts. South Carolina's Teacher Incentive Pro-

grain raised the state's average teacher salary by

$438 last year. Tennessee's Career Ladder Program

provided salary supplements ranging from S1,000

to $7,000. Teachers who take part in the Texas

Career Ladder Program receive supplements of

$2,000 to 5.4,000.

Career Ladder and other pay for performance

programs are designed to increase the rwmbers

of teachers with hign performance evaluations
who choose to remain in the classroom. These in-

centive programs are relatively new. No state has

yet completed studies to determine if they are
keeping more high quality teachers in the
classroom.

Merit evaluations and peer judgments play a

major role in determining promotions and salary

increases for collegiate faculty. In most SREB
states, lump sums are appropriated for faculty
salaries: institutions determine how the increases

are distributed to individual faculty. Not uncom-

monly. the state may issue guidelines with respect

to minimum and maximum increases that can
be given.

Establish a system to inform the governor,
legislators, and citizens about the present
and projected supply and demand for
teachers andfaculty and the progress made
in achieving compensation goals for them.

Supply and demand projections can assist states

in developing and monitoring effects of programs

to increase teacher and faculty compensation.
Maryland, for example, projects teacher supply
and demand for two years in subject areas and
geographic areas where critical shortages exist or

are foreseen. Projections of teacher education
graduates, including information on the number

of minority graduates, also is included. Louisiana

annually monitors current and future teacher sup-

ply and demand. Kentucky and Tennessee are
planning to assess supply and demand.

A significant portion of new graduates in teach-

ing tend to have job offers in various states in the

region. There is merit in a regional approach to

developing systems for producing supply and
demand projections of teachers. Such a system
also could monitor the effects that changes in
state levels of compensation have on modifying
supply/demand relationshipsa difficult task for
an individual state.

Conduct periodic reviews of the areas of
expertise, gendet; and race of persons
who are attracted to teacher education
programs, who graduat4 and who are em-
ployed as beginning teachers (such reviews
should help guide policies about adequate
compensation).

In the late 1980s, states and institutions have
focused on increasing both the quality and num-

ber of prospective teachers. New scholarship
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programs live been developed to attract better
academically qualified high school students into

teaching. Admissions standards for teacher edu-

cation programs now require higher grade-point

averages and testing of general knowledge
acquired in the first two years of college.

But, higher education coordinating agencies
and state departments of education need to estab-

lish systems now for collecting and analyzing

information on prospective teachers and for fol-
lowing them through their college experience
and early years of their careers

44

Regular reviews of the characteristics of stu-
dents who are accepted into and complete teacher

education programs can help states evaluate in-

itiatives to increase the number and quality of
teachers. This could also generate better informa-

tion on the future supply of teachers. Analyses
also need to follow the new teacher into the job.
States need to know if their efforts are keeping the

best of the new teachers in the profession and if
their presence is related to improved performance
of students.
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BY THE YEAR 2000-

States will maintain or increace tbe proportion of state
tax dollars for schools and colleges while emphasiz-
ingfunding aimed at raising quality and productivity

SREB's Funding Schools and Colleges to Reach

Educational Goals noted that:

For all SREB states, federal funds make up a

smaller part of school budgets now than at the

beginning of the 1980s. In most SREB states,

schools depend more on state funds now than

in 1980 (see Table 15).

In a majority of SREB states, state appropria-

tions account for nearly one-half of higher
education funds, but the share of higher edu-

cation's budget coming from state funds
declined in the 1980s.

Every SREB state appears to be spending a

smaller share of its budget for higher education

(see Table 16).

The establishment of goals for improving edu-

cation is a compelling argument for educational

funding. But the message from state budget
actions of the 1980s is that it may take programs

aimed at solving special problems and capitaliz-

ing on opportunities, and more of them, to sig-

nificantly increase the proportion of state tax
dollars going to schools and colleges.

Agree at the state level on funding plans for
schools and colleges tbat emphasize rais-
ing quality and productivity (for example,
state, campus, and district leaders coulti
earmark a specified budget percentage for
special incentive awards for quality
improvement).

Evaluate the effectiveness of selected scbool
and collegiate programs and link tbe results
to funding decisions.

Establish a state competitive grant process
tbat assigns dollars where tbey will have
tbe biggest impact on promoting specific
initiatives (for example, university basic
and applied researcb, effective school re-
mediation programs, and dropout preven-
tion programs).

