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5.51

4.25
4.63
r.74

3.02
3.84
2;n
3.17

4.29

3.64
2.t7
r.85

'93 -'94
Rate Number.

220
185

64
53

38

215

!s0
r 158

66
l9

t4
47
4

251

123
l3
39

t75

4.68

3.34
2.85
4.50

1.75

2.53

4.52
3.62
4.31

1.42

2.58

r.14
3.30

2.73
4.29

t.76

'92-'93
Rate Number

s.86
3.38

212
43

39

zt5

1049
57

l8
64

168

r30

9
259

40

38

43

r10
r04

7

3.83
1.93

3.3t

4.56

3.77
1.33

3.03

2.00

3.89
3.40

2.66
3.s3

4.34

4.65
2.33

'9t -'92
Rate Number

3.72
2.87

1.55

35

44

t09

26t
r64

t2
64

125

167

1028

45

t5

2t2

22
49

8

142
t2l

7

32

s.59
3.0s
1.54

3.62

3.07

6.00

t.73

5.16
3.71

3.08
0.86

t. r3

3.52

2.62
2.59
2.35

4.71

3.31

1.49

3.47

'90 -'91
Rate Number

47

333

3t2
37

60

t50

t29

t7l
tt42

66
34

79

248

39

70
5

200
138

8

55

7.00
5.79
1.65

3.80

2.90

6.83

2.04

5.1 3

4.12
4.52
2.52

5.65

4.t2

4.76
3.64
r.56

6.53

3.67

t.72
6.09

'89 -'90
Rate Number

397

47
52

90

t73

359

1385
56
28
83

260

180

59
6

96

t9
40

55

164

179

7.20

7.13

2.01

4.03

3.99

4.22

?.7s

5.18
4.97
3.91

2.M

6.6r

4.32

6.61

2.97
t.7 t

'88 -'89
Rate Number

5. r6
4.69

3.96
4.49

'97 -'98
Rate Number

97

l4
l9

51

66

l3
213

r38
1079

62
l8
79

322

237

309

46
47

62





r ,.. _ f.

S o:ltsn
R€drìd
E dJcolio
Bød

SREB Middle Grades -
High School

lmprovement Efforts

lmplications for
lncreasing High School

Completion Rates
to

E0% ofstudents (15
94% ofstud.rts (12

to 70% ofshrdenls (13
to 75% ofshrdenls (U

corpdery
Afi.nd.M

!- 18

I -Ag.18
2- Ags17

I
I

I

Middle Grades -
High School
Transition

Grades 7 through 10

Goals of Middle Grades -
High School Transition

r Leave grade eight ready for college-prep
Algebra and English.

r Pass n¡nth-grade courses.
r Gomplete Algebra l, geometry, two-years

college-prep English by end of grade 10.

r Pass state exams.
¡ Attend school regularly.

Number of Credits Earned in
Ninth Grade

North Clrollna

School!

Three credlts or fewer 260/o

Four credlts 2

Five or more credlts 72

l.letwork

School¡

4"/c

4

92

When a High Percentage
of Your Students Fail:

What to Do.

I



Soclal

/**\
Falllng

Students
Falllng

Students

Retentlon

Retained students -
¡ Do less well than similar low-

performing students who are
promoted.

rAre 30€5% more likely to droP out.

"The research evidence is absolutely
one-sided in finding negative effects
from flunking students."

Alternatives to Failure

' Early ldentificat¡on ill
Extra time Extra heln

. After school . Ft€quent assessment

. Saturdays . Tutorlng
¡ Summer school . Small group lnstructlon
. Modltled ¡ Reteach

schedule

Percentage of Ninth-grade Students
Earning a D or an F in English Courses

by Reading Achievement Quartile at
End of Grade Eight

Ouartlles
Low25% 2 3 foq25%

College-pr€p Engllsh I
Number 62 f19 179 326
Perc€nt 231o 16o/" l0"/c 49c/o

Lower{svel Engllsh I
Numbêr ¡188 ¿165

Percont ql"h 31o/.

8ou@: 2OOl ¡¡htltrO tllddl.8..d- wo* ro,a*r, st*,

419 297
25c/o 8o/.

Percentage of Ninth-grade Students
Earning a D or an F in Mathematics

Gourses by Mathematics Achlevement
Quartlle at End of Grade Eight

Ouarllles

Low25c,6 2 3 1o925'/o

Collego-prep Mathematlc!
Number 142 239 384 513
Percent 46ch 31o/c 16"h Y/o

Lower-level MathematlcE
Number 421 336 239 120
Percent 42o/c 37% 25Yo 16Yc

8ourc.: 20ol Mlklng Lllddl. Or.d- wotk Folld-UP sll¡dy

Soclal IPromotlon

WFalllng
Extra Tlme wlth

Tårgeted
lntêrventlons

Fetention
(@
ï
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Action for lmproving
Middle Grades - High School

Transition
r Gear-up grades seven and elght
r Summer program between grades elght and

nlne
f Catch-up stratêgles grade nlne
r Support classes
r Mlddle grades and hlgh echool teachers

work¡ng togethel
r Requ¡re mlddle grades teachers to have a

malor or a mlnor ln thelr teachlng fleld

1. States Set Goal of
85"/o of Students to

Meet College Prep or
Tech Prep Graduation

Requirements

Percent of Students Gompleting
AIlThree Academic Areas and
Percent Completing Each Area

1m
0o

80

70

to
5(t

¡10

30

m
Mrlhlmüc Sd.n6 Engllth Alllhn

AË

The Amount of Gertain Literacy
Experiences Across the

Curriculum and Average Reading
Score

Averagefieading

Little literacy experience

Moderate llteracy experience

lntensive literacy experience

276

284

294

3

Tech Prep-Recommended
Curriculum

r 4 crêd¡ts in college-preparatory/honors
English

r At least 3 mathemat¡cs credlts - Algebra I

and higher

r 3 cred¡ts in science, including 2 at the
college-prep level

r 4 credits in a planned sequence of career

and technical studies

Students Meeting HSTW
Performance Goals in North

Carolina Compared to All States
North All

Carollna Sltog
North Network
Carollna Afrlcan-
Afrlcan- Arn€flcan
Amorlcrn Av€. Score
Avo. Scor€

Read¡ng

Mathematlcs

Sclence

620h

70

6tt

51'/o

61

56

276

296

284

265

287

273



rl-\ r- i:,

Sditsn
R€olsd
EdJcoildì
Bød

2. lncrease
Opportunities for
Quality Vocational

Studies

State Actions for lncreasing
Opportunities for Quality

Career Studies
Maklng the Senlor Year Gount

r Strengthen area vocational centers
r Create "choice" technical high schools
r Develop career academies
r Use dual-enrollment courses
r Locate high school programs on

postsecondary campuses

State Actions for lncreasing
Opportun ities for Quality

Career Studies
Maklng the Senlor Year Count

r Create a charter technlcal hlgh achool

r Create a vlrtual technlcal hlgh school

r Strengthen work-based leamlng

r Fund new types of careerltechnlcal courses

¡ End the general track

': rl-.i. ; iFr.

SqJfsn
R€dmd
EcLElcn
B€d

3. Increas¡ng
Accountability
for Learn¡ng

Through
Career/Technical

Studies

What Should States
Expect Students to Learn Through

CareerÆechnical Studies?

I Read, understand and communlcate in
the language of a career field

¡ Use mathematical skills, reasoning and
understanding

I Understand technical concepts,
principles and procedures

r use bas¡c technology

lmpact on Student Achievement of
CareerÆechnical Courses that lntegrate

Academic Gontent and Skills

s9tW
7t*
@*
50t6
¡10t6

lof
,,l'iÉ
t0t6
0t6

AcarLm¡ca wrlt
lnt grÍ.d

Laaû lntendw
æad.mlc

lnt.gr¡tlon

Acadamlca wcl!
not lntagntsd

¡ Rrdlno ¡ Mrth.mtlca tr Sdsnca
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How Are States Assesslng
Student Achievement Through

Career/Technical Studies?

rThirteen HSIWstates have an

assessment effort
r Eight have state'developed exams

rTwo use commercial exams

I Others have adoPted industry
certification exams

4. Rethinking
What Vocational
Teachers Need to

Know and Do

What Gan States Do to
lmprove the Process?

rDevelop modern standards
for career/technical teachers.

What Can States Do to Assess
Student Learning?

rMake the exams count

rUse a combined strategY of

adopting and develoPing exams

What are shortcomings
of the Present sYstem?

r Many careerltechnical teachêrs lack an

adequate academic foundatlon.
r Some teachers do not have breadth and

depth of technical knowledge.
r Most teachers are not prepared to

lntegrate careerltechnical and academic
content to advance achievement.

5. DeveloP Policies That
Require Schools to Provide

Early and Continuing Guidance
and Advisement Assistance to

Students and Their Parents
about Setting Post'High

School Goals, Taking the Right
Courses and Making Full Use

of the Senior Year.
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lmpact of Strong Guidance on Completing
the HSfW-Recommended Curriculum

120

rql

0
dt

40

20

0
Enellú Mdhmü6 Sdrn€

Academic Gore and a
Concentration Matter

Make the Senior Year Count

ch

7
z2

3
60

Reading
Mean

Meth
Mean

Science
Mêan

Math/rclence
Academlc colg
Baalc collegg prcp
Career locus/only
No academlc core/
no caf€gr

307*
281'
n2'
n3'

333*
302'
298*
291

325'
288
291
278

263241 287
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Slide 1

Slide 2

North Carolina Dropouts:
Defining the Problem

National and Regional Trends

- No significant improvement

- Changing demographics

- Remediation rates

Methods of Measure

- Graduation rates

- Disaggregation

SREB

Southcnl
RcÊrorlrl
Educatiorì

Borud

The National Marketplace

1950

. Professional-20Vo

. Skilled - 207o

. Unskilled - 60To

2000

. Professional-20Vo

. Skilled - 65Vo

. Unskilled - l5Vo





Slide 3

Slide 4

The Marketplace (continued)

. NC Manufacturing

- 2nd nationally in "value-added"

- 43rd in wages

. Engineering

2000 US graduates - 83,000

2000 work visas - 150,000

SREB

Soudrcrrr
Regioral
Þducatiorr
Bo¡rd

. Those who repeat at least one grade

. Singleparenllow income

. Siblings who dropped out

. Hispanic

. o; fl^at-çdt t"e +
c¡rr¡ {er}a

Who Drops Out?

SREB

Southenr

Regioual

Educxtion
Bord
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Slide 5

Slide 6

Compulsory Attendance - 18

I mple me nt effe ctiv e økernøtiv e s

. GED - improved but not
"equivalent" - adult literacy

. Technical high school centers

. Community colleges

. Concurrentenrollment

. Truancy reform - courts

SREB

Southç¡r
Regional
Educrtiol
Borrd

Transform High Schools and

Middle Schools

. Eliminate "multiple üacks" of
diplomas

. Eliminate lowlevel coursework

. Süengthen the senior year

. Exha "prep" year for those behind

. Effective advising for parents and

students

AOô.^U +""r 'r?*lt.flta-'{t"cfr" tt /,ypr^a¿ la +t'





Slide 7

Slide 8

" Comprehe nsíve" approac h
. Consistent with standards - and end-

of-course testing
. Eliminate the graduation "exam"
. Phased in over time
. Fully integrated with accountability
. Firm and accurate definitions
. State-level student information
. Early identification

State Actions

SREB

Soutlrrrr
Rc¡ionrl
tclucJtrol
Boud

State Actions (continued)

. Challenging vocational courses

. Fund alternatives

. Set achievable goals - 67o

. Rewards and sanctions

' Drivers licensdwork permits

SRËB

Southenl

Regiolal
Educrtioil
Bord

-qy?,





" C ompr e h ensiv e " øpp r o øc h

. Alignment with with standards and

end-of-course and end-of-program
testing

. Eliminate the graduation "examo'

. Phased in over time

. Fully integrated with ABCs -
including proper "weighting" of
dropout trends

. Firm and accurate definitions

State Actions

SREB

Southcln
lle riotrr I

l:tlttcltti rrtt

[]oartl

State Actions (continued)

. Early identification

. Challenging vocational courses

. Fund alternatives

. Set achievable graduation rate goals -

94%
. Rewards and sanctions

. Drivers license/work permits

. State-level student information
SREB

St rrrl llcltt
lìcs it tn¡ I

l'tìtteltt iott

llorrt tl
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Teachers face tougher tæk
than public undõrstands

had 140 students; about 20 could
be expected to ignore the assign-
ment.).At 20 mi-nutes per paper,
that's about 40 hours of work. ¡ven

ByJoseph Reynolds

When I announced that I was
leaving a successful 25-year career
as an attorney to teach high school
history, some said I was crazv.
Others said they dreamed of doing
the same someday.

I remembered teachers who in-
fluenced. m.y fife, and I hoped I
could help. As ifturned out,l didnt
last. Br¡t I lea¡ned in the process
that the public hæ a grolsly in-
accurate picture ofteacñing, ánd if
we want to get and keep good
[eacners, we need to make some

a quiz that takes a minute to grade
eats up two hours. Think about a
test with essay questions.

> D¡d I mention the adminis-
trative tasks? There! attendance
and papenivork, the individual edu-
cation plans, the team, department
and faculty meetings, anci so forth.
It is simply not posiible for teachers
to accomplish allof the tasks we ask
of them. lt drives me crazy to hear
people say, 'Those who can, do;
those who can t, teach."practical changes.

First, the public's misnercention.
As former Students. we all'have
firsthand knowledge of the educa-
tron system. So we think we're ex-
perts on good teaching.
Iike thinking that becauie
how to eat. we can cook.

Teachers are retiring, and new
ones.are needed. ¡f we want to get
and keep good teachers, we ne"ed
to acknowledge the workload and
find creative ways to help novices:

> [Ise the knowledÈe of suc-
cessful veteran teacheis. Schools

We also tend to see teaching as a
cushy job. Teachers can so hoñre in
the middle of the afternõon and re-
ceive generop.s q¡rye otr, including
summers and holidavs.

ln reality, the demänds of teach-
ing are daunting, especially for a
new teacher:

But that's
weknow

had to provide accommodations
for kids
physical
classrooms where cultural and so-

need to
teachers
sources created by
teachers. Find those

veteran would

find ways to provide new
with access to the vast re-

experienced
model teach-

make $69,734.
the additional

> IGeping up to date is a chal-
lenge. Even though I have a mas-
ter's in history and read a lot, this
took a great deal of time. Teachers'

Çays may look short - and, in fact,
for some, they may be short - but
for the good ones, simply keeping
in step with the latest'khowlédgé
eats countless hours outside tñe

ers and have them share their cre-
ative teaching methods and the
leaching tools they developed.
Some mentoring is done now but
expand it by giving mentors the
compensated time to teach new
teachers.

> Þpect less of new teachers.
I know that sounds objectionable,
but new teachers are paid less.

Sith my master's {the la'w degree
didn't count), I made $34,069.,{20-

classroom. teachers need
> One size doesn't fit all. I had time to build the materialand skills

to create lessons for students who necessary
them build

to be successful. Let
a full workload

year
New

learn in different wavs and start
from different backgrõunds. There
are seven or eight different styles of
learning. Not ðvery one can listen
and learn or look and learn. I also

over time. I have big cases as

up to
didn't

a first-yearlawyer.
> Give them the

same path someday. If we can help
these new teachers succeed, not
only will they gain from the experi-
ence, but so will our children.

with special needs, both
and emotional, in diverse

new teachers get the
ment and facilities;

tools to suc-
ceed. Too often, the most JUnlor

worst equip-
many don't

even have a home classroom in

cial backgrounds varied widelv.
> There's more to it ihan

which to organize their lessons. Yet
of all instructors, they need the
most and are the least able to adapt
successfully.

Although my teaching tenure
was brie[ I hope what I learned
from the experience can help
others who choose to follow the

teaching from te-xtbooks. I was
expected to maintain order and
teach ethics, critical thinking, writ-
ing and manners - as well ai teach
during unexpected crises such as
9/1 1. I was also expected to control
gum chewing and talking.

> Conditions are challenging.
All of this was to be done in a ðlasl-
room with 26-29 kids. Oh, yes; the
classroom was not in a building but
in a "learning cottage" (trailer).

> Grading absorbs free time. If
I assigned mv students a DaDer to
write, I had tô grade 120 Éaders. (t

After a half year of \ -hour days as
a teache¡ Joseph Reynolds renimed
tg the.lgy frrm of llixgn Peabo dy tlp
He stíll hopes to find a less lifií-con-
sumingway to be ateacher.





March 13,2002
Gretchen M. Bataille, Senior Vice President for Academic Affairs
University of North Carolina

House Bíll 1246-Interim Report

House Bill1246 directed the Board of Governors to work with the State Board of

Education and the State Board of Community Colleges to study the measures used for

admissions, placement, and advanced placement decisions by the University of North

Carolina. This presentation is in response to the requirement that we provide an interim

report. 'We have submitted a written report, and you have a copy. This morning I would

like to provide a state and national context for the study.

The committee established to study this issue has met twice and will meet again

on March 14 (tomorrow). Committee members were selected for their knowledge of the

issues and their role in the current process that leads to admission to the constituent

institutions of the University of North Carolina. Dr. Bobby Kano¡ Associate Vice

President for Academic AfÊairs and¡esponsible for access and outreach, chairs the

committee and is with me here today. Dr. Kanoy is responsible for CFNC, Pathways,

GEAR-UP, and the Transfer Advisory Committee and meets regularly with the sixteen

admissions directors and enrollment managers. Other committee mernbers are

responsible for data collection for UNC, the Community Colleges, and DPI; understand

assessment; or are directly involved at the campus level. Two members are responsible

for enrollment planning and admissions and are from NCSU and NCA&TSU.

This group is currently in the process of determining what data are already

available within our respective systems, studying how to ¿tssoss these data, and studying

what is being done elsewhere that can assist them in the study.
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Here is some of what the committee has determined regarding the IINC process.