How much money is spent for education is im-

portant, but equally or even more important is

how the money is spent. Major new funding for

schools and colleges most likely will be funding

linked to particular efforts to raise quality and
productivity, often in very specific areas. The

school and teacher incentive programs discussed

earlier are good examples of this targeting of

dollars.

Arkansas, Florida, Georgia, Louisiana,
Maryland, Oldahoma, South Carolina, Texas, and

West Virginia report having competitive grant
programs to which schools and school systems

apply for special funds. Legislation is pending in

Debi* 1
SOURCES OP REVENUES FOR

PUBLIC ILIAMINTARY AND
SECONDARY SCHOOLS,

FISCAL YEAR 19311

Percentage Distribution Within

State Local

Funds Funds

the State

Federal

Funds

Alabama 64.4% 22.4% 11.8%

Arkansas 56.3 32.5 11.0

Florida 55.0 38.4 6.7

Georgia 57.1 35.6 7 3

Kentucky 65.2 23.2 11.7

Louisiana 55.3 33.5 11 2

Maryland 38.7 56 3 5.0

Mississippi 65.6 24.5 9.9

North Carolina 66.7 25.7 7.6

Oklahoma 65.8 25.5 6 0

South Carolina 54.4 35.9 8.5

Tennessee 44.5 45.0 10.5

Texas 44.2 47 8 7.8

Virginia 36.9 57 5 5.6

West Virginia 67 3 24.6 8.1

N(' iE State percentages may not add to 1C0 percent due to rounding and to excluscin ot funds from intermediate

sources (generally special grants which may be from a variety of sources) which accounted :or 1 4 percent

in Alabama, 0 2 percent in Arkansas, 2 8 percent in Oklahoma, 1 2 percent NI South Carollna, and 0 2 percent

in Texas

SOURCES U S Department of Education, National Center for Education Statistics, sPecial tabulat.on from Pie

Common Core of Data, 198788, final tabulations, and Virginia Deparment of Education
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Alabama to establish a competitive grant program

for schools. Such programs include awards to

schools and districts for innovative approaches

to improve student performance, programs for

gifted and talented students; early intervention

activities for "at risk" students: career develop-
ment for teachers and administrators: and special

equipment needs in mathemtics and science.

New dollars for higher education in the 1980s

were often earmarked for specific purposes
centers of excellence, endowed chairs, targeted

research and development, and instructional

equipment. Tennessee, for a number of years, has

provided a special pool of state dollars, now up

to 5 percent of total state funding for higher edu-

cation, based on an institution's achieving agreed-

upon levels of performance.

The Texas Advanced Research and Advanced

kchnology Programs (funded for 1990-91 bien-

nium 'at S20 million and S40.5 million, respec-

tively) are intended to assign dollars where they

are likely to have the greatest impact oh prt;mot-

ing specific research and development priorities.

Impressive as these indil idual state ad' ities

may be, they are still few in number and small

compared to the typical state's total investment in

education. They exist a.s scattered bits and pieces,

not as 11A-designed programs within a state's

educational structure. 1 he challenge for SREB

states is to bring the parts together, each ade-

quatel funded, in a coordinated effort to reach
performance goals in education.

Prot/We annual financial statements to
governors, legislators, and citizens on the
state's success in implementing funding
plans for education (statements should in-
clude tonstant dollar" and percentage
measures that communicate clearly).

An annual financial statement on educational

funding for education should be a part of every

state's budgeting process. SREB's proposed format

for an annual "State Report on Funding for Edu-

cation" (see Figure 8) illustrates what could
become a respected statement for focusing pub-

MM. 16
STATE APPROPRIATIONS
FOR NIGNER EDUCATION AS
A PERCENT OF STATE TAXES

1980-31 1981-82 1982-83 1983-84

United States 14 0% 14 1% 14 1% 13 1%
SREB Sta los 15 9 16 6 17 0 16 3

Alabama 19 9 17 2 17 4 15 2
Arkansas 15 8 14 6 14 8 12 8
Florida 13 3 14 4 14 6 13 1

Georgia 14 3 15 2 14 9 14 2
Kentucky 13 5 13 6 14 1 14 3

Louisiana 14 2 14 5 16.5 16 0

Maryland 12 4 12 1 12 5 11 2

Mississippi 18 7 20 6 19 3 19 9
North Carolina 19 3 20 0 19 7 18 7

Oklahoma 12 1 12 0 14 6 14 6
South Carolina 18 9 18 4 17 1 16 5
Tennessee 17 3 16 6 16 7 16 1