LINC currently uses GPA (Grade Point Average) in high school, weighted GPA (Grade

Point Average adjusted to account for honors, AP, and IB courses), class rank, courses

taken, SAT scores, ACT scores (as an additional measure if submitted), interviews,

essays (required by three universities and optional elsewhere), MCR (Minimum Course

Requirements), portfoiios Q.ICSA) and auditions (NCSA). In addition, every campus

accommodates those students who need exceptions because of non-public school

attendance or home schooling. The Committee is collecting all of the details of these

requirements as a place to begin assessing the formulas and instruments used for

placement. At the same time, DPI is determining what data sets are available on end-of-

course and end-of-grade tests. In the area ofplacement, the committee is collecting

information on the estabiished minimum scores for AP and IB tests for students to

receive college credit. These scores are established by the faculty at each institution

based on the expectations for content mastered in equivalent university courses.

Placement for remediation is another aspect of the study, and the campuses are providing

information on the measursment tools being used. It is significant that the percent of

students needing remediation has declined since the 1990 MCR requirements went into

place and we expect from previous data that the new MCR and the accompanying

realignment in the high school curriculum will have a further positive effect in this area.

Let's turn now to the national context. The debate about the use of SAT scores in

college admissions decisions has shifted. For the past 20 years critics have maintained

that the test discriminated against female and minority students. ln response, the College

Board has sponsored several studies that showed the test over predicts college
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performance of black and Hispanic students. However, the current debate is focused on

the use of the SAT to measure students'ability to learn. While the College Board has

tried to distance the SAT from the IQ test genre, the perception remains that it is a

measure of intelligence, not a mastery of leaming. Critics argue that if college entrance

exams were more closely tied to the high school curriculum, students would have a clear

idea of what standards they must meet, and high schools could more easily be held

accountable when students fail.

During the 1940s, the University of California (UC) was the first major public

system of higher education to require the test. Ironically, last February, UC President

Richard C. Atkinson recommended that the nine-campus, 170,000 student system

become the first public system with competitive admissions to drop the requirement that

applicants take the SAT. lnstead, Atkinson proposed that the university should use tests

that assess students'mastery of core subject content rather than evaluating students on

undefined measures of aptitude or inlelligence. Atkinson called for the development of

new standardized tests that are more closely linked to the high school curriculum; in the

interim UC would continue to use the SAT II achievement tests. The proposal continues

to be under review and no changes in UC's existing test requirements will be

implemented for students applying for fall 2002 admission.

Yesterday, March 12, a new chapter was added to the UC saga. A faculty

committee presented a proposal to the Board of Regents to eliminate the use of the SAT

by 2006. In its place, the committee suggested a new three-hour core exam that would be

based on a college-preparatory high school curriculum. The ex¿tm would include a
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writing test as well as subject exams. This proposal will continue to be discussed by the

Regents with the expectation that there will be a vote in July.

Many large public universities, which have historically made admissions

decisions based on a formula rather than a subjective reading of each application, have

preserved enrollments of black and Hispanic students by giving them an expiicit bonus in

the process. However, in several high-profile legal decisions (inciuding a ruling by a

federal appeals court that struck down the admissions process at the University of

Georgia) these preferences have been successflrlly challenged as unconstitutional by

white students who were denied admission. As a result, many believe that colleges will

move to a more holistic set of criteria that recognize awider range of achievement, such

as leadership and overcoming adversity. ln fact, the Board of Regents at the University

of California will soon consider whether to establish such a r..rí.*. If adopted, the

"Comprehensive Review" would require admissions officers at the systern's campuses to

evaluate every student on a broad æpy of criteria, including initiative and hardship.

UNC-Chapel Hill, and Virginia officials have been reading every admissions folder for

decades, and Berkeley admissions personnel started reading all applications last year.

Recently, this approach has been challenged by critics of every race who argue that

college admission should not be based on having had a dysfunctional childhood or

difficult family life.

In the late 1990s, some states facing bans on affirmative action have sought ways

to ensure their public campuses remained racially diverse. Caiifornia, Florida, and Texas

now automatically admit large numbers of students based solely on class rank, essentially

making SAT scores irrelevant. Texas'public colleges began guaranteeing spots for the
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top l0 percent of the state's high school classes in 1997, and California and Florida

followed in 1999, holding seats for the top 4 percent and20 percent, respectively. The

policies take advantage of the many high schools that are predominantly black or

Hispanic. The University of Texas at Austin is now considering whether the SAT is even

worth requiring for the half of the freshman class not in the state's 10 percent policy.

These approaches are also being challenged.

College officials elsewhere expect legislation similar to the North Carolina

legislative mandate to study the use of the SAT in admissions decisions, and a number of

studies are currently underway. For example, The Association of American Universities,

a group ofresearch institutions, is coordinating a project, sponsored by thirteen research

universities, to help states design better tests by agreeing on a set of skills needed by

freshmen at their institutions. In addition, a data base of current state tests witi Ue created

so that colleges can comp¿¡re scores on tests in different states if they choose to use them

in admissions decisions. Furthermore, thirteen top colleges, including Harvard

University, the Massachusetts lnstitute of Technolog¡ and the University of Michigan at

Ann Arbor, are participating in a study to determine if state exams already given to high-

school students maybe used to replace the SAT in college admissions.

In states with high school exit examinations or end-of-course tests, such as North

Carolin4 the ability to use such records is also being examined. It is fair to say that

North Carolina is in the forefront in many ways. Our public schools have used testing

longer than other states, but last year's entering freshman class was the first to have three

consecutive years of end-of-course exams. We recognizethe difficulties of ensuring

across-the-board quality and consistency and must ensure that the measures are
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predictable of success. Equally important is that whatever combination of predictors are

used, they must result in equitable and fair treatment of all students. Our goal must be to

use admissions criteria that expand access and not to restrict access to LINC campuses.

This study will provide us with an inventory of what data are available and will

lead to meaningfirl examination and potential change in the process used to determine

admission requirements.

The final report is due December 2003.
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Using Industry Certification Exams to Assess Learning in High

Schools Career and Technical Studies: Virginia's þproach

The State Board of
Education in Virginia has

approved 63 industry cerdfica-

tion exams for more thn75 dif'
ferent qrreer and technical educa-

tion courses and/or course corn-

binations. These approved indus-

try certification exams can be

used for awarding student-

selected verified credit, and they

can be used for earning a cireer

and technical educadon seal on

students' high school diplomas.

Students in Virginia earn two

rypes of credit during high
school. Standard credit is based

on a minimum of 140 clock

hours of insuuctions and success-

fi.rl completion of the course.

Verified credit is based on stan-

dard credit plus a passing score

on the end-of-course standards of
learning tests or other board-

approved substitute tests. To be

eligible for the standard diploma,

students must earn six verified

credits, and one of those credits

can be earned in a career and

technical concentration or sPe-

cialization by passing an industry
cerdfication exam approved by

the state board. For Virginia's

adr¡anced studies diploma, stu-

dents must earn nine verified

credits, and again, one of those

verified credits in a career and

technical course may be earned

by passing an industry cerdfica-

tion exam approved by the state

board.

For studen$ to earn verified

credit in career and technical

education they must

I be eligible for a standard or

advanced studies diploma;

r successfully complete a

course sequence tJrat prepares

for a board-approved indus-

try certification or state

licensing exam; and

r successfully complete the test

required by the certified or
licensed agent.

The Virginia State Board of
Education has created nvo diplo-
ma seals of achievement. One is a

cÍrreer and technical education

seal, and the other is an advanced

mathematics and technology seal.

For studen$ to earn a career and

technical education seal, they

mu$ meet the following require-

ments:

r fulfill requirements for either

a standard or advanced diplo-
ma;

r complete a prescribed

sequence of courses in a
cÍueer and technical educa-

don concentration or special-

ization; and

I maintain a B or better grade

in CTE courses, pass a board

approved industry cerdfica-

don exam, or acquire a pro-

fessional license in a CTE
field.

For career and technical stu-

dents to earn an advanced

mathematics and technology seal,

they must fulfill the requiremenm

for either a standard or an

advanced diploma and

r satisfr all mathematics

requirements for the

advanced studies diploma

with a B average or better

and pass an exam that con-

fers board-approved industry

certification in information

technology, or

r pass a board-approved cxam

that confers collegeJwel

credit in a technology or

computer science area.

In identifying the approved

industry certification exams, the

state approved only those orams

that meet the following criteria:

r They are standardized and

graded independent of the

school in which the test is

given.

r They are knowledge-based, as

opposed to performance-

based. ..

I They are administered on a

multistate or international

basis.

r They must be in a career and

technical education concen-

ffation or specialization that

confers certification from a



recognized industry uade or
professional association.

Studenrs who seek verified
credit based on completing a

career and technical sequence

through an industry certification
exâm must be enrolled in a career

and technical program in which
tåe teacher has been certified by
the industry. To provide more
career and technical programs
and give teachers the opportuniry
to meet indusrry cerdfication
standards, rhe Virginia
Departmenr of Education has

provided more than $330,000 ro
be matched by local funds. One
hundred and sixty-one matching
grants have been awarded to 49
of dre statet 134 school divisions
and to four of nine regional
career and technical cenrers.

The state of Virginia believes

the industry certific¿tion exams

offer several benefia to students:

I evidence that the student has

completed advanced educa-
tional preparation,

r increased job opportunides
for advancement in a cÍueer

pathwa¡ and

r increased selÊconfidence and
selÊworth for students
because they have obtained a

standard recognized by
industry professional or trade
associations

Virginia believes that the
industry certificadon exams also

have several benefits ro the
Commonwealth of Virginia.

They provide tangible evidence
to currenr employers as well as to
potential employers tlat the stare

has a competitive; highly skilled
workforce. They provide a foun-
dation for greater industry sup-
port for rhose programs that link
solid academic studies with a

câreer focus.

A major shortcoming of the
industry cenification exam is that
only 22 percenr ofVirginia stu-
denm are enrolled. in courses wit}r
the potential for industry certifi-
cation, and presentl¡ srudents

completing such programs rake
the exam at their own choosing.
The present policies do not result
in the certification exams being
used as an accounrabiliry tool to
determine the effecdveness of a
schoolt career and technical pro-
gram in a given area. At presenr,

722 career and technical teachers
out of more than 8,000 are either
working towards getting their
program and themselves indusrry
certified, or they have met the
industry cerdfi cation require-
ments. This leaves 78 percent of
career and technical studenm in
2000-2001 who were enrolled in
high school career and technical
programs where an industry cer-
tification does not exist.

rill¡hat does Virginia plan to
do to require all programs ro
eventually meet industry certifi,
cation standards and to have
teachers who have been certified
based on industry or some other
acceptable rype of certification
orams. \Vhen will the srare even-

tually discontinue programs that
fail to meer industry certification
and who have teachers who have

not passed industry cerdfying
exams or orher acceptable alter-
natives? To address both of these

issues, Virginia will continue to
offer incentive gran6 to local
school divisions ro ger teachers

and r"heir programs cemified in
approved industry cerdfications.
The state will also conrinue ro
push the career and technical
seals of achievement on diplo-
mas. The Virginia Association of
Career and Technical Educators
is promoting legisladon that pro-
vides state tests in ca¡eer and
technical education for those
areas where industry cenific¿don
does not exist. Ideall¡ the Board
of Education will require indus-
rry certification or rhe stare æsm,

but the currenr policies have only
been effect for a short period.
There is not yet sufficient data to
warrant such a requirement at
this time.

Attached to this report is a
list of rhe certification and licens-
ing exams approved for the stu-
den$' selecdve verification c:ueer
of choice, Seprember 5,2001.
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A Strategy for Using Web-based Career and

Technical Courses Offered afeomrtrnity/
Technical Coll,eges in SREB States

Finding $¡eys ro maximize and share resources 1o-provide s¡udents increased access to qualiry

career/technical studies is an impornnt goal. One of the problems many high s-cho9l

careerltechnical studies srudents encounier is limited access to a broad range of qualiry courses.

Studenrs often musr choose from limited available local options and may be forced to choose

courses thar are nor rheir first choice simply to fill thelr course schedule. One approach to

orpanding studenr options and to providing increased access to a variety of courses is to tap the

gråwirrg ñu-b.r of .oorr., available via the \Øeb. Offering suitable rüØeb-based courses would

[r""dyË*p"ttd student eccess to qualiry career/technical sudies in ways that may be cost effective

for both the course provider and the student.

A possible vehicle exists rhat can provide eccess to su-ch o-pdons: SREB's Elecronic Campus.

In reseaiching l$Øeb-based career and technical courses offered throughthe Elecrr-onic Campus,

SREB found-37 career concenrrations that could possibly be made available to high school

sruden¡5 rhrough special arrangements with career/technical colleges. These 37 careet

concenrrario"Jh"* b.en org"iiz.d around rhe l6 U.S. Department of Education career clusters

(see listing on next page).

Each concentrarion is made up of four suggested courses and wo related courses found on

the conimuniry and technical coilãge list of available'$üeb courses for SREB's Electronic C-ampus

as of Septembér 2001 . Additiond ãourses have been included from Piedmont Technical Cgllege

(South ärofina) and from Georgia's Virtual Technical College, both of which were available as

of October 2001. Many of the cã.rrses are offered by several ãf the community and technical

colleges across SREB's 16 member states.

Does SREB's Electronic Campus, working with its particþating t$'o-y.ear institutions,

provide a realisdc opponuniry ro expand,student o-ptions? IØetelieve so, but a number of
äondidons 

"r. 
r."d"å ro effeåtively use \Øeb-baseðcourses for high school students. rü7hile the

following list is nor exhausdve, ir áoes suggests the typgoltfrifip n¡ede$ to determine if Veb-

ba".d coirs.s, such as those lisred here, have potential for high school students'

r A responsible faciliating teacher would be needed for'$Øeb-based instruction to

o assisr srudents, check their work and keep them on schedule in terms of course

completion;
o supplement'$Øeb-based instructio" *i+ opponunities for students to connect course

.oti.ttt with real-world rasks and problems;

. arrange for studenr inrernships wirh local employers to provide orperiences aligned to the
'$Øeb-based course contenr; and

o assisr srudenrs in designing a hands-on project that requires them to apply what rhey are

- learning in the 
"o,t*Jro 

atrual real-world problems/experiences.

r Srudents wÃo parricipate in'\üíeb-based instrucrion would need a sufficient level of academic

achievement *d 
"o-po..r 

literacy, and there would need to be a rystem for measuring this

achievement.
. A sysrem for measuring course quality would also be needed, along Y$ established

adÁinistrariu. pro""d,ir." *d *h"r.t.r additional locel resources might be needed.

Much work needs to be done before the courses listed are deemed suitable for high school

studenrs. Even rnore work is needed to determine if these and other courses could form the basis

of a Virtual Technical High School.

For any srates inrerested in exploring such opti_ons, S|EB it willing to convene a study group

for this p,rrpor", along with state career/technical coordinators'



Career Concentrations

1) Agriculture and Natural Resou¡ces

a) Environmental ScicncefVater
Conservation
I Energy in the Natural Environment
r \Øater Resource TechnologY

' '\fater Purification
¡ 'Wastewater Treatment and Plant

Operadon
(t) Sanitaqy and Biological Chemistry I
(2) Ftuid Mechanics and Hydraulics

b) TurfManagement
r ConcePts ofTurf Management
¡ Pest Management
¡ Horticulrure Science
I Nurserl Production

(1) Environmentel Microbiology
(2) PrinciPles ofMarketing

c) Forestry
./ . General Botany

¡ Forest Safery and Orientation

' Inroducdon to Fire Science
. Introduction to Hardwood Grading

(l) PrinciPles of GeograPhY and

Conservadon
(2) Dendrolog¡r

2) Architecture qnd C,onstruction
.) Construction OccuPations

¡ Blueprint Reading
¡ Direct Curent Circuits I Online

' Alternating Cuuent Circuia I Online
. OccuPationdSafery/Engineering

(1) Introducion to Engineering
(2) Fluid Mechanics and HYdraulic

3) Arts, Audio/Video Technology and

Communications
a) Oral and 1'"1"çsÍun'nications

' Cornmunications I
r Fundamentals of Oral Communication

. ¡ Introduction to Theater
. Introduction to Broadcasting

(1) Introduction to Mass

Communication
(2) Advertising

7b) Graphics and Telecommunic¿tions{ r Communications I
' TechnicalCornmunicetions
. '\ùíridng foi MagPzines
. Adverrising

(1) Multimedia Production
(2) Introducion to Mass

Communication

4) Business and Administration
a) Human Resources Administrator

' Human Resources Manager
t Principles of Management

' OrganizationalBehavior

' APPlied Management PrinciPles
(1) Business I'aw
(2) Business Organizadons

b) FinancialAnal¡nt
I Money and Banking

' Business Statistics
. Financial Accounring
r Income Taxation

(1) Business [^aw
(2) Auditing

c) Accountant
t Introduction to Business
. Principles of Accounting

' Business Statistics
¡ Cost Accounting

(1) Business law
(2) Auditing

d) EntrePreneur
. PrinciplesofMarkedng
r Entrepreneurship
. Customer Service PrinciPles

' Advertising and Sales Promorion
(l) Business Ethics

izi s-¡l Business Management

") International Trade Manager

' BusinessC-ommunications

' Introduction to International Business

' Business I¿w

' PrinciPles of E-Commerce
(l) AÞplied Management Principles
(2) International Relations

5) Education and Training

") Teacher

' Introduction to Education

' Introducdon to Child DeveloPment

' Fundamentals of Oral Communication
. Curriculum Planning

(l) LibrarY Skills and Research

(2) Special ToPics in Education

6) Finance

- a) Banhing and Fina¡rce

l/ . Inrroduction to Business

' Money and Banking

' PrinciPles of Accounting

' Business L¿w
(l) E-Business SecuritY
(2) Auditing

Ì
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b) Financial Planning

' Financial Accounting

' Customer Service PrinciPles

' FinancialManagernent
':! ¡ Business L¿w' (l) Business Ethics

(2) PrinciPles ofÂccounting
7) Government and PublicAdministration

.) City Manaçr and Public PolicY
Administration

' Management of a Modern CitY
. Community Policing

' ProfessionalResponsibilirY
. Juvenile DelinquencY

(l) Ethics of CommunirY Relations

(2) SurveY of CriminologY

S) Health Sciencec

a) Health Care Sciencc

' Personal and CommunitY Health
¡ Anatoml and Physiology

' Medical Terminology

' Introducdon to Clinical Research

(l) Principles ofNutrition and Human
DeveloPment

(2) Medical [¿w and Ethia
b) Medical Reco¡ds Managenent

t2 Medical TerminologY
. Clinical Terminology

ì\ . Medicd Records Transcription
APPlications I

¡ Medical Insurence
(3) First Aid and S"f"tY
(4) PharmacologY

") Rediation Protection Technician
¡ Introduction to Radiation Protecdon

TechnologY

' Prinr Reading for Radiation Technicians

' Radiologicallnstrumentation

' Radiation PhYsics I
(l) Environmental RadioactivitY
(2) Radioacdve'Waste Management and

Control
d) C,ommunitY Health Technician

' Personal and CommunicY Health

' ComPonens of Personal Fitness and

llellness

' PrinciPals of Nutrition and Human

DeveloPment

' Child Health and Nutrition
(1) Medical Insurance
(2) Management of Health Care

Organizations

9) HospitalitY and Tourism
a) Indging Manager

' BusinessCommunications

¡ Customer Service Principles
. Smdl Business Management

' PrinciPles of Management
(1) Human Resource Manager
(2) Business I¿w

b) Travel and Tourism
r Economics ofTravel and Tourismy'. 