Texas 17 9 20 9 22 6 ':3 2
Virginia 16.8 16 8 16 6 1D.2

West Virginia 13.4 13 1 13.1 11 6

1984-35 1985-86 1986-87 1987-88

13 2%

15 7

17 2

14 3

12 3

13 5

13 5

14 4

11 3

189

8.5

12 3

16 5

16 5

20 5

16 0

11 9

13 4% 13 1%

16 0 15 6

21 1 17 3

16 4 14 5

12 4 13 0

13 6 13 4

13 5 13 0

14 9 15 7

11 4 11 0

19 5 16 8

19 3 18.8

14 4 14 4

17 3 16 5
16 8 16 9

19 8 19 1

15.9

12 6

16.3

13.2

12 9%

14 6

16 9

13 8

11 9

13 1

13 6

13 6

10.5

17 0

18.5

12 3

15.2

16 6

166
14 9

13.6

SOURCES Edaara R Hines Approprations ol State lax Funds tot Opetating Eve ii thghet Education 1980 81 1980) and 1981 82 (19811 and 1983 84 11983) and 1984 8)11984) and 1985 86 (19851
and 1986 87(1986) and 1987 88 (1987) U S Bureau ol Me Census Slate Wiewment Finances in 1981(1982) and 198219831 and 1984 )1985) and ,985 (1986) and 986 (1987) and 1988(1989)

46



lic attention on education. Such a report. coupled

with a report on the state's success in accomplish-

ing its goals, would serve to demonstrate good

skwardship and build the case for future plans

and priorities. The emphasis of such a report

would be on annual comparisons of funding
within the state.

States provide educational finance information

to their citizens in a variety of waysfrom state-

ments in a governor's annual address at the
opening of a legislative session to publishing

detailed documents.

States' efforts to provide the public with more

timely information about educational funding are

to he applauded. However, state financial reports

are often complex, involved, frequently volu-
minous, and mean more to specialists than a

general audience. What is called for is a report

designed to inform and enlighten the general pub-

lk and to communicate a bottom line figure in a

manner as straightforward as possible.

The kev questions are:

Has our state's overall spending for education

incremed or decreased compared to last year?

In total terms? In per student terms?

Are we spending a lesser or greater share, or

the same share. of our state's tax dollars on eh-

catior his year than last year?

What are the important factors if the total or

the percentage has changed, or has not
changed?

None of the reports received answers these

questions in a relatively simple, easy-to-compre-

hend, general statement.

In the next few years states will need to link

educational financing information with data
on pwgrest: toward achieving state educational

goals that hue been adopted or are now being

considered

-I'
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Figure 8
STATE REPOLI ON SUNDIND
FOR EDUCATION

An Annual Report to Citizens from the Governor and/or State Legislature

$ Iota! State General Tax Funds Appropnited (current fiscal year)

$ State General Tax Funds Appropriated for Kindergarten through Grade 12 (current fiscal year)

4 Percent of State General Tax Funds Appropriated for Kindergarten through Grade 12 (current fiscal year)

$ State General Tax Funds Appropriated for Kindergarten through Grade 12 (upcoming fiscal year)

% Percent of State General Tax Funds Appropriated for Kindergarten through Grade 12 (upcoming fiscal year)

Enrollment in Kindergarten through Grade 12 (current year)

% Estimated percent change in enrollment, Kindergarten through Grade 12 (upcoming year)

$ State General Tax Funds Appropriated for Postsecondary Education (current fiscal year)

% Percent of State General Tax Funds Appropriated for Postsecondary Education (current fiscal year)

$ State General Tax Funds Appropriated for Postsecondary Education (upcoming fiscal year)

% Percent of State General Tax Funds Appropriated for Postsecondary Education (upcoming fiscal year)

Enrollment in Postsecondary Education (current year)

% Estimated percent change in Enreient in Postsecondary Education (upcoming year)
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Percent of Revenues for Kindergarten through Grade 12 from state, local, and federal sources as reported to the U.S Department
of Education for the three most recent years on which information is available.

Year State Local Federal

19 %

19

19

Percent of Revenues for Postsecondary Education Lurn various sources for the three most recent years on which information is reported
to the US Department of Education Tuition and fees, state (and local) appropriations, and government contracts and grants may
be among the sources included.