Destinations and Geography
. \üriting for Magazines
. MarketingandAdvenising

(l) Multimedia Producion
(2) Fundamenals of Oral

Communication
l0) Human Serices

.) Chitd CareVorker
r Introducdon to Psychology

' Child Growth and Development
. Child Prychology
. AdolescentPq¡cholog¡r

(1) Sporrs PsYchologY

(2) Psychology of Personal Effecdveness

b) Psychologist
. Introducdon to Psychology
. Inroducdon to Abnormal Psychology
. DevelopmentalPsychology

' Pqfchology of Persond Effeciveness
(l) SPorts PsYcholog¡r
(2) PsychologY ofDeath and DYing

11) Information TechnologY
a) Sofira¡e Engineer

' Inroduction to Disance l-earning

' Computer and Information Technology

' Softwa¡e Insmllation and Maintenance
. Program Analysis and Design

(1) IntroductorY Programming
(2) Trends in TechnologY

b) Web Designer/DcveloPcr
. Introducdon to \|üeb Page Development

' Eleccronic Commerce

' \Web Page DeveloPrnent

' Advanced rü(¡orld Vide l07eb

Development
(l) Telecommunications TheorY
(2) SYscems AnalYsis and Design

c) Database Manaçr
' ComPuter ConcePts Online
. Database Concepts and Applications

' Personal Computer Database

Management SYstems

' Information Center Management
(1) Presentation Softr¡¡are PowerPoint

2000
(2) Adminiscation of l¡cd Area

Networla



12) Law and Public Safety
a) Fire Fighter

. Introducdon to Fire Safety

. Fire Officer l-eadership

. Developing Fire and Ufe Safery Strategies
¡ Fire Officer MidJevel Management

(l) First Aid and Safery
(2) Hanrdous Materials and Team

Operadons I
b) Police Officer

. Inrroducdon to Criminal Justice

' Criminology
. JuvenileJustice

' L¿w Enforcement Operations
(l) Constitutional [¿w
(2) Police Organization and

Administration
c) Paralegal

. ./ ' Inrroduction to Paralegal Srudies
v . Introduction to law and the Iægal

Assistant

' Irgal \lriting
. Criminal I¿w and Procedures

(1) Banlauptcy
(2) Family Law

f3) Manufacturing

") Machinist/Manufacturing Engineer

' Engineering Graphics

v/ . Introduction to Engineering

' EngineeringMechanics-Statics
t Introduction to AutoCAD

(l) Basic Elecrric Circuia I
(2) Fundamentals of Geomerric Designs

and Tolerances
b) Automated Process Technician

' Engineering Graphics

' DC andAC Fundamentals I
' Digital Elecronics Online

' Linear Integrated Circuia
(l) Solid State Devices III
(2) Programmable logic Controllers

c) P¡oduction Technician
. Engineering Graphics
. Introducúon ro Engineering
. Basic Electric Circuits I
. Introduction to Eleccronic Technology

(1) . Introduction to Qualiry Assurance
(2) Industrial Instrumentation

14) RetaílÄffiolesale Sales a¡rd Servíces

a) Sdes Associate
. BusinessCommunications
. Principles of Selling

' Advertising, Sdes and Promorion

' PsychologyofPersonalEffecdveness
(l) Customer Service PrinciPles
(2) Business Ethics

b) Marketing Di¡ector
. Principles of Marketing
. Adverdsing

' Principles of E-Communication

' Business L¿w
(l) Principles of Management
(2) Organizational Behavior

f 5) Scientific Research and Engineering
a) Chemical Engineet

. College Chemistry I
t/' Introduction to Engineering
' . Sanitation and Biological Chemistry I

. Fundamentals of Electriciry
(1) Fluid Mechanics and Hydraulics
(2) H.azerðous'Waste Safery

b) Elecaical Engineer
r Direct Current Circuirs II Online

' Alternating Curent Circuits II Online

' Engineering Graphics

' Digital Eleccronics Online
(1) Solid State Devices I Online
(2) Occupationd Safery and Engineering

16) Transportation, Distribution and Ingistics
.)'\ùlarehouseManager

' Inrroduction to Business
. Marerials Management
. Business L¿w

' OperationsManagement
(t) Financial Accounting
(2) Principals of SuPervision

,.3
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Introduction

It is generally accepted in the education communiry that vocational education is more expensive

.ro provide than other forms of instruction. To offset this increased cost, smtes participating in the

Southern Regional Education Board-State Vocational Education Consortium Hiþ Schook That

\Yorh (HSffi nenvork have developed a nurnber of strategies for allocating state resources for

vocarional education. These approaches generally condidon state aid on the number of students or

teachers parricipating in vocational education or the added costs that districts incur in providing

lnsüucclon

Regardless of funding approach, not all sates make similar financial commitmen$ to vocational

educarion. Allocarion data collected from the26 HSTV nework states reveal considerable variation

among srâres, with some allocacing more than three dmes what others spend on e per student basis.

Comparisons of state spending are complicated by a variery of factors, however, including differences

in tlre geographical cost of livin g, organization of state education systems, and manner in which state

funding formulas allocate resources. Furr.hermore, not all states classify their allocations for

vocarional educarion in similar ways, which can complicate interstate comparisons.

This paper is intended to offer state policymakers data that will help them make more informed

decisions abour vocadonal education funding. Specificall¡ the paper seeks to answer a number of

guestions, including: Vfhat approaches are states presendy using to fund vocational education?

How do state allocations of general fund revenues differ? Is the amo'rnt of current state

funding adequate to ensure that students have access to quality programs?

The paper opens with a descripdon of funding approaches across HS7\V srttes to illustrate the

range of formulas that srates are using to support vocational education. Next, state levels of fiscal

suppon are contrasted to assist state leaders in understanding how their funding commitment

compares to rhar of other smtes. Analysis focuses primarily on the disuibution of state general fund

revenues designated for vocational purposes; smte resources intended for other uses or originadng

from the federal government are excluded, even if used to support vocational instruction. The paper

closes wiúr a review of key factors that policymakers should consider when assessing whether their

currenr level of state support is suffìcient to ensure that students parcicipating in vocational

education have access to qualiry programs.
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In addition to assessing the relative performance of their state funding sysrem, state policymakers

should also question whether they could make more effecdve use of rheir exisring resources.

Specifically, does the configuration of state vocarional sysrems suppoff stare instructional goals or are

rhere becter strategies for organizing services? To whar exrenr are educators working to consolidate

vocational resources, for example arranging for jointly administered programs or for high school

students to uain at local communiry colleges? Do students have access to Tech-Prep programs and

coursework that integrates academic and vocational concepts? Answering these quesrions will require

that state legislatures undertake a systematic review of rheir policies governing vocational provision,

in addidon ro rhe smategies used to fund services.

Sta¡e Approaches to Fundins Vocational Education

Higher cosm associated with vocational education are usually ascribed ro the unique resource

demands ofvocational classrooms, with the majoriry of rhese cosrs caprured by rhree factors: rhe cost

of salaries for vocational teachers; the smaller size of vocarional classes; and the purchase of

vocational equipmenc, supplies and instructional materials. To offset these additional costs, many

states have modified their education funding formulas to channel additional resources for vocarional

lnsrrucüon.

States participating in the HSTVnetwork employ at least one of four strategies for

distributing state general fund resources to support secondaq¡ vocational education offered in

comprehensive high schools and/or area vocational centers: 1) foundation granrs that do nor

differendate between vocational and academic education, 2) unit cost funding based on the number

of students or reachers parricipating in vocational insuuction, 3) cost reimbursernenr for the added

cost of vocational services, or 4) weighted adjustments for vocational srudents in the state allocation

formula.'

In many c:mes, states may combine two or more strategies for fund disbursement, for example, by

allocadng funding based on rhe number of vocational srudents enrolled in a disuicr and including a

categorical state grant for equipment purchase. tüIhether a srare has multiple vocarional delivery

systems - comprehensive high schools and/or area vocational cenre¡s - can also affect srate

' Thit p"per does not address cosrs associared with consrructing specialized vocarional insrructional facili¡ies (i.e., area vocarional
schools) o¡ voc¿tional classrooms located in comprehensive high schools, These construction costs are typically funded by srate
appropriations that are nor ried ro annual district enrollmenrs.
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distributions. For the purposes of this stud¡ greater emphasis is placed on quantifying state levels of

vocational funding relative to other forms of instruction and in comparison to other states, than on

detailing the multitude of channels by which vocational funds may be disbursed. Details on state

funding sysrems can be found in the indicated matrices appended to the text.

Categor! I: Foundøtìon Grants

State foundarion grant programs ensure that all students in a state receive a minimum level of

basic educarion services. Each year, states establish a threshold spending level for each srudent or

instruæor, often expressed in full-time equivalent (FTE) or average daily membership (ADM) units.

This base level is subsequenrly adjusted to account for disuict attributes, which may include

geographic cost differendals, local wealrh or taxing capaciry, and scudent characteristics or special

needs. Districts receive an allocation based on the number and rype of students they enroll or

insrucrors thar are employed, and have some level of flexibiliry in how they spend this money.

Of rhe 26 states pardcipating in the HST\Y nem,ork, four - A¡kansas, KentuclqF, New York

and NewJersey - 
rely primarily on foundation grant funding to support vocational education

offered in comprehensive high schools. In these states, school disuicts opting to offer vocational

programs must fund these services out of their general state foundadon grant, supplemented by

federal and local resource contributions. To augment this funding, both Arkansas and NewJersey

set aside a small arnount of money for grants to local school disuicts that may be used at local

discretion.

Given that school disuicts throughout each state have historica[y provided srudents with access

ro vocarional services, the absence of supplemental funding has not eradicated vocational instruction.

It is likely, however, that the scope and specificiry of vocational studies offered in comprehensive

high schools in rhese states are somewhat limited due rc the relatively higher cost of staffìng and

equipping these programs.

To ensure that students have access to advanced vocational instruction, all four states also

provide fuodilrg for the operation of stand-alone area vocational centers that provide shared,

cántralized services to particþating school dist i"a. ¡lthough the purpose of this funding varies

among srares, it is generally intended to offset capital and labor cosm associated with vocational
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Provision. As Matrix I shows, state spending to supporr area vocarional schools varied across these

states in FY01, in part due to differences in the scale of the vocational enterprise.

Services need not suffer simply because a state does not specifically earmark funding for

vocational education. \Øhen properly suuctured, foundarion grant formulas can indirectly accounr

for the average cost of providing vocational insuucrion within a srare. For example, one non-HST\V

state has recently adopted a cost-based grant model that rakes into account approxim ately 25

insuuctional and operational cost components, including rhe average starewid.e cost of provid.ing

vocational education. As such, states that consider vocational costs when setdng state foundation

funding levels can be as likely to provide sufficient resources as those that explicidy budget for the

PurPose.

Category II: Unít Cost Fundìng

State legislators in the majority of HSTW states routinely allocate resources ro supporr

vocational education offered in comprehensive high schools along with area vocational schools. The

amounts vary widely across states depending on several factors, including srare economic condidons,

the number of students participâting in vocational programs, the number and rype of local agencies

offering services, historical funding precedent and the relationship of vocarional education to orher

legislative priorides. Although these annual allocations may run inro rhe hundreds of millions of
dollars, state funding usually covers only a fraction of toral spending on vocational insrruction.

To allocate resources among local agencies, srare administrators tailor their funding formulas to

take into account district characteristics, such as the level of srudent participation in vocational

education, the number of teachers engaged in insruction, or rhe overall cosrs incurred in providing

services. States rypically include some form of fiscal equalization factor in their formula to conuol for

disuict wealth, and many have introduced other facrors, such as progrâm rype, length of training,

institutional size, or student pardcipation or ourcomes. Generally, local agencies have some

flexibiliry in how they allocate funds generated by vocational sources.
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Fundìng by FTE Sndent Pø*ícípa.tíon

Four HST\Vstates condition the size of district alloc¿tions, in part or whole, on student

participation in vocational programs. These states include Hawaii, Maryland, North Carolina and

'West Virginia. \7'hile rhe distribution inechanism differs slightly across states, state funds are

rypically appropriated via a state categorical grant and allocated based on the number of studenm

parricipating in vocational education, adjusted to reflect an FTE orADM basis (see Matrix 2).

Both Maryland and'!7est Vrginia allocate state resources to comprehensive high schools based

solely on disuict FTE vocational enrollment, with each district qualifying for a proportional share of

rhe total srare funding allocated for vocational services. For example, a local education.agency (LEA)

that enrolls 5 percent of the state's FTE vocational students would be eligible to receive 5 percent of

rhe sare funds allocated for this purpose. In FYO1, Maryland allocated $3.9 million and'West

Virginia $10.1 million for distribudon based on state vocational FTE enrollment.

North Carolina and Hawaii allocate a large propordon of their state funding based on

vocational FTE enrollment. However, both provide districts with a base level of support to help

offset program operarions. North Carolina, for example, provides each LEA with resources to cover

50 monrhs of employment of vocational instructional or administrative personnel; remaining funds

are distributed based on student ADM in grades 7-l2.In addidon, each district receives a base grant

of $10,000 plus $25.97 perADM in grades 7-12. Similarly, each comprehensive high school in

Hawaii receives a base of $20,000 regardless of the level of student participation in vocational

education. Remaining resources from the $2 million the state allocates for vocational education a¡e

disributed based on grades 9-L2 FTE vocational student enrollment.

AJlocating resources based on the leiel of student participation in vocational education can

help concentrate fund-ing in sites where student demand. is greatest. Given that there is a fixed

cosr associared wich offering particular types of vocational programs, smaller disrricm or chose with

more capital-inrensive programs may be unable to support a wide range of services based on student

pardcipation alone; as such, states that provide districts with a base level of support in addition to a

per-sudent allotment can help offset costs that all districts face in offering vocational services. One

d¡awback with funding based on student participation is that districts may have difficulty
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resPonding to fluctuations in student demographics, since district *penditures for stafiand
equipment are discrete and cannot be adjusted by Êactional amounts to compensare for small
enrollment changes.

Fanding by Insfiztctíonal (Jnít

Alabama, Delaware, Mississippi, Missouri, Oklahoma, Tennessee and Virginia base vocarional

funding on insuuctional units. Often, these unirs are calculared by dividing the toral number of
students participating in vocational education 

- often calculated on an FTE or ADM basis-by an

average vocational class size specified by the sate (see Matrix 3). In orher cases, resources are simply
assigned for each FTE vocational instructor identified by a district. Since average class sizes are ofren

smaller for vocational education (due in paft ro the high cost of speci alizedinstructional equipment

and the potentially higher risk associated with equipment use), the number of studenm required to

generate a vocational funding unit is often lower than for other rypes of instruction.

In Tennessee, for example, a district earns funding for a reacher's salary and expenses for each 26

general high school students and for each20 vocational studenm enrolled. Districts also receive

supplementary funding for the purchase of equipmenr and supplies: vocational students are funded

ar $163 per FTE, versus $47 for nonvocational srudenrs. Rarhe¡ than rely on a single average class

size to calculate instrucional units for vocadonal programs, Virginia has specified unique student-to-

teacher ¡¿¡iss - ranging from l5:1 ro 2L:7 - for differing vocational progrâms. The state also

employs a cost reimbursement element to compensate districrs for equipmenr, regional program

staffìng, and orher indirect costs.

Alabama, Delaware and Mississippi calculate insructional units using the same formula for
academic and vocational students, with the excepdon that vocational studenrc are assigned a grearer

ADM weight. This means that a given number of vocational srudents will generare a grearer number

of instrucdonal units then a similar number of academic students, wirh the size of rhis adjustment

varying across states. For instance, Alabama allocates one insrructional unit for every i8 ADM
students in grades 9-12. However, since each vocational student is counted as 1.33 ADM, a

vocational teacher unit is in effecr generated for each 13.5 vocational studenrs. Mississippi and

Delaware, in contrast, provide add-on instrucional units based on the number of stud.ents
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participating in vocational programs. For example, in Mississippi an additional 0.5 teacher unit is

added for each approved vocational program, with fund.ing based on cerdfication and experience of

approved teachers.

Borh Oldahoma and Missouri have developed quite complex funding suategies that

differentially allocate resources to area vocational schools and comprehensive high schools based on

the number of instructors. In addition to providing funding for supplies and equipment, each smte

has also pioneered suategies to allocate addidonal resources in suppon ofvocational programs. fuea

technology centers in Oklahoma, for example, follow the state's Q""liry Foundation Formula,

which stipulates the standard of instruction for all students and the cost of meeting tlese standards

($118,359 per FTE program in FYO1). In Missouri, incendve funding is awarded to disuicts based

on rhe reladve success of the agency in placing students into jobs and the responsiveness of a

pardcular program ro labor market supply and demand factors.

Instructor-based funding approaches can enable states to take into account the lower average

class sizes often associated with vocational education. Since teacher salaries and benefits rypically

account for 80 percent of state education funding, states that adjust for the variation in class sizes

between vocadonal and nonvocational teachers likely account for a large portion of the added cost

associared wirh vocational education. Furthermore, states rhat provide additional funding for

vocational equipment and supplies likely compensate districts for nearly all factors that contribute to

the higher cosrs due to vocâtional education.

Category III: Cost Reìrnbursetnent

Idaho and Pennsylvania reimburse disuicts for all or a percentage of the costs associated with

providing selecred vocational services (see Macrix 4). Each year, disuicts in these states record their

actual costs for vocational education programs and services, in some cases classifting these

expendirures by purpose (e.g., salaries, equipment). State funding is intended to reimburse districts

for the added cost of providing vocational services; costs associated with normal classroom

rnsüucuon are nor reimbursable.

In ldaho, districts apply for reimbursement of program-related costs associated with teacher

salaries and beneûts, professional development, contracted services, instructional equipment,
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materials and supplies, basing their estimates on the prior year's data. Reimbursements are capped

based on program area. In addidon, state funding for professional-technical academies is provided

based on srudent aftendance, with an added cosr of 0.33 per student in average daily attendance.

Funding for school disuicts in Pennsylvania is disbursed by a number of mechanisms, including

a cost reimbursement weighted to account for the number of vocational students. A comprehensive

high school discrict's resources are calculared by muldplying its vocational average daily membership

by 0.17 and by che lesser of its actual inscructional expendirures or base earned for reimbursemenr

(for area vocational schools this adjustment is 0.21). Categorical fund.ing is also provided ro supporr

equipmenr purchases and workforce development activities.

Knowing in advance the amount of funding for which they will be eligible helps local agencies

set the level of vocational education they wish to ofFer, and insulates districts from fluctuations in

student enrollment. The downside of cost reimbursemenr is that it can expose the srate ro some level

of uncertaincy in budgedng for vocational expenditures, since it may be difficult ro predict changes

in local spending. Local agencies may also have difficuldes covering âxed costs if srudent populations

change over time, and states may require greater oversight of local spending ro ensure that vocational

costs are classifi ed appropriately.

Category IV: Weìgbted Funding

Veighted cost factors are used in state funding formulas ro concenrrate Funding on vocadonal

educadon. Veights function by mathematically inflating the number of FTE students participating

in a vocational course or progrâm area, increasing an agency's resource eligibiliry. Srares rhat use rhis

approach include Florida, Georgia, Indiana, Kansas, Louisiana, Massachusetts, Ohio, South

Carolina and Texas (see Matrix 5).

The rypical formula involves either add-on uteigbts or uocationøl sndent weights.A srate using an

add-on weight would muldply its base foundation level of funding allocated for all students by a

fracional number for each student participating in vocational programs. In conrrasr, a srare

employing a vocational student weight would simply specify different weights for students

participating in vocational and nonvocational programs. \Xtrile the rwo forms ofweighting are subtly

different compensates for the added cost of providing services while the othe¡ for all cosm of
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educating a student - the effect is the same: youth enrolling in approved vocational programs

quatify for more funding than those in other instructional areas.

Texas provides perhaps the clearest illustration of how vocational weighdng formulas can

operate. 'l7ithin Texas, each FTE srudent in career/technology education - defined as 1,080

contact hours 
" 

y.", - generates a weight of 1.37.To calculare the amount of funding local agencies

are eligible to receive, total student contact hours are multiplied by three factors: 0.95, the

adjustment for student absences; $2,537, the state basic allotment; and 1.37, útevocational student

weight. Disrict allocations are subsequently adjusted to account for geographic variation in known

resource costs and to ensure equity for small and mid-sized disricts.

South Carolina employs a similar formula, with the exception that each FTE student in

vocational education generates a weight of L,29, compared with 1.25 for other high school students.

This means that vocational sudents generate roughly 3 percent more funding than nonvocational

srudenm. In Florida, this weight is 1.21 I for vocational students versus 1,096 for'nonvocational

students, uanslating to roughly a 10.5 percent funding difference. Each vocational student in IGnsas

and Ohio gets an add-on weight of 0.5, and in Louisiana .05. Indiana has developed a complex

system of add-on weighting that differendally funds vocational programs based on their cosr.'For

example, relatively more expensive programs, such as business education laboratory courses, are

assigned an add-on cost of 0.33, compared with 0. 1 9 for agriculture courses that meet one period

per da¡ however, the funding base used for weighting purposes differs from the state per-student

allocadon.

Massachusefts has one of the more intricate weighting formulas for allocating vocational funds,

in part because the state calculates resource eligibilities for 12 different student categories, ofwhich

vocational education is one. Funding levels are based on average statewide expenditures for at least

l9 factors, including salaries, benefits, professional development, physical plant, equipment and

supplies. State data for the 2000-2001 school year indicate that vocational education was 56 percenr

more expensive to provide than a general high school educacion. On average, Massachusetts high

'Beginning in the 2002-2003 school year, Indiana will implement a new ourcome-based system. Districrs will earn $550 for each

student who receives a cenificate of achievement in a technic¿l field, $ I,000 for each student in programs linked to high-demand
employment or labor market fields, $700 for each srudent in moderate-demand fields, $300 for each student in less-than-moderare-
demand fields, and $230 îor each student enrolled in apprenticeship programs. Although the formula appee¡s to represent a d¡amatic
change in state funding, the amounts allocated for each outcome, as well as the outcomes themselves, are intended to keep overall
district funding relatively oonstant.

l0



school districts received $5,449 for each FTE high sudent versus $8,549 for each FTE vocational

studenr.

Since vocational weights can be easily adjusted to reflect the acrual cosrs srares face in educating

scudents, weighted funding formulas offer a fairþ straightforward approach to financing vocational

education. Moreover, since student weights can be modified to take into account the higher costs

associated with different ryPes of vocational programs, weighting can provide a srare with a number

of options in compensadng disricts. Another advanrage is that, once weighrs are specified, districts

are only required to quandfy the number of srudenrs parcicipating on a full-dme basis in vocational

programs, reducing bureaucraric record-keeping requiremencs.

Although many states do not adjust their weighrs annually, rhose rhar do uack expend.irures

when setting weights can face an interesting challenge. The less money appropriared for vocational

educarion, the less there is to spend, meaning the magnirude of rhe weight may decline in
subsequent years. Moreover, disfficts that are successful in obtaining donated equipmenr and

materials may spend less, again lowering the value of the weight.

In summary, it would appe1 that states participating in rhe HSTIY nework are employing a

range of approaches for funding vocational educarion. \7hile similarities exist across some srares,

variation in the amounts of resources appropriated for vocational educarion and the magnitude of
formula adjustments can lead states to allocare differenr amounrs in support of vocational programs.

To quantifr differences in state investmenr in vocational education, the following section reviews

state fiscal dara collected by MPRAssociates as parr of irs 26-srare survey.
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St¿te Fundins Levels

There is no one preferred approach for funding vocational education or level of state expenditure

thar will guaranree all students have access to qualiry vocational programs. A reasonable state

funding formula is likeþ one that provides districa with sufficient resources to offer a breadth

and depth of vocational coursework that aligns with state instructional goals, prepa¡es students

for a range of posæecondary education and career opportunities, and reinforces state

worldorce development priorities. This section reviews spending levels across states to assist

policymakers in understanding how their state funding commitment compares to that of other

srares. The section closes with some suggested suategies that state leaders may employ when assessing

their own approaches for funding vocational education.

Stateuíde Sp endíng þr Educatíon

Stare expenditures for K-12 education, calculated on a per-srudent basis, are one of the more

commonly used measures for comparing state investments in public schooling. Nationwide, average

expenditures per studenc in fall enrollment amounted rc $6,627 in the 1999-2000 school year (see

Table 1). Srarewide expenditures per student differed considerably among HSTTV stares, ranging

from a high of $9,797 per student in NewYork rc $4,605 per student in Mississippi. Among the 26

HSTW new,tork srares, eight states exceeded this national average spending level - New York, New

Jerse¡ Massachusetts,'WestVirginia, Delaware, Pennsylvania, Maryland and Indiana. Since

vocarional education is included within these spending totals, vocational programs in these states

may benefit from their states' comparatively higher level of investment.

One difficulty in comparing actual expenditures is that data do not reflect differences in the

geographical cost of living, state and student demographics, organization of state education systems,

or rhe qualiry of instruction that can affect education spending. The fact that New York spends 112

percenr more rhan Mississippi to educate the average student, for example, does not take into

eccounr rhat the average annual teacher salary in New York is more than 78 percent higher than in

Mississippi (NCES 199S). Orher factors that can affect costs, such as the number of special need

srudents enrolled or rhe average class size of academic and vocational classes, are also not factored

inro rhese cosr figures. Consequendy, it is difficult to assess whe¡her differences among state funding

levels are genuine or simply reflect the actual cost of educating students under different

circumstances.
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Even if it were possible to adjust for these conditions, the proponion of resources allocared fo¡

vocational education may vary across states. Thus, a relatively large, high-spending srate like New

Jelsey may allocate a lesser shaie of its state resources for vocational educadon than a relatively small,

lower'spending state, such as South Carolina. \üütrile overall spending parrerns can provide some

information on the relative magnitude of state spending, which may have implications for vocational

education, additional information is needed to provide a more accurare picture of sate investments.

Vocatíonal Edacatíon's Sltøre of State Reuenues

Comparisons among states can be more meaningful when conflicting facrors, such as

geographical cost differences, are removed from rhe calcularion. One means of doing so is to base

analyses on the relative proportion of resources a srare allocates to vocational educarion rather than

on the actual dollar amount it provides. All things being equal, srares should allocate a relatively

similar proportion of general fund revenues in support ofvocational instrucdon.

Overall state revenues appropriated for vocational education, expressed as a percenrage of total

state general fund allocations, can provide information on the relative share of srate dollars applied

for vocational purposes (see Table 2). Based on a review of state spending, it appears that six

HSTWstates allocated more than 4 percent of their state revenues for vocational services,

compared with 11 states that allocated less than2 percent for vocational instruction.

\Mhile it does not appear that any one funding sffaregy is associared with greater.srare

expenditures for vocacional education, states employing foundation funding or cosr reimbursement

strategies aPPear to allocate a relatively smaller proponion of resources for vocational education. This

might be due in parr to the manner in which resources are allocated and in part to differences in

state funding levels. States that do not fund vocadonal coursework offered in comprehensive high

schools, for example, might be expected to allocate relatively less funding, since resources are

concentrared on a subset of the student popularion.

State bookkeeping can affect how much vocational funding appears to be allocated fo¡ vocarional

suPPort. Some states classify vocational expenditures based on the additional cost of prwiding
vocational sewices, while others include costs all expendiures associared with providing instrucion.
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Thus, states spending equal amounts to support vocational education will appear to spend differently

if they apply different systems to classifr expendirures. Funds allocated for vocational education

also need not be spent on vocational programs; in some states, LEA may reallocate vocational

funds for use in other areas, even if funding is generated based on vocational student

participation. Moreover, states with greater numbers of students participating in vocational

programs might be expected to generate proporrionally larger resources for vocational insrucdon,

also inflating srare spending figures. As such, while overall statè expenditure data can provide

some insight into state expenditures, differences in how funding is classified by the state c¿rn

invalidate interstate comparisons.

Relntìue Støte Spendí"Sfo, Vocøtíonal and Nonuocatíonøl Students

One means of controlling differences in the manner in which resources are allocated is to assess

reladve spending differentials within states for students participating in vocational versus other forms

of instruction. Given regional cost of living differences, it is most useful to compare the relative size

of per-srudent allocations for vocational and nonvocarional students across states than the actual

dolla¡ amounr spent. Unfortunately, expenditure data on state spending for vocational versus

nonvocarional students are available for only a subset of states, rypically those using unit costs or

weighred per student formulas to fund vocational education. States allocations on a per student basis

- expressed in FTE or ADM basis - are arrayed in Table 3 for the 14 HSTW states for which

comparable data exist.

Comparisons of average smte allocations per FTE vocational and nonvocadonal student indicate

thar stares concentrete anywhe¡e from 1 percent to 57 percent more money on vocational students.

Spending difFerences between student groups equaled or exceeded 20 percent in five states: Georgra,

Kansas, Massachuseas, Ohio and Texas. In most cases, resource differences reflect the magnitude

of rhe weighr rhat the state assigns to vocational education. However, although weights for

vocational studenm are also high in both South Carolina and Florida, these states weight

nonvocational studenm at a level that effectively cancels out the higher vocational weighls

r 
Sourh Carolina, for example, weights each vocational FTE student at 1.29 versus l.25 for each regular high school srudent,
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States spending relatively large amounts on vocational education are those that explicidy

recognize the higher cosß for providing vocational educarion. In the case of Massachusetts and

Texas, higher weights assigned to vocational students are due, in part, to the fact that these states

make some attempt to track the actual cost of providing vocational educatión and fund the system

accordingly. Spending is also somewhat higher in states such as Mississippi, Virginia and Alabama,

which adjust vocational instructional units to accounr for rhe relatively smaller class sizes that

characterize instruction in these srares.

\X/hile it would also be desirable to assess how vocarional allocations per student compare in

states employing other allocation strategies, the manner in which states disseminare resources or the

availabiliry of state data limit this opponuniry. For now, we are left wi*r the knowledge that most

states allocate additional resources in support of vocarional programs, but rhe toral amounr of rhis

allocation is unknown.

Assessìng Stateuíde fnaestment ín Vocatìonal Educatíon

A review of state allocations for vocationd educarion among the 26 HSTW nework states

indicates that a number of states appear to be making a relarively grearer investmenr in voc¿tional

services. To compensate for the increase of ed.ucating a vocational student, fiyg s¡¿¡ss -
Massachusetts, Ohio, Toras, Georgia, and Kansas 

- weight FTE vocational studenm ar a

substantially higher rate than those participating in basic education programs. Nonh Carolina also

provides a relatively large allocation for disribution based on both teacher months of employment

and level of student participation. Among stares using vocational instructional unirc, rwo srares -
Oklahoma and Missouri - provide a relatively large allocation for vocational insrruction, either

because they adjust vocational class sizes to increase the number of insuuccional unirs generared by

vocational srudents or because they provide addidonal resources to supplemenr disricr spending.

A number of HSTV states appear to allocate relatively fewer resources for vocational education,

either because these states concenüate resources in area vocadonal cenrers that serve only a subset of
the student population or because the state adjustmenr for vocational educarion is relatively smaller

l5



than orhercr"r.r.n In some cases, these resource distributions are recognized as being inadequate for

the purpose. Studies performed by vocational administrators in Idaho, for example, indicate that the

srare cosr reimbursement for vocâdonal expenditures covers less than 52 percent of actual district

expenditures. Reladvely lower expenditures in Hawaii, Louisiana, '\ü7est Virginia and Maryland

likely reflect the smaller amounr of state resources allocated for vocational purposes or the relatively

low weight assigned to vocarional students.

Table 4: State Classifications Based on Spendine for Voc¿tional Educ¿tion

Greater Soendins States

Georgia

Kansas

Massachusetts

Missouri
North Carolina

Ohio
Oklahoma

Texas

lln alohabetical o¡der)
Moderate Soendins States

Alabama
Delaware

Florida
Indiana

Kentucþ
Mississippi

Pennsylvania

Tennessee

I-ow Soendins States

Arkansas

Hawaii
Idaho

Louisiana

Maryland
NewJersey
NewYork

Soutrh Ca¡olina
'West

*No data on per FTE were available for states indicated in
Classifications based on available data submined by state administrators

. Since relative per-FTE-student spending data are not available for all states, in part because

nor all srares collect rhis rype of information, care should be taken when reviewing state

classifications. Srates missing data on relative student expenditures (oudined in bold in Table 4) were

classified based on information available on the state approach for funding vocational education, the

reladve proporrion of state resources allocated for vocadonal education, and conversadons with state

finance and vocational administrators. Consequently, while snte classifications likely reflect relative

spending levels, no a$empt is made to rank state spending within spending classifications or to

derermine wherher exisdng investments are adequate for their intended purpose

t It should be noted that since there a¡e no d¿ta available on the relative expenditure per FTE student ofstudents panicipating in area

vocarional schools, it might be rhar expenditures for vocational students within these areâ centers are actually t{te high compared to

srudenrs in comprehensive high schoois, S[ates were asked to provide these comparative data but, at the time of this writing, had not

rerurned or *.ri unable to calculate allocation estimates. As such, three states basing funding on foundation grants to comprehensive

high schools 
- 

Arkansas, New Jersey, and New York 
- 

are grouped with low-spending srates because it is assumed that the balance

of-srudents wirhin the srare do not benefit fiom stare vocational allocations and because it is not clear that state foundation formulæ

are designed to take inro account the higher costs associated with voca¡ional educarion'
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B encbnarþs þr Estìmatìng State Sp endìng

,A' review of national data indicates that nearþ 80 percent of stare expend.itures for educarion can

be traced to teacher salaries and benefits. Since mosr srares use a uniform salary sched.ule to

comPensate teachers, vocational educators are generally no more expensive to employ than academic

insuuctors. This suggests that the higher costs of offering vocational education are relared to the

manner in which instruction is offered. Indeed, voc¿tional class sizes are often smaller than

academic classes due to the high cost of specialized inst¡uctional equipment a¡rd the

potentially higher rish associated with equipment use.

Based on data collected by the federal governmenr as pan of its Schools and Staffing Survey, the

average class size of a full-time vocadonal teacher inl993-94was 21 studenrs, compared wiú25
srudents in academic classrooms. The implicarion is that districrs musr employ more full-dme

vocational insffuctors to generate a similar number of student coritacr hours, boosting the average

cost ofvocational education by approximately 19 percenr over rhe cosr of academic classes.

Vocational class sizes are also affected by the level of skill specificiry and rype of instructional

Program, with highly advanced, capital-intensive programs, such as machine tools and welding,

among the most expensive to provide. Accordingly, the cosr for vocarional insrucdon within a given

state or school district within a state may depend on a variety of factors, including the number of
students enrolled in vocational education courses, the number and type of introductory and

advanced vocational courses offered, and the equipment used for insrruction.

To gauge the adequacy of state fuodirrg fo¡ vocational education, state policymalcers may

wish to assess the extent to which their current funding formula compensates districts for the

cost of staffing and equipping vocational programs. A simple rule of thumb is thar additional

state spending for vocational FTE srudents should at least equal che rario of average class sizes for
nonvocational versus vocarional FTE srudents. Since average class size is directly relared to rhe added

exPense of hiring vocational faculry, adjusting for this difference can account for roughly 80 percenr

of the added cost of providing vocational services. For example, if rhe average statewide class size

ratio of nonvocational to vocational courses werc 2I:L7 srudenrs, respectivel¡ the state would need

to esmblish funding levels that were at least 24 percenr grearer for vocational instrucdon ro offset
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sþffing differentials.' 'lf/hether this additional funding were allocated via a student weighting

formula, cost reimbursement or instrucdonal unit basis is irrelevanl

Vhile the average cost of instrucdonal equipment, materials and supplies is likely greater for

vocational education, in most sates these factors likely account for less than 20 percent of total state

spending for vocarional services. I[, in dre aggregate, these items cost 50 percent more than

comparable academic inpum, they will add roughly 10 percent to unit costs. Unfortunately, the

literature provides lirde guidance on the cost of equipping and supplying vocational programs, in

parr because few stares collect data on disuict expenditures by program area. As such, states that

specifically earmark funding for vocational equipment and supplies in addition to what is provided

rhrough the smte formula are more likely to compensate for the added cost of providing instruction.

t It should be noted rhat this approach does not take into account whether differences in average class sizes are appropriate. Capital-
intensive programs end small or rural states may have difficulry enrolling a large number of students, drivìng down vocational class

sizes. Thus, u-sing rhis rule of rhumb without taking into account whethi. r-"ll.r class sizes are reasonable could lead to ineffìcienc

ourcomes, Rather than amempring ro increase vocational clæs sizes or perpetuate existing class size differences, state may choose to
seek more cost-effìcienr approaches to providing vocational education, for example by encouraging districts to collaborate in offering
vocarional programs or encouraging rhe provision ofintegrated academic and vocational coursework that is less capital-intensive.

r8





Summarv

Vocational education is generally recognized as being more o(pensive to provide than othe¡

forms of instruction. The added cost ofproviding vocational education can be attributed to the

manner in which instruction is delivered: vocational class sizes are on averuge smaller than academic

ones, meaning that districts must hire additional vocational instructors to generate the same number

of student contact hours. Since roughly 80 percent of the cost of educating studenrc can. be uaced to

teacher salaries and benefits, class size differences likeþ account for much of the added cost of

educating srudents. The cost of vocational equipment and supplies likely accounts for a substantial

portion of the remaining variation.

States participating in the SREB-State Vocational Educarion Consortium use'.a number of

different strategies for allocating state resou¡ces for vocational education.'While there is no one

right approach for distributing funds, states tüat talre into account factors that contribute to

the higher cost of vocational education, and. fi¡nd them accordingl¡ are more likely to provide

sufficient resources to ensure local provision of quality programs.

A review of state funding data indicates thar HSTVxates allocate varying amounm for

vocational inssuction; moreover, differences in how states classify their vocational allocations can

complicate interstate comparisons. Perhaps the best measure of state investment is to compare

relative state spending per FTE student in vocational education to that of sudenm in nonvoc¿tional

secondary programs. Of the 14 HSTV states for which data exist, spending differences be¡reen

student groups equal or exceeds 20 percent in five states: Georgia, Kansas, Massachusetts, Ohio and.

Texas. Based on conversations with administrators from states unable to provid.e relative spending

data, as well as a review of information on funding approaches and overall resource conuibutions, it

appears that three addidonal states - Missouri, Oklahoma and North Carolina - allocate a

relatively large amount of state revenues in support of vocational education. State legislators frôm

HSTV states could benefit by reviewing state approaches and funding levels in these eight exemplary

states.

To help gauge wherher their state funding is sufficient to support vocational çd.ucation, state

polirymakers may also wish to review their state funding formula to assess the extent to which

disricts are compensated for the added cost of staffing and equipping vocational programs. Given

r9



the smaller class sizes that characterize vocational educarion, one simple approach is ro assess whether

supplemental state spending per FTE vocational student equals or exceeds the average class size ratio

for nonvocational FTE versus vocational FTE studenm. Doing so could accounr for roughly 80

Percent of the costs of providing insuuction. Unforcunately, there is liale data on the added cost of

equipping and supplying vocational classrooms. State dara indicare rhar srares are allocating varying

amounts for this purpose, with some earmarking no additional resources, while orhers allocate nearþ

350 percent in additional funding.

\X/hile quancifying state allocations can provide useful informarion on relarive stare supporr for

vocational education, basing funding decisions on allocation data alone can leave out a number of
factors that affect vocational delivery. Specificall¡ what constirutes an adequate program of
vocational stud.ies within a state and a¡e existing allocations sufficient to meet these goals? If
not, Íre deficiencies due to inadequate funding or the manner in which instruction is offered?

Does the configuration of state vocational delivery systems support state attaínment of its

goals, or are there better strategies for organizing and providing vocational senices? Answering

these questions will require that state legislatures, in cooperation wirh educators and industry

representatives, undertake a systematic review of state policies governing vocational provision, in

addidon to rhe funding approaches and levels used to provide these services.
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Table 1. Current Expenditure for Public K-12 Schools per Student in Fall Enrollment,

by SREB Network States: L999-2000

State Expenditure National Ra¡k

Uniæd States

NewYork*
NewJersgl
Massachussetts
'\üV'esr Virgina
Delaware*

$6,627

9,797
9,775
8,750
g,4gg

8,022

I
3

5

7
9

Pennsylvania*

Maryland
Indiana*
Ohio
Ken¡ucky

7,243

7,L74
6,674
6,479

6,425

l5
L6

T9

2t
22

Kansas

Hawaii
Virginia
South Carolina
Texas

6,386
6,257

6,r49
6,1 l3
6,092

23
24
26
29
30

Georgia*

Florid¿

Missou¡i
North Carolina*
Louisiana

5,953
5,872
5,846
5,724
5,701

34
35

37
38
39

Oklahoma
fukansas

Idaho

Tenessee

Alabama
Mississippi*

5,634
5,540
5,411
5'387
4,946
4,605

40
42
43
44
47
48

- NEA estimate.

SOURCE: Nadonal Education Associacion, 2001.



Table 2. State Expenditures forVocarional Education: 2000-01

State Allocation fo¡
state Vocational Educ¿tion

Expenditures fo¡ IC-12
Education

2,488,041,922
10,767,749,379

720,228,500

5,544,847,985
1,561,897,292

8,803,429,356
4,722,621,292
3,945,928,985

2,496,661,141

Vocetional Spending

as a Percentage of
K-12 Spendine

6.50/o

5.9o/o

5.4o/o

5.3o/o

4.9o/o

4.60/o

3.60/o

3.50/o

3.50/o

Resou¡ce Distribution Stratesy

\íeight
\Øeight

Teacher Units
Student Unirs
Teacher Units

\øeight
\Øeight

Teacher Units

Teacher Units

South Carolina
Toras

Delaware

North Carolina
Mississippi

Floridar
Ohio
Virginia

2
I ennessee

Louisiana

162,09l,g82
63r,314,055

38,617,774
291,469,539
77,229,088

404,545,957
16g,67l,l3l
138,169,469

86,265,A00

Georgia

Oklahoma
Massachussetts

Missouri

Kansas
'Vest Virsina

Y.\tucjgr. 41,793,703 . 2,214,477,,000 l.go/o Fovîd¿rtioîr
Indiane 57,711,200 3,363,1j6,6j4 . 1.7%
NewYork Lgo,4l4,l7o 1j,500,000,000 l.2vo Foundation
Pennsylvania 67,269,000 6,27L,046,00Q l.lo/o Cost Reimbursemenr

65 ll0
l0

50,770,039
l01,ogo,0g4

55,187,028

25,421,336

10. I

r53
4,794,651,220
1,728,879,659

3,941,263,087
2,463,741,696

2,566,898,998

3.4o/o

2.90/o

2.60/o

2.2o/o

l.0o/o

0.8%

Veight
Teacher Unit/Quality Pro grem

\Øeight
Teacher Units

\feight
Student Units

Arkansas 13,791,700 2,075,314,995 0.7o/o Foundadon
NewJersey 41,082,222 6,752,g19,000 0.60/o Foundation
Idaho 6,490,578 1,175,825,472 0.60/o Cost Reimbu¡sement
t r ..3tfe'weu: 2,000,000 1,297,705,747 0,2% Sudent Units
Maryland 3,900,000 3,0Í.3,2g4,706 0.Io/o Student Units
Alebama2 Not Available 2,gg6,410,95g Teacher Unirs
' lbtal stare revenues based on FY00 data, sate vocational on FYO I data

'Tot"l .t¿t rc"nues based on FY00 data
r Toral state revenues based on FY02 data, sate vocational on Fy0l data

SOURCÊ MPRSate Survey.



Table 3. Base Per-Student State Expenditures for Vocational and Nonvocational

Instruction: 2000-01

St¿te

Expenditures per FTE
Voc¿tional S tudent/Te acher

Unit

Expenditures per FTE
Nonvoc¿tional

Student/Te¿cher Unit Relative Expenditr¡¡e

Massachussetts

Ohior
Kansas

Te"ras

Georsia

$8,549

6,41
5,730
3,901
2.695

$5,449

4,294
3,920
2,947
2-243

1.57

1.50

r.50
t.37
1.20

Delaware

Indiana2

Florida
Mississippi
A¡kansas

62,998

4,774
4,139

7t,179

55,288

4,267

3,745
65,028

t.L4
T.T2

1.1 I
1.09

1.08

Kentudqf
[,ouisiana

Sourå Carolina
Maryland3

3,264
2,1 l8
2,595

3,649

3,066
2,017

2,5r5
3,606

1.06

1.05

1.03

r.0t
I Btimared spendiog per FTE based on srate formula weighr of 1.5 for students in technical education.
2Add-on 

weighrs range from 0.09 to 0.48; figure provided is average weight.
3Esri-"ro 

based on starc alloc¿¡ion dat¿,





Matrix 1: Foundation Grants

program srarr-up and $1,282,630 for equipment purchases. The state also provided $L0,282,630 for aid to

high stateschools,comprehensivelneducationvocationalsuPPorto for

districts and in state-operated vocational centers. Resources are allocated based on weighted student FTE, with
of

centerser€illnThe state money to supporr vocationd programs

salaries, wages, üraterials, supplies and other services. The state also provided $35,1}8,222for aid to Counry

state budgeted $5,974,000 foroffered in comprehensiveo suPPort

piovide¡ shared services to panicipating districts. BOCES receives state aid on behalf of irs componenrs for
approved service costs, administrative expènditures, facility renal and consi'ruction cosa. Special services aid of
$92,293,521is provided to the five largesr ciry school districa (i.e., New York City, Buffalo, Rochester,

tols

$13,791,700

$4t,793,703

$41,082,222

$190,414,t70

Kentucþ

New Jersey

fukansas

NewYork



Matrix 2: Funding bv FTE Student Participation

Each secondaÐ'school receives a base amount of $20,000 regardless of enrollment. The remaining
$2,000,000 is allocated based on grades 9-12 FTE vocarional srudent enrollment.

anddistrictbased on FTE vocational enrollment at ls controlled.
at a base of 50 months of employment, with the remaining funding allocated based on

ADM in gradesT-l2.In FY 2001, this sum amounted to $275,854,605 (constituting roughly 95
percent of total state funding for vocational education). An additional $lÍ.,Gl4,933was also allocated, with
each LEA receiving a base amount of $10,000 with the remainder distributed based on district ADM. This

Each districr is funded

ADM inamounted to $25.97 7-12.
Funding is allocated to LEfu based on e FTE membership calculacion. This is added onro rhe general
$,6,806-27 stete appropriation per student.

$20,000 per secondary

school + $2,000,000
allocated bv FTE counts

$3,900,000

291,469,538

$10,153,75t

Hawaii

Marvland

Nonh Carolina

'!Øest Virginia



Matrix 3: Fundins bv Instructional Unit

:.'
Teacher: Student Ratio fo¡
Voc¿tional .ADM Counts

Alabama l:18

Delaware
l:20 plus (27,000 pupil

minutes/week x 0.5)

Vocationa! education is funded in three w.a;'s. The average salary ofa secondary regular t*cher is funded at

$42,233 per unit, bæed on I unit fo¡ every 20 FTË students. One instrucrional unit is generated for mch 20

FTE vocational studenr, and an additional 0.5 unit is added for each 27,000 vocational pupil minures per week,

afrer the first full unit. However, 0.5 ofvocational educ¿rion unirs are subtracted from thc regular unir, For

example, fo¡ I 00 vocarional srudenrs a bæe of 5 insrructional units and 2 vocational unirs would be generated.

Then, the two voational units would be multiplied by 0.5 and subtracted from rhe original J units, leving a

total of4 insuucrional units. The 2 vocationa.l unia would then be added to the original 4 unit¡ to genenre 6

vocarional instructional units. Rsourcs for materials, supplies, and energ¡l costs a¡e also allocated at a rate of
2.6 times rhat for regular eduation. Addidonal funding is also provided to egualize funding across districrs. As

of FY 2000, districts mut spend 90 percent of the funding generated by voational educ¿tion on vocational

Programs.

Mississippi 7.527

A teacher unit is equal to I teacher per 27 studenrs ADA. An additional 0.5 teache¡ unit is added for each

approved vocational program. As parr ofthe basic funding progmm, districts are alloned $15,000 plu $50 for

ach teache¡ unit in excess of 50 units with a cap of $25,000, and $75 per year for each teacher unit. Tacher
sala¡ies and fringe benefits are funded through a cornbination of the state's minirnum progrâm formula and

resourcs allocated through the state office ofvocational education. Funding for equipment and adminisr¡advc

costs ¡s also provided.

Missouri

Acrual Teche¡ Count

Effectiveness Index

Incentive Funding

Enhancement Gra¡rt

Annual Funding

Funding is provided to area vocational schools bæed on teacher salaries; comprehensive high schools are

amrded $3O0/contract month for ach full-time voøtional teacher or $35 per class period fo¡ non-full-time

insrructors. Addirional funding is awarded bæed on a stare effectiveness index (EI) that scores the relative

success ofa prognm in placing studen¡s in jobs as well as the responsiveness ofa program to labor supply and

demand factors. Bæed on funds available, the state alculates a maximum allotment per conrect hour (or hour of
clæs time) per prog¡am. Then, to calculare rhe acrual allocation per program, the program's EI score is

essentially rnultiplied by rhe amount per corìtact hour allotred to equal an inccn¡ive grant. The inæntive

formula ¿rllows fo¡ an addirional I 0 percenr incentive to schools enrolling s¡udents in target groups

(disadvantaged, disabled, and nontraditional students). State funding is also available for equipment

reimbursemcnt at 75 percenr for enhancement grants and 50 percent for annual costs, wirh both levels of
funding conringent on the amounr ofstate-appropriated funds for each category.

Oklahoma

Acrual Teacher Count

Qualiry Foundation

Program

ln comprehensrve hlgh schools, voeíonal rschers are lunded at S200 per contract month to pay lor
professional development, reporting and studenr organizations. In addition, program assistance grants ranging

from $5,060 to $8,280 per teacher are distributed, depending upon the progrâm. The state also p¡ovides a $2.5

million grant for progmm dwelopment every year for which districa may apply, and the stare also provides

supplements for agricultural teache¡s on l2-month contmcts, Tcchnology centers are funded under the Quality
Fn"n.l"ti^. Þ'^o-- "r ç l I R lqO ^.' ETË ^'^-'"-

Tcnnssee lt20

Using avenge daily attendance Tennessee funds salaries for one nonvocational tacher per 26 nonvocational, and

one vocational tmcher per 20 vocacional students. Also, student supplis and equipmenr are funded differently.

Supplies and equipmenr are funded at $27 anâ $20 per nonvocational student, and $101 and $62 per vocational

srudent, rapecrively, School districr have loøl control over how the funds a¡e spent and can spend more or less

¡han the emounr generated by those componen$ labeled vocational,

Virginia l:15 to l:21

Funding teacher units: each program hæ to establish teacher/student ratios ranging from l:15 to l:21. Tacher
salaries are frrnded depending on ADM, and adjustments a¡e made for cost of living and benefìa (FY 2002 bæe

$37,3621yr + I 5 percent benefim + 10 percenr added cost of living). Virginia also provida etegorical funding of
$9,572,019 fo¡ cost ¡eimbursemenr of equipment, regional progmm stafÂng and other indirect costs,



Matrix 4: Cost Reirnbursement

Funding is allocated based on an added cost

funding cap. For example, machining technologist programs are capped at
$15,390 per unir and marketing education is capped at $5,130 per unit.
Professiond rechnical schools are eligible for both the program funds, and
additional aid calculated at an added 0.30 ADA.

for school district-operated vocational education programs by 0.17 and by
muldplying the ADM for AVTS-operated vocational education programs by
0.21. The subsidy is calculated by multiplying the vADM by the product of the

of the school district's actual instruction expense or ia base earned for
multiplied by the greater of *re school disrrict's 

^41//PI 
aid ratio

0.3750. Other coss include $3.7 million for New Choices New Options and

everage

Equipment, Materials aniTupþlia,
Extended Contracts, Professional

Development, Instructor
ReimbursemenE Misc Contractual

$6,490,579

Comprehensive High Schools and

$53,069,000

Other

Voc. Tech Centers

Vocational Equipment

$10,000,000

Idaho

Pennsylvania



Matrix 5:

'Weight = 1.21 I voc. vs 1.096 for 9-12 besic

Unadjusted = $4,138

FTE x adjustment lactor x l.2ll x $3,745
FTE is adjusted for District Cost Differential;, spaniry indices, hold harmless and

ofother factors.

'\üeight = 1.2018

Unadjusted= $2,695 salaria oÉall teachers needed to providc

Add-on=

0.38 Agriculturc (l/2 dai,)

0.33 Dist¡ibutivc Ed

0.14 Consumc¡ Homemaking

0.33 Occupational Homc Ec.

0.33 Businas Ed

0.48 Tndc ¡nd Industry l/2 day

0.33 Tradc/lndustry (2 pcriods)

0,28 Cæ¡rcrativc Eduetion

Fotmule: (FTE voational + (FTE vocational x add-on weights)) x $1,680
Adjustmcnts: At-risk index; stâtc monerary adjustmenr b*ed on intermediate step funding
level.

Add-on = 0.50

Unadjusted= $5,730

lFor-.l"t (adjusted district enrollment weight + (voetional FTE x 0.50)) x $3,820

lAdjustments: low enrollment weight, transportation weighr, at-risk pupils weight, school

I facilities wcight, ancillary school facilities weieht.

Add-on = 0.05

Unadjusted= $2,118
lFormula: (1.0

lAd¡r.,-"n.r,

+ (.05 x vocational units)) x local equaliaticn factor x $2,017
State pays 65 perccnt of local eligibiliry

State pays $8,549 per voøtional student versus

$5,449 per high school student meaning the effecive

weighr is 1.56.

lComplex 
state fo¡mula considering aç lcasr l9 factors (salaries, benefits, t;oËsrionâI-

ldevelopment,equipment,supplies,etc.)arealculatcdfor t2differentstudenrcetcgoria,of

lwhich 
vocationel educetion is one. Funding amounts ere multiplicd by a wage adjustment

I factor calculated for each dist¡ict.Additional resourcs are also allocated for wo¡k-based larning
lo.o*""..

Add-on =

Unadjusted=

O.JO for regular programs 0.20 for
workforce dcvelopment
*Á 441

lr".* @
ls¿.zgq
lAdi*,-"r."r local effort: coDBF

'!üeight = 1.29 voc. vs. 1.25 high school

Unadjusted= $2,1!J

f For-.|", (FTE voetional x 1.29 x$2,515)-.7

lAd;r..-.n,, Ind* of tax-paying abiliry to determine local share, State pays 7O percent of
lfoundation prognm. Academic coumes weighted 1.25.

'Síeight = 1.37

Unadjusred= $3,901

FTE vocational x 1.37 x $2,847 edjuted for loe,l characteristics

Cost ofcducation; small and mid-sized distrircrs; sparsit¡ adjusted properq¡ valuc
districts not offering all grade levels.

$3.745

$2,243

$4,267

$3,820

$2,017

$1,449

$4,294

$2,5r5

$2,847

Florida

Georgia

Indiana

Kansæ

l,ouisiana

Massachusetts

Ohio

South Carolina

Texæ





Considerations for Planning a State Career
and Technical Vrtual High School
Providing'!7'eb-based courses for career and technical students

Is it possible today for a state to create a
Career and Technical Virtual High School?
Yes. Over the past five or more years, a number
of states have cre¿ted virtual high schools. M*y
students across the country are presently taking
high-qualiry acadernic \Øeb-based courses. There
is no reason that courses focusing on career and
sechnical education cannot be included in these
offerings.

Students at many schools in HSTIY'states do
not have access to a broad range ofcareer and
technical courses. This problem is getting worse
as teache¡ shortages increase. 

'\ü(ieb-based 
courses

offered by uained, highly qualified teachers have
the potential of successfully meeting this need.

To develop this potendal, a state can provide
leadership to establish a vision, assess needs and set

priorities. The state can remove policy and
regularory bar¡iers, provide incencives to
encourage use, coordinate efforts across the srate
and gather and share informarion with schools and
school disuicts.

Existing virual high schools vary widely in
their goals, staffing, areas of activiry and funding.
The Florida Vnual School, the largest in the
country, offers 62 high school academic courses

and andcipates serving more than 8,000 students
this year. The Kentucþ Vinual High School
provides leadership to schools to coordinate
services and offer courses to Kentucþ students.
Other state departments of education, including
Maryland and \ùØest Virginia, have hired a person
to provide leadership and work closely with
schools and school districts to idenrify needs,

evaluate courses and coordinate student eccess.

The need for'S7eb-based courses to provide
hands-on experiences for students is ofspecial
concern. As technology evolves and we learn
more about how to deliver courses effectively via
the \Øeb, hands-on experiences will become a
natural part of virtual learning. Many'Web-based
courses already require hands-on experience.
In the Florida Virtual School, for example,
teacherc develop science experiments that use

materials easily found in a student's kitchen.
The school also sends lab equiprñent (books, CDs,

video- tapes, test tubes, rulers, thermometers, etc.)

to students who take chemistry, physics, AP
biology, earth space science and marine science.
Students must return the materials at the end of
the course, but no lab fees are assessed.

Another key issue is whether the virtual school
will develop its own courses or lease or purchase
courses. Leasing or purchasing courses should be
considered whenever possible; because technology
changes so rapidl¡ the cost of development and
maintenance can be high. Other issues exist as

well, such as funding, teacher certification and
dignment of course content with state academic
standards and equity ofaccess regardless ofwhere
a studenr resides.

A state may v/ant to create a career and
technical state virtual school or add to existing
stare virtual school efForts. In either case, states

will need to consider the following topics as they
move tou¡ard using the rù7eb to meet studenr
career and technical course needs.

1. Vision

") Articulate your Vision
. IThy do you need to offer a Career and

Technical Virtual High School?
. 'What are the specific and broad goals

for virtual couises?
. To whom will you need to communi-

cate these goals and vision?
. How will this be communicated and

over what period of time?
¡ Is a process in place to review and

update goals and vision on a regular
basis?

b) Perform a Studcnt Needs Analysis
r lVhat do you need to know about

expanding other high school career and
technical courses and in whac field?

. How will this data be gathered?

. \7ho will gather and analyze the data?

' ltríhat addidonal information is needed
to determine the number of studenrs
who would participate in online courses

if they were available?

c) EstablishPriorities
. 'Vho will determine what courses will .

be offered?



\ll/hat criteria will be used to deter-
mine need?

d) Organizationallssues
. To whom will the online school be

accountable?
¡ 'What administrative structure will be

required to fulfill the managemenr,
instruction, development and
assessment functions?

r '!7har kind of physical faciliry will be
needed? !7here will it be locared?

r 'What state or districr policy changes
will be needed to facilitate developmenr
of the Career and Technical Vinual
High School?

2. Management

") Administration and Staffing of a Full-
. Service High School

! How many persons will you need to
administer and support rhe initiativel

¡ rùího will handle student rcgistrarion
and other studençrelated services and
needs?

r Vho will staffa help desk that will be
required'to meet the student learning
and technical needs?

I Who will uain and support the school-
based smffwho will be in direct conracr
with studenrs?

r lilho will mentor studenrs raking
courses?

I \Øho and whar positions will be

required?
. How will administrative and technical

' staffand teachers be recruired and
employed?

. Howwill you manage a staffyou do
not see face to face?

¡ \üøill online teachers need to be certified
to teach in the state where rhe studenr
is taking the course?

¡ Howwill virtualstaffbe evaluated?
b) Determine Technical Infrastructure and

Needs
r l|ü'hat level of technolog¡r do receiving

students currently have, and will ir be
comparible with available online
courses?

. Do students have Internet access when
and where they need it?

. \øill labs need ro be created in supporr' of cenain courses? \7ill these be locaced
in existing or new facilides?

¡ Vhat will the course development and
delivery plarform be?

c) Marheting
. How will you disseminate information

about the courses?
I How will you "sell" the value of online

courses?
. Is a nerwork of "critical friends" in

place to support the work of the school?

3. Cost and Funding
. rVho will serve as fiscal agent?
¡ rVhat is a reliable and substanrial-revenue

source for the virtual school?
. rVhat will the cost be ro develop and offer a

course?
. \øill you develop, lease, or purchase

courses?
. '\ùüill you host the course(s) or contracr

hosdng to another agency or private
company?

I \Øho will pay tuition and fees for students
taking the courses?

. '!7ho will collect tuition and fees?
¡ '\ùøill 

cost be a determining {rctor in offering
courses?

4. Instruction

' Vill course content be aligned with rhe
states' student academic standards?

. \Øho will evaluate courses ro ensure high
qualicy?

. Vill the school be accredited?

. Vill courses be accepted for studenr credit
by receiving schools?

. rüøill a formal agreement be needed for each
school whose students are participating in
courses?

5. Evaluation
I Is there a plan to obtain dara frequently

(every 3 months) about the starus of
courses?

. Is there a plan to conrracr with an outside
eyaluator for che virtual school?

r \7ho will be responsible for anaþing
eyaluadve feedback to improve courses and
programs?

I fue there plans to ensure customer
(students, parents, schools) sadsfaction?

. Is there a plan to regularþ gather and
analyze student course compledon and
achievement data?

How and who will assess online reacher
effectiveness?

Linda Pittenger, Director, Kentucþ Virtual High School;
and Julie Young, Executive Direcror, Florida Vinual School
provided valuable information used in this paper.
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Facrs About High School
C are erl T¿: c hnicøl Smd.ies

\ü¡hat Are the Benefits of High School Career/Technical Studies?

This fact sheet contains the major beneÊs,

challenges and oppomnitics that orist as states,

districts and schools strive to raise the achiwe-

t Academic Benefits

Career/tcchnical teachers who oftcn require

students to usc academic knowledge and skills i¡
completing assignments inc¡ease studenti chances

of meeting the High ScbookThøt'Vorhreadtng,

mathcmatics and science performance goals by

seven to 10 pcrcent (2000 H;gh Schooh Thøt

üZøråAssessment).1

a Students who completethe HSTW'-

recommended academic core and a

career concentration:

o have average reading mathematics

and science scores that equal or

excecd tlose of college-PrcPafaþry

students on thc .l/SZïZAssessment;

o continue their studies after high

school at a higher rate than students

who do not complete an uPgraded

academic co¡e and a concentration;

and

o have a higher grade Point avcrege

in college and a¡e more lilrely than

othcr high school graduates to

remain in college throughout the

6rst year.

I Emplo¡rment and Earninç Benefits

(Boesel, Hudson, Deich and Masten, 1994)

a High school studens who complete a

concentration ofthree or fou¡ crediæ

in a ca¡cer/technical ßeld of study have

better employment and earnings out-

ment of career/tcchnical students in preparation

for careers and funher education.

comes than students who complete fcwer

than ¡¡vo credia in a singlc ca¡eer/tcc.hni-

cal teld.

o Carecr/technical graduates who obtain

jobs in their fields of snrdy outperform

their peers who a¡e employcd in areas

unrelated to their areas ofstudy.

a Female high school graduates who com-

plete concentrations in business or health

have better cmployment outcomes than

females who complete studies in other

fields.

o Studena who graduate with a career/

technical concentration and pursue fru-

ther education are 2.5 times more likcly

than collcge-preperetory students to be

employed while pursuing funher snrdy.

I Bencfits to the School and the Community

One high school dropout represents thou-

sands ofdolla¡s in tax tevenue that is lost to the

nation ovcr a person's lifedme. Muldplied by the

number of dropouts betwecn the ages of 16 and

24, the problem ca¡r amount to billions of dollars

in lost tax revenue.

o Dropout/truancy benefits (Ifulik, 1998)

o High-rislc students are eight to 10

times less likely to drop out in thc

llth and 12th grades ifthey enroll

in a ca¡eer/technicd program rather

than a general program.

I Th. H;gh Scboob That Worþ Asscssmcnt is based on thc National Asscssmcnt of Educational Progrcss (NAEP).
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'What Conditions A¡e Necessary to Provide Quatiry Careerl
Technical Srudies?

a A q""lity career/technical program

can reducc a school's dropout rate

by as much as $ix percent.

I Effectirrc Guidancc and Advisement

The 2000 High Scboob TbatVorh
Âssessment showed that ca¡eer/tech¡ical stu-

dents utro receive effectivæ g"id-* and advise-

ment services a¡e much more likely to complete

the f/.S7'lZ-recomms¡dsd Fngl ish, mathem¿tics

a¡d science çunicul"m and to meet the HSTW
performance goâls in rcadlry, mathematice and

science tha¡ studenæ v¡ho åil to receirrc such

services. (See Figur€s I and 2.) F.treairæ guid-

ance and edvisement services indude¡

o encouraging students to talce rnore

cha[enging mathematics and science

courses;

o assisting sudents in planning a high

school program ofsnrdy by the end of
gradc nine;

a involving paren$ with their drild¡en in
planning a high school program of
studp and

o providing information and guidancc

about post-high school sudies.

I Integrated Academic a¡rd Ca¡eer/

Technical Content (HSTIY Ãata')

Students who study rþrous integrated aca-

demic and ca¡eer/technical content in úreir

career/technical classes achieve at a higher lwel

than students who fail to have such experiences.

The higher-achieving students heve ca¡eer/tech-

nical teachers who:

o place a great deal of importance on

assignments rhat require students to
read, wtite and use mathematics; and

a require students to use mathematics,

read technical manuals and boola, and

r¡se computers daily or weekly in com-

pleting ca¡eer/technical assignments.

(See Figure 3.)

Career/technical students a¡e less

likely than general-track $udeffs
to fail a coursc or to be absent.

Figt¡r€ I
Percentages of Studenc Completing the

HSTF-Recommended Cuniculum in 2000

Eotliú M¿thcmrtis Scioe

E Reivcd*mggu¡dsæ I Did¡otæivcrþngguidoç

Figure 2
Percentages of Srudents Mecting the

HSTV Performance Goals in 2000

72lÁ

Radiag M¡tho¡tiq Scirnc

@ ReivcdnrengguirLnæ I Did¡creiw¡mngguidtæ

Figure 3
Percentages of Students \Øho Met the

HSTIV Performance Goals in 2000 by
'Whether or Not Their Ca¡eer/Technical

Courses Integrated Academic Skills

Aedcmio wæ iatcgntcd Aqdøis w ¡ot inrcgntcd

a

',$

9196

6ryo

@

I Rading E Mthcm¡tis El Scioæ
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I A Solid Acadcmic C-ore and In-depth
C-a¡eer/Technical Studies

Ca¡eer/technicd students lea¡n the most

when they combine strong academic content

with studies in a c¿¡eer/technical teld (HSTIY

fusessment). The HSTV-recommended curricu-

lum enables more student$ to meet the HSTV
performance goals in reading mathematics and

science. The curriculum consiss ofi

a four credits in college-preparatory-lorel

English;

o threc mathcmatics credits, induding two

credits in Algebra I, geometry or Algebra

il;

o tluee science credits, including two cred-

its in lab-bascd courscs such as biolory,

physicd sçience, chcmi*ry phpics and

applied physics. (Sce Figurc 4.)

Figure 4
Percentages of Srudena \Øho Met rhe HSTV

Performance Goals in 2000 by !üThether or

Not They Completed a Challenging Academic

Core and a füeer Concentration

Crmplctcdboth Didnotonplctebodr

I Rading E M¡thcmtics E Scioc

I Quality'Work-siteLearning

The vast majority of employers said frontline
workers who had panicþated in school-sponsorcd

work-based lcarning i" htgh school had befter

anirudes and productivity than employees who

rnissed those enperiences. (Sce Figure 5.) The

U.S. Department of Education reported rn 1992

that:

o 71 percent of all high school studcnts

work during their senior year; and

o 25 percent ofca¡eer-oriented students

particþate in school-sponsored work-

Figure 5

How Employers Rated Employees

\Øho Had \Øorþbased Learning

17.6ß

6L.gYo

Productivity Attitude

I Rtcl wo¡t-bgcd lmirg cmployø thc mc
E Rscd rc¡L-tn¡od Iming cmployæ bcac

E Rrcdwo¡k-bæcd løinguployccmæ

based learning, compared with th¡ee

perccnt of college-preParatory sn¡denß

a¡rd six percent ofgeneral-track snr-

dents.

The 2OOO H;gl, Scbooh T'høt'W'orh lx,se.ss'

ment showed that qualitywork-based learning

eqperiencee conribute to student acfiievement-

The conditions that contribute to strong

work-based learning indude:

o observing veteran workers in cerain
jobs;

o lcarning how to do a job from a worþ
place mentor;

a being waluated according to clear stan-

d.td";

a receiving encouragement Êom a work-

site mentor at least monthly to dwelop

strong work habits and good customer

relations skills;

a being shown daily or weekly how to use

communication skills at the work site.

(See Figure 6.)

I Suong School Leadership

Effective school leaders work with the enti¡e

faculry to create a climate of high e:rpectations

for student achiwement. (See Figure 7)

o Career-oriented students achieve at a

higher level in school when:

0.596 0.996

3áox

65.r96

{}
77Vo
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their teachers indicare the amounr

and qualiry of worlc it takes to cern

anAoraB;

they receive ortra heþ; and

Figure 6
Percentages of Students Meeting the HSTV
Performance Gods by \?hether or Not They

Had Qualiry Vorþbased læarning Experiences

7Wn

MctRedirgGq¡l Ma M¡thoric Gel MaSciøeGql

I H¡drhec¡pc¡iqq E Did¡chæú¡qopqirc

I Rrrocus rHE PuRPosEoF C-aREER/

TnqrN¡car Sruorcs

The boaom two-thi¡ds of the natioris labor

force must lca¡n much better skills to prevent

their wages from falling (læster Thurow, 2000).

An increasing proponion of the workforce must

be able to create, analyze, and transform informa-

tion and interact electronically with oúrers (Alan

Greenspan, speaking at t}re U.S. Department of
Labori 2lst Century'I0'orkforce Summit in June
2001). Current practiccs will yield worlrers who

struggle to get by in dead-end, high-turnoveç

low-wage jobs. The modern economy 
- 

wit}r its

dynamics, innovation and speed 
-requires

workers who have academic knowledge and skills

as well es strong career/technical knowledge and

skills. Todays students need to prepare for furthcr

study as well as a cíueer.

o More than 50 percent of the nationt
high school career/technical graduates

prusue further study.

a Morc than 60 percent of career/technical

graduates at HSTVsites pursue further

study.

they spend one or more hours daily

on homework (2000 HSTV
Assessment).

<)

r)

a

Figure 7
Percenages of Students Meeting the HSTV
Performance Goals by'Whcther or NotThey
Expcrienced a Climate of High Fxpectations

McRadiagGcl MstM¡thmetiqGøl MaScjøeGql

I Frçcartimwhigh Sl Êryæriruwrchigb

As workplace reguircmcnts condnue to rise,

srudents must be able to build on what they have

learned. They also must learn to use computen

and sofrwa¡e to prepare for a worþlace wherc

elecronic communication has becorne a þerma-
nent fixture." Students must be technically liter-

ate. They must be able to:

o rcad, undcrstand and communicate in
the language ofa career field;

a use mat-hematics reasoning and under-

standing to solve þroblems found in a
ca¡eer Êeld;

o understand underlying technical con-

cepts, princþles and procedures in a
ca¡eer Êeld; and

a use basic technology to complete pro-

jects in a broad ca¡eer teld.

Two few l7-year-olds have the reading and

mathematics skills needed in the worþlace (The

Educaúon Tiust, Inc.).

a Only about ha.lf of l7-year-old white

studcnts and fewer than one-fifth of 17-

year-old African-American students can

read and undersnnd complicated infor-
mation.

17to629ß
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How Do High School Career/Technical Studies Need to Change?
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Täbte I
Percentages of public high school srudenß

receiving credits in career/technical sn¡dies

5

t982 1990 r994

Received at least th¡ee credirc in a career/

technical concentration

Received fou¡ or ¡nore credits in a cereet/

technic¿l concentration

34Vo

l3o/o

28o/o

8o/o

25o/o

7Vo

Sourccs: U.S. Dcparmrcnt of Educ¿tion, Naúonal C¡nter for Education Statistics, High School and Bcyond Sophomotc-Cohon 1982

High School Tran*rlp. S*ay, 
""a 

ú¡c f 990 and 1994 National Asccssment ãf Educational Prcgrrss (NAEP) High School

Transcript Studics

qÐ

I lNcnrnsnOrponruNmrs FoRSTUDENTS

To ENRoLL rN QuALITY C¡nrnn/
Tncrrmce¡, Counsrs

Ttre percentages ofhigh school students

who received credits in career/technical education

dedined nationwide berween L982 and 1994.

(SeeTäble 1.)

Students graduating from rural public high

schools in 1982,1990 and 1994 completed more

vocational courses tåan students graduating Êom

urban or suburban schools. The amount of
career/technical credits and the emount of speci-

Êc occupational coursework completcd by stu-

dents graduating from urban and subu¡ban

schools decreased between 1982 and 1994.T\e

decline was steeper for urban graduates than for

suburban ones. The amount fo¡ students graduat-

ing from rural schools did not dccline signiñcant-

ly. (Sce Täble 2.)

As oppomrnities for career/technical studies

wane, we sce dedines in thc percentages of stu-

dents earning regular high school diplomas and

increases in the percentages ofstudents earning

General Educational Developmcnt (GED)

diplomas. (See Figure 8.)

o Eventhoughqualitycareer/¡echnical
programs beneßt students, schools and

communities, such Programs are

un¿vailable to sn¡dents in many areas.

o Swenty-one Percent of the nation's

high schools enroll fewer than 1,000

students. Small schools are less likely

to offer quâliry ca¡eer/æchnical

studies.

' Täble 2

Average number of Carnegie units received by public high school students in

åreer/t."hnical and labor market-specific studies by q'o" of school

Total carcer/technical credits I¡bor Market-speciÂc credit¡

school sening L982 1990 l9g4 1982 1990 1994

Rural

Urban

Suburban

3.2

2.5

2.7

3.3

2.4

2.5

3.3

2.8

2.9

5.2

4.3

4.5

4.7

3.7

4.0

4.7

3.3

3.5

"$
Sou¡ccs: U.S. Department of Education, National Ccntcr fo¡ Educ¿tion Statisties, High Sctrool and Beyond SophomorcCohon 1982

High Sciool Tiran.*ip. i*ay, -¿ .tr" tSSo and 1994 National .Asscssmcnt of Educational Progrcss (NAEP) High School

Transcript Studics
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Figure I
Percentages of Students Earning Regular

High School Diplomas v. GED or Othcr
Non-traditional Diplomas in 1990 and 1998

ofexccllence" locatcd at other high
schools or at conrmt¡¡rþ or tcdrni-
cal colleges. These schools a¡e

aligned to labor ma¡kct dcmands

and usually have up-to-datc cquip-
ment, but they are too few to con-

stitute an organizcd effon.

a Not wcry high school career/technical

program is a high-qualiry program.

It is imporant for states to determine:

r what constitutes a high-quality

ca¡eer/technical program;

r how many higlr-quality programs

c¡rist in the state; and

o how studena' oppomrnities to

choose such programs vary among

schools and school disuica.

o States can focus on the following ques-

tions in evaluating high school

career/technical programs:

o Do the programs lead to good

employment oppornrnities?

o Do the programs provide a range of
options for continued learning?

o How many broad career fields of
study should be available to stu-

dents? (See Täble 3.)

t
8096

a

Eanicd a ægulr
diptoma

a

a

E¡med IGED/
ooo-ndiriord diploue

I 1990 @ rÐ8

Sudents in many rural sc.hools

attend area career/technical ccntcrs,

but transportation often is a prob-
lem and few oppornrnitics a¡e avail-

able to integrate academic and

career/technic¿l studies.

A few states, such as Delaware,

Massachusetts and New Jersey,

allow sn¡dcnts to 'choose' cerærl

technical high sdrools that provide

rþrous academic and career/tech-

nical content.

Students in a few cornmr¡¡utres

enroll in career/technical'centers

o

Täble 3
U.S. Department of Education, Office ofVocational andAdult Education

Career Clusters for Career/Technical Studies

Agriculture and Natu¡al Resources

A¡chitecn¡re and Construction

Ans, Audio/Video Technolog,y and

Communications

Business and Administration

Education and Tiaining

Finance

Government and Public Administration

Health Science

Hospitaliry and Tourism

Human Services

l¿w and Public Safery

Manufacuring

Rctail/I7holesale Sales and Service

Scientific Research and Engineering

Tiansponation, Distribudon and logistics

tr
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'Vhdt 
C¿n States Do to Improue the Quality

of C øree rl Tc ch n i cal Studi es ?

States can e*ablish policics and incentivcs to
encourage school disaicts and high schools to
wo¡k wit} each other, with postsecondary techni-

cal and collcges, with a¡ca vocational

centers and with cmploprs to deveþ careerl

technical programs of orccllcnce that will aftract

a broad rangc ofsnrdents. Herc arc eight sugges-

tions for doing so:

Suggestion l: Establish carecr academies in high

schools. Thesc small "learning communitief
consist ofi

o teams of tcachcrs who worlcwith groupg of
students for tr¡rro to three years;

a sn¡dents who complete a college-prepara-

toryJwel curriculum focusing on a broad

ca¡eer theme; and

o employers and postsecondary education rep
resentatives who can help develop the pro-

gram.

Suggestion 2: Implement a dual-enrollment

system for high school students that will prowide:

o oppomrnities to study q"tlity ca¡eer/techni-

cal cou¡ses at postsecondaqyschools; and

o college crcdit at state and communiq¡

collegcs whcn sn¡den$ meet cenain

academic and cou¡se standa¡ds.

Sugestion 3: Establish carecr/technical programs

for high school students on the campus of
a postsecondary institution. The postsecondary

facilities are:

o often located close to where students attend

school; and

a have state-of-the-a¡t labs that high school

students c¿rn use during the daytime when

the labs often are not utilized ñrlly.

Suggestion 4z Create technical high schools of
choice. Such schools:

a combine rþrous academic studies with
qualiry career/technical content;

a dwelop relationships with local employers

who feel 'ownership' of the school; and

o benefit r¡¡ban and other high-population
a¡€:ls.

Sugestion 5: Modernize offerings at arst vo@-

tional centers that represent "model" oramplcs of
academic and vocational integration.

Sugestion 6: Offet di"t1tt* learning' Make

IÍeb-bascd courses at community colleges avail-

able to high school sn¡dents. Thc Florid¿ Vinual
High School (www.flvs.net) is a good examplc.

Sugestion 7: Providc worlr-based learning. Such

a program should:

o rotate $udcnts through sevcral jobs to show

all aspects of the company;

a involve a¡r agreement of enpectations and

rcsponsibilitics of students, work-site mcn-

tors, employers, teachers and school worþ
based learning coordinators; and

o havc the support oflocal business and

industry.

Sugestion 8: Reinforce the high school scnior

year (The National Commission on the High
School Senior Year). Motivate seniors by allowing

them to:

o take college c¿reer/technical courses at a

community or technical college; and

a en¡oll in a structured internship or eppren-

ticeship program.

I R¡ors¡cx'Wu¡r Cennnn/Tncn¡ucer
TElcHrns Tnecn

There is a weak transfer of academic knowl-

edge to ca¡eer/technical tasks in many e¡eerl
technical programs. l7h.ile states and schools

have raised the qualiry of academic content,

many of them havc failed to develop standards

for career/technical courses that integrate acade-

mic and induswy sandards. Swenty-nine percent

ofhigh schools that offer ca¡eer/technicd educa-

tion have adopted standa¡ds for these progrí¡ms,

but 54 percent of these schools reported only a

¡ninor level of industry input (Phelps, Parsad and

Faris,2001).

o Career/technical educ¿tion programs

need to develop standards that integrate

academic and industry standards to
remain relwanc.

o Teachers must raise srudentf et(pecta-

tions. All career/technical students

should be er<pected to mke an algebra

Ð

r,t\
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co(use with equations; take a lab-based

science cor¡rse; read and undersand lit-
ereture; and use reading writing and

mathematics in career/technical studies.

O It is morc difficult for states to develop

carecr/technical standards than to devel-

op acadcmic sundards.

o Ca¡eer/tecånical education is more

diverse than academic education.

o Aligningbusiness/industrystanda¡ds
and acade¡nic standa¡ds is a daunt-

ing task.

o Academic and career/technical edu-

cators and cmployers must work
toçthcr to dcvelop integrated career

and technical standards.

a Standards are only the beginning.

Other steps include:

o dcveloping cor¡rse syllabi;

o providing improved curriculum

materials;

o dwelopingeway to audit

ca¡eer/technical programs; and

o helping career/technicd teachers

upgrade their academic skills and

do'elop their repertoires of insuuc-

tional methods for integrating aca-

demic and technical studics.

r Rn-rHnrVt¡¡rCnnrnn/TncrNtc¿r
Tnrcsrns Nrro ro Kxov¡¡No Bn AsLE

TO DO

Ca¡eer/technical teachers often differ &om

other factrlry. They are more lilceþ to be older

males with less formal education (2000 HSTIY
tacher Sunlcy). Fifty-two percent of career/tech-

nical teachers are at leírst age 46, compared with
46 percentof the academic faculry. Almost 50

perce¡rt are male, compared with 33 Percent for

ot}er faculty members. One in six has less than a

bachelor's degree, cornpared with less than one

percent of otler teachers.

Teacher effectiveness is the number-one fac-

rcr in raising $udent achievement. Tcacher train-

ing and professional dwelopment can give teach-

ers what they need to be successfirl. Three charac

teristics of effectiveness (Darling-Hammonds,

1999) are:

Sabjca mattcr hnoafudge- Career/

technical te¿chers must have borh ecade-

mic and occupation-specifi c knowledge,

and úrey must knoÌv how to use this

knowledge to dwelop curriculum goals.

Unfonunatel¡ some teachers a¡e wcak in
one or botl¡ areas of knowledge.

Career/technical teachers who participat-

ed in the 2OO0 HSTW,Tez.drer Survey

reported that:

c 35 percent needed staff dwelop-

ment to learn mathematical con-

cepts underþing their tcaching

fields;

c 43 percent needed staffdevelop
ment to learn how to apply scien-

tific methods of inquiry to problems

in their teaching Êclds;

o 4O percent needcd staffdevelop
ment to lcarn how to integrate read-

ing, writing and communication

skills into their classeq and

; 43 percent needed staffdwelop-
ment to align their course standards

to $ete academic and vocational

skills standards.

Neither teacher education nor business/

industry experiences alone give teachers

the know-how to integrate academic and

tedrnical contetrt. Furthermore, teachers

are not gening the heþ theY need.

Ca¡eer/technical te¿chers who participat-

ed in the 2000 HSTWTacher Survey

revealed that:

c 70 percent received no staffdevel-

oPment in gening career-oriented

studcnts to mester complo< content

in algebra, geometry and statistics;

c 64 percent ¡eceived no staffdevel-
opment in teaching science in an

applied or occupational contorq and

o 88 percent received less than 20

hours of staffdevelopment in inte-

grating reading, writing and com-

munication skills into curriculum
and instruction.

iflÐ

Ð
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,2%

zÌ96

Solving M¿¡hw¡is
eloletions/writiag

Dirciplincd
mrk þ.bis

Good ¡nio¡dc

Itnou'hdge of æacbing and haraíng 
-

New teachers who comc direcdy from

industry may not know how to tailor

instruction to s$dents' needs. '\ù(/hile

these newcomers may be good at $ad-
ing students on 'sofr' skills - such as

worlc habits 
- 

they may not know how
to assess studenti learning of"hard"
skills 

- 
such as rigorous academic and

technical co¡rtent. (See Figurc 9J

Figur€ 9
IThat Do Teachers Grade Most?

Ab;lity to latc 4 urì& rangc of tcacb;ng

strategies adapadø Mcnd nccds-
Ca¡eer/tecl¡nical teachers tend to use

assessment methods that measure stu-

dents' speciÊc ca¡eer skills rather than

their skills in using communication,

mathematics and science to solve prob-

lcms in a career field. (See Figure 10.)

Figurc f0
How Teachers Assess Srudents

629o 6r%

36% ,7

26%

t596

'Vhat Are tbe Sources of CørccrlTechnical
Teachers andVhat Are thc Tiends?

During the past 15 years, universities have

diminished their capacþ to prepare c¿¡ecr/tcch-

nical teachers.

o In 1991, only about 100 U.S. colleges and

universities offcred four or more career/tech-

nical teacher-education prognrms on a single

campus (L) &, 1996),

o At least 30 technology-based teacher-educa-

tion programs closed down at colleges and

universities between 1979 and 1988.

Teachers who enter the education teld from

business and industry have entensive work o<peri-

ence but no pedagogical training. More states

should focus on providing ongoing, h¡gh-q"rli"y,

streamlined preparation for these teachers.

Vhat Can Stdtes Do to Find More Careerl
Tàchnic¿l Te¿chers?

o Support innovative approaches in retaining

career/technical tcachers and alternative

teacher cenitcation in recruiting degreed

persons as ca¡eer/technical teachers.

a Require professiond development to help

teachers redesign curriculum, instruction and

assessment based on rþrous academic and

career/technical standa¡ds.

a Provide incentives for teachers who receive

ceftificetion from The National Boa¡d for
P¡ofessional Teadring Standards.

a Develop a framework of instructional prac-

ticcs to integrate academic and career/techni-

cal studies and advance students' academic

and technical echievement.

I lNcnt,¡ssAccor.tNf,ÄBILITyFoR STUDENT

I¡¡,nNrNc

Accountability for high school ca¡eer/

technical studies garners less attention and

fewer resources than accountability for academic

studies.

o Only seven percent of public high

schools with ca¡eer/technic¿l programs

prepa¡e students for state or industry
exams (Phelps, Pa¡sad and Farris, 2001).

5396

rdl-otpb
prcblæ

ry

68')6

rè

r-.,å^

A¡cod¡n Ot¡cuion PñiÐ/ Forfo¡io6 6a- Hm* Ecm¡l
. {o1l pmirl ¡.b odå s ..pl'r.r'
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o Pennsylvani4 New Jersey and some

isolatcd school districts r¡se tests

from the National Occupational

Competency Tìesting Institute
(NOCTT).

o A¡kansas, Kentudcy, Nonh
C-arolina, Ohio, Oklahoma and
\Fest Virginia use state-generated

eKams.

In some instanccs, er(ams e¡e not available

and the results do not count for eithcr tlre sru-

dent or the school. This means t-hat the results

seldom a¡e used to improve what and how stu-

dents are taught.

o \7hile useñ¡l for improvement, many

e¡rams are low-budget, and their relia-

bility, validity and technical q"aliry
may be questionablc.

o Rigorous,well-designed, cnd-of-program

orams offer a number of advantages.

These eirams:

o give gúd-o to what srudents need

to lcarn and what teachers can do to
improve instruction;

o provide incentives for students to
work hard;

r limit the potential for higher con-

tent standards and instructional

lwels;

o focus the attendon of state and local

leaders on low-performing
ca¡eer/technical progrems;

o make r:he senior yeet count for
career-oriented students in the same

way that it counts for srudents talc-

ing Advanced Placement courses.

a States th¿t cånnot afford to develop end-

of-course exams c¿ur take these actions:

o Adapt state licensing e:<ams in cer-

tain Êelds.

e Usi o<ams developed by community
and technical colleges for similar

6elds.

o Use industry cenification e:€ms.

o All ercams should meet certai¡r criteria.

They must:

. assess whether students can l) read,

understand and communicate in the

language of the c¿reer/technical field

being sudied; 2) use mathematics

to solve problems from the work-

placc; and 3) understand tecl¡nical

concepts in a tcld of study.

o meet industry standards of perfor-

mance;

o have the capaciry to improve cur-

riculum and instruction for future
students; and

o satisfy a panel of experts that they

are aligned with academic and

tedrnical standards established for
a particular ca¡eer teld.

These criteria can heþ states rnake careerl

technical education competitive in the market-

placc and important to career-oriented studens.

They will help statcs establish performance goals

for the programs and will give schools inccntives

and directions for improvement, panicularþ if
improvement is tied to funding.
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Introduction

All schools that are members of the Southern Regional Education Board's middle grades or
high school nenvorla are committed to raising student achievement and performance in the middle
grades. Their goal is to prepare almost all students for college-preparatory courses in high school that
meet higher graduation requirements. Too many students leave the middle grades ill-equipped to do
high school worh and too many high schools continue to assign too many young people to low-level
courses that leave them unable to pass employers' exams or to enter postsecondary education without
taking remedial courses.

To increase the percentage of middle grades students who complete a rigorous core

curriculum of reading, English/language arts, mathematics, science and social studies and who are

assigned to challenging academic courses in grade nine, schools need information on how their
former and current students perform in ninth grade. Eighth-grade students who completed SREB's
2000 Middle Grades Assessment have finished their ninth-grade year, the critical year of transition
from middle grades to high school. Data were collected on the English, mathematics and science

courses these students took as ninth-graders and the grades they received for each course.

In this report, information on courses taken and grades earned by students from your school

is presented first. SREB received information on 4Ll students from your school. This information is
linked to students' experiences and perceptions reported during the spring of their eighth-grade year.

School data may be missing ifi (1) the number of students in the follow-up study was too small to
provide meaningful data; or (2) the follow-up data could not be linked to the student assessment

data due to missing or inaccurate student identiûcation numbers.

Data presented under the "All Schools" heading refer to the 3,098 students from 44 schools

in the middle grades network and tJreir receiving high schools who participated in the follow-up
study. Data in the next column are from the 25 percent of high schools that enrolled the greatest

percentage of students in college-preparatory classes in each subject area. Data may not equal 100
percent in all tables because of rounding errors and incomplete data. Student data records \¡¡ere

included in the report even though all items may not have been completed.

These data indicate how middle grades learning experiences relate to performance in the first
year of high school. The information can assist and guide middle grades teachers, administrators and
students in better preparation for high school, and it can help high school teachers and leaders

examine their ninth-grade assignment practices, instruction and access to extra help.
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READINESS FoR HTGH SâHOOL: NINTH-GRADE FOLLOW-UP
SURVEY INFOR,I ATION

Readiness for high school can be measured by the percentage of ninth-grade students

enrolled in college-preparato{y courses, their success rates (grade C or above) in these courses and
the credits earned.

High schools that enroll larger percentâges of students from schools in the middle grades

nerwork in college-preparatory courses have success rates remarkably similar to high schools that
have a more restricted enrollment paffern. if srudents are enrolled in higherlevel classes, they are

likely to be as successful as those students who are assigned to lower-level classes. In other words,
both middle grades schools and high schools should make sure that almost all students are prepared

to do higherlevel course work and are assigned to college-preparatory courses in grade nine.

Table 1

Percentoge of Ninth-Grode Students Enrolled in English Lcnguoge ond

Literoture Courses ond Their Success Rotes

Only 25 percent of the students from middle grades schools were enrolled by school leaders

and teachers in college-preparatory English language and literature courses in grade nine. Ninery-one
percent of these students earned at least a "C" grade. Twency-five percent of high schools enrolled 56
percent of students in college-preparatory English courses, and 86 percent of these students earned at
least a "C" grade. The success rates of both groups of students were nearly the same, even though the
top one-founh of schools enrolled more than rwice the number of students in higherJevel courses.
(See Table 1.)

I
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North Corolino
Schools

q
lo

All Schools
ot
lo

Top 25% Schools
in CP Courses

Enrollment
a
lo

Enroll Success
Rate

Enroll Success
Rote

Enroll Success
Rate

Remediol or bos¡c Englísh 9 9 62 5 71 7 56

Stondord, generol, or regulor
English 9

54 60 6t 7t 31 69

College-prep English 9 24 96 25 91 56 86

Other English ond reoding I 2 92 3 92





Toble 2
Percentoge of Ninth-Grode Students Enrolled in Mothemotics Courses

ond Their Success Rotes

North Corolino
Schools

%

All Schools
otlo

Top 25% Schools
in CP Courses

Enrollment
7"

trnroil Sueeess

Rote

F-, lltrnror! ---- -, __Ðuccess

Rote

F-_ tltrnroil è--_ -, __ÞuccesS

Rote

Bosic, generol mothemotics,
pre-, bosíc Algebra or
opplied mothemotics

46 63 4L 67 18 58

College-prep Algebro 1 or
integroted mothemotics

20 T7 31 75 56 72

Algebro 2 or other
odvonced mothemotics

3 100 5 90 15 95

Geometry 18 88 15 91 15 84

Other mothemotics I 100 2 79 2 9t

In mathematics, 5l percent of students in all high schools were enrolled in college-
preparatory Algebra I or higher-level courses, and at least 75 percent of those students earned a "C"
grade or above. Schools that enrolled the most srudents in higherJevel courses assigned 86 percent of
incoming ninth-grade students to college-preparatoryAlgebra 1, Algebra 2, geometry or other
advanced mathematics courses, and at \east T2 percent or more of these students earned a "C" grade
or above. (See Table 2.)

In science, only nine percent of students in all schools were enrolled in a college-preparatory
science course. In the high schools that encouraged and pushed more students into higherJevel
courses, 38 percent of students were in college-preparatory level courses, and their success rates - at
least a grade of "C" - were almost idendcal to those in all schools. (See Table 3.)
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Toble 3
Percentoge of Ninth-Grode Students Enrolled in Science Courses ond

Their Success Rotes

* \Øest Vrginia considers Integrated Science a college-preparatory course.

These data suggest that more middle grades students could succeed in college-preparatory
Ievel academic courses if only the high school would give them the opportunity to enroll in such

courses. Too many high schools are continuing to sort students into different levels of classes when
many studenrs can succeed in higher-level classes if they are allowed to take them and given the

supporr they need. SREB's analysis of eighth-grade student achievement data indicates that too
many students who scored in the upper half in reading, mathematics and science achievement tests

are, in fact, enrolled in lowerlevel classes in ninth grade that do not prepare them for education
beyond high school.

If high schools are going to err in assigning students to classes, they should err by enrolling
too many students in college-preparatory classes rather than too few.

5

North Corolino
5chools

%

All Schools
q
lo

Top 25% Schools
in CP Courses

Enrollment
%

Enroil Success

Rote
Ênroli Sueeess

Rote
cnrolt ÐucceSs

Rote

G ener al, envi ronmentol,
earth,life, qnd other science

60 70 t9 67 L6 56

Bosic or regulor physícol

science or bíology

18 36 76 25 68

Integrated science* 0 0 24 79 t2 88

College-prep physicol

science

I 100 5 81 2t 79

College-prep biology o o 3 94 13 93

Other odvonced science o o 1 78 4 78





Table 4
Number of Credits Eorned in Ninth Grade

North Corolino
Schools

q
lo

All Schools
ot
lo

Three credíts or f ewer 26 4

Four credits 2 4

Five or more credits 72 92

Srudies of students who are at risk of dropping out of school indicate that if studen$ earn
three or fewer credits during their ninth-grade year, they are much more likely to dropout of school
than those students earning more credits. In the sample of students followed in this study, four
percent earned three or fewer credits in ninth grade.

Toble 5
Percentoge of Students Who Foiled One, Two, or More Courses in the

Ninth-Grode Yeor

North Corolino
Schools

%

All Schools
%

Poss qll courses 76 81

Foil one course 13 11

Foil two courses 7 5

Foil three or more courses 5 3

About one in five students from the middle grades network fails at least one course in the
ninth grade. Eighth- and ninth-grade teachers should work together to align expecrations,
curriculum and performance criteria so that the percentage of students failing courses in ninth grade
is reduced significantþ.
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ü EI6HTH-6RADE EXPERIENCE5 AND PERCEPTION5 LTNKED TO
NINTH-aRADE PERFOR'ìAANCE

Three middle grades experiences are associated with students taking and succeeding in
higherJevel courses in grade nine. These experiences are:

l. studying something called algebra in the middle grades;

2. reading a gteat number of bools in grade eight; and
3. expecting to graduate from college.

Middle grades schools that want to make sure students are ready for college-preparatory work
in high school will teach only pre-algebra or more advanced mathematics courses in grade eight,
require students to read widely, and encourage them to think about education beyond high school.

Middle grades students are naturally curious about the world around them and how they fit
into it. Schools that capitalize on that curiosity by providing guidance and advice on what education
is required for various careers and professions encourage students to set both long- and short-term
goals.

The following table reports the ninth-grade performance of students who said they had
something called algebra in the middle grades and those who said they did not. The second rable
compares the number of boola read in the eighth-grade year to enrollment in college-preparatory
English in ninth grade. The greater the number of books read, the more likely students were enrolled
in college-preparatory English. The last table reports ninth-grade enrollment in college-preparatory
courses for those students who said they expect to graduate from college. Only those students who
answered in the affirmative on the question are included in the data.

Table 6 shows that across the middle grades network, 62 percenr of students who had
something called algebra in the middle grades were enrolled in college-preparatory mathematics in
ninth grade, and 85 percent of these students earned at least a "C" or above. By contrast, high-
enrollment schools enrolled 82 percent of students who had algebra in the middle grades in college-
preparatory courses with virtually the same success rates as high schools that assigned fewer students
to higher-level mathematics courses. Slightly more than one-third of students in all schools and two-
thirds of students in the high-enrollment schools were assigned to college-preparatory mathematics
without the benefit of algebra in grade eight. At least two-thirds of these students were successful in
higherJevel mathematics. All high school faculry and parents should ask:

\üZhy aren't all students who had algebra in the middle grades enrolled in college-preparatory
mathematics?
'S7hat criteria are schools using to assign students to higherJevel mathematics?

o

a
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Toble 6
Enrollment ond Success Rote of Ninth -Grade Students in College-

Preporatory Mothemotics by Their Exposure lo Algebro in the Middle
Grades

North Corolino
Schools

ot
lo

All Schools
u
lo

Top 257" Sites in

CP Moth Courses

Enrollment
7"

Alqebro in MG

9th grade CP mqth

Enrollment

9th grade CP moth

Success Rqte 84 85 81

No Alqebro in MG

Qt\ grade CP moth
Enrollment

9th grade CP moth
Success Rote 87 73 66

Table 7
Enrollment in College-Preporotory English Courses in Ninth Grade by the

Number of Books Reod During Eighth Grode

North Corolino
Schools

ot
lo

All
Schools

7"

Top 25% Sites in CP

English Courses

Enrollment
otlo

O to 2 books t4 t4 31

3 to 10 books 24 27 59

11 books or more 27 30 66

Students who read more in the middle grades are more likely to be enrolled in college-

preparatory English courses in ninth grade. Table 7, however, indicates that only 30 percent of
students in all schools who reported reading 11 booLs or more in the middle grades were enrolled in
college-prep aratory courses in ninth grade. More than twice as many students who read at least I 1

books were enrolled in high-level courses in some schools. These high-enrollment high schools
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encourage sruden$ who report reading very little to enroll in college-preparatory English, and they
provide support to help them complete the course successfully.

Toble I
Percentoge of Students Enrolled ín College-P?eporotory Courses in Nínth

Grade Who Expect to Groduote from College

Table 8 shows that in all schools almost twice as many students who expect to graduate from
college are enrolled in college-preparatory mathematics than are enrolled in college-preparatory
English courses. Only 11 percent of students who expect to graduate from college are enrolled in
college-prepúa;tory science classes. However, high enrollment schools have significantþ more
students in all college-preparatory classes. These schools help students achieve their dreams.

III. NINTH-GRADE PLACEMENT PRACTICES

lVide variations exist in the practices used by schools to place srudents either into college-
preparatory courses in English, mathematics and science or into lowerlevel classes. It appears that
some schools push their students into courses with more challenging content, while other schools are

content to sort sudents into tradidonal classes. Lower-enrollment schools continue to fit the
curriculum to the perceived abiliry of students, while high-enrollment schools recognize úrat all
students need to complete a more challenging curriculum and proceed to enroll students into
college-prep arato ry co urses.
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North Corolino
Schools

ulo

All
Schools

ct
L

Top 257" Sítes
ín CP Courses

Enrollment
T"

CP English Courses

CP Englísh 9, other English (journolism,

business, debat e), reod¡ng 26 29 62

CP Mothemotics Courses

CP Algebra t, Algebra 2, geometry ,

integroted mqthemotics

4L 54 80

CP Science Courses

CP physicol sciencø, CP biology, other
odvqnced sctence

1 11 43





Toble 9
Percentoge of Ninth-Grode Students Who Eorned o "0" or on "F" in CP

ond Lower-Level Courses by Eíghth-Grade Achievement Quortiles

Low

Quortile 2 3

ToP

Quortile

English Courses

CP English 23 t6 10 4

Low-level Englísh 47 31 23 I
Mothemotics Courses

CP mothemqtics 47 31 t6 9

Low-level mothematics 42 37 25 t6

Science Courses

CP science 48 ?3 13 5

Low-level science 44 33 t6 I

Sudents who took dre eighth-grade reading test and scored in the lowest two quartiles were
about rwice as likely to fail ninth-grade English if they were placed in a lower-level English course
rather than a college-prepüàtory course. Only students with mathematics and science achievement

in rhe lowest quartile had a slightly higher failure rate in grade nine if they were enrolled in higher-
level courses. Table 9 shows clearly that enrollrnent in more dernanding courses does not result in rnore

failures.

Every district needs to ask: How are school leaders, counselors and teachers placing students

in grade nine classes? It appears that factors such as attendance, bacþround and behavior may be

determining placement and may fail to recognize the potential of many students. Students who can
achieve but who may have other problems seem to be placed almost automatically in lower-level
classes in some schools. Inappropriate placement may result in poor attendance, attitude and
behavior problems.

Each high school needs to ask the following questions:

Regardless of achievement, why do students have a lower failure rate in higherJevel courses

than in lower-level coursesl

Do lowerlevel courses expect so little that students stop trying and believing that they can
do much or that school does matter?

Are teachers sorted so that the best teachers who are most experienced and knowledgeable
teach the "best students," while new and weaker teachers are assigned to lower-level courses?

a

o
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o Do schools that place more students in higherJevel courses also provide them with extra help
and support?

o Do students in higherJevel courses perform at a higher level to match expectations?
o A¡e materials used in college-preparatory courses more inreresting?

Answers to these questions should reveal if the school has a climate and culture necessary for
student success. Schools that have high expectations, that demand students' best efforts, and that
provide extra help and support to boost student confidence have students who succeed. Similarly, a
school that sets high expectations for teachers, demands their best efforts and supports them as

professionals has a staffthat expects more of students and helps them achieve high standards.

rV. ACTTONS MTDDLE 6RADE5 AND HTGH SCHOOL5 CAN TAKE TO
IMPROVE TRAN5ITTON

Middle grades schools and high schools can work together to ensure that almost all students
complete college-preparatory English in grades nine and l0 and college-preparutory algebra and
geometry by the end of grade 10. They can provide information to students and their families about
the importance of higher-level courses in high school to college and career aspirations.

The following actions are steps schools can take to accelerate the percentage of students
completing at least two years of college-preparatory English and college-preparatory algebra and
geometry by the end of grade 10. Middle grades and high schools must work together to inform
students and families about the importance of higher-level courses to qrreer and college aspirations.

Middle grades schools can:

o change the grade eight mathematics curriculum so that all students complete either pre-
algebra or Algebra I successfully;

o expect all students to read 25 books or the equivalent across the curriculum each year in the
middle grades;

o identify students in grade seven who may have difficulry completing a challenging
curriculum in grade nine, and take steps to increase their instructional time in reading,
English and mathematics;

. place struggling students in an accelerated curriculum with the best teachers;

. take steps to provide all middle grades students in grades seven and eight with teachers who
have at least a minor or major in the content area they are assigned to teach; and

o work with students and families to educate them about which courses lead to grearer
achievement and to develop a five-year educational plan for high school and one year
beyond.
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High schools can:

provide catch-up courses, double periods and extra help for students who need extra

instruction and time to meet higher course standards;

re-think placement practices and take steps to increase annually the percentage of entering
ninth-grade students assigned to college-preparatory English, mathematics and science

courses;

take immediate steps to enroll at least the same percenmge of incoming ninth-graders in
college-preparatory courses as high-enrollment schools;

teach all students ro the same challenging standards, provide extra help and extra time for
those who need it, and require students who earn below a "C" grade at any time to spend

extra time and get extra help; and

appoint a special committee composed of teachers to study current placement practices. The
commirree should visit high schools that enroll a much higher percentage of ninth-graders in
college-prepairatory courses, and