Tuition and Fees Appropriations Government Grants
Year State Local and Contracts

19 % % % %

19

19

Funding for Special lnitatives

Dollars are increasingly beirg earmarked in the state budget for special initiatives,many of which are efforts to address longterm
problems that require long-term commitments. Sometimes these initiatives seem sporadic or decided on an ad hoc basis. The annual
financial report to citizens on funding for education should track these initiatives and thereby stress the importance of staying the
course on planned, longterm programs.



THE CHALLENGE

During the 1980s, Southern Regional Education Board states led the nation in educational reform

In 1990 these states lea :. the nation in setting specific goals for results the) expect from their
educational reforms.

SREB's Educational Benchmarks, 1990 is a first attempt to focus attention and spark questions about

w here we now stand on important educational goals Rotting goals means determining if our cduu-
tional programs are on track and if they are being supported adequately SREB's Benchmarks. 1990

shows that much remains to be done to develop the information needed to measure progress

Man) of toda) 's educational information s) stems were not designed to answer file questions of the

1990s. Our present systems tell us how many first-graders there are, but not how man) children arc
"ready" for the first grade. We don't know how many "at risk- preschool children we have or how
man) of them are in preschool programs. We know how nun) twelfth-graders w c have, but not how
many students drop out of school before graduating. We know that students w ho complete a "general"
curriculum in high school are "generally unprepared" for the workplace or a college classroom, but

we know surprisingly little about which courses and curricula high school students actuall) take We
know, for example, that a student who is going to college should ha e completed Algebra 1 b) grade

10, but we do not know how many students actually have.

States are at different stages in implementing better information systems. t ntil better information
systems are in place. states may have impressive goals. but poor means of know ing if progress is being

made. Not all of the actions taken to improve eduLation will work. When performance is measured
and alternative actions evaluated, states will save dollars and time.

How can a state know if it has the information systems for gathering and anal) zing what is reouired
for measuring progress toward its educational goals? One wa) to know is to ask these questions

Is ..- oltc able to follow dents from kindergarten through grade 12? Into and throup post-
seconoar) ,ducation? Into the military or first job?

;I Does your state know how many high school students in each gra& h.nc completed critkal Lourses

or examinations? Can your state organize this information and report regularly on .t l! adents

their levels of achievement? Can the information be reported b) raceethnicit)? Gender? For students

"at-risk"?

Is your state working with others to develop common definitions of "dropout"? "Vocational Lom-
*ter'? "Graduate'? Is )'our state participating in the national effort to define and g.der comparable

state data on school dropouts?

Is your state planning to participate in the National Assessment of Educational Progress trial state

assessment in reading and mathematics in 1992?

Do the colleges and universities in your state regularl) report to schools on how their high school
graduates perform in college? Do the colleges and schools work together in using this infornution

to improw school curricula and teaching methods? Is this feedback system evaluated regularl)

Can the public colleges and universities follow student progress from admission to graduation. in

eluding if the student transfers from one state-supported institution to another? Is this informatioil
available by gender, race/ethnicity, and by the mix of high school comes taken before college?

Is the state higher education agenc) collecting and anal) zing information on college student reten-

tion and graduation rates? Are common definitions used by the public colleges and unn asides?
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Art the public postsecondart institutions periodicallt assessing students at critical points in their
colkgiate experience% Do these assessments include information that w ill help to judge institutional
effectiveness%

Do schools and colleges routinelt conduct follow -up studies of samples of studenb w ho graduate
and those t :lo do not to determine what students are doing after tho leave the institutions?

Are the teachers and facultt with high performance et aluations slat ing in the classrooms of t our
state as long as other teachers and faculty?

Does the state produce a clear, concise report to the public each t ear on education's share of the
dollars appropriated bt the state and w 'nether that share is increasing, decreasing, or remaiaing the
same?

Most of these questions have to do with the performance of students. States need information to
follow students through the educational system and monitor their achievement.

Providing the information that leaders in educatien and government need to measure progress in
meeting educational go...l.s will have a cost. How much new money depends oa where a state is now
w ith its information system. 7., here it can make trade-offs, and how it can use new technology to gather
;tad analyze Gmation There are ways to reduce the costs. T Thnology and resource sharing among
states are mu ways.

The hour glass on the 1990s has already been turned. The time available in thiscentury to prepare
students for the next one is certain and is limited. Our ability to measure educational progress and
establish benchmarks to guide us depends largely on decisions yet to be made.
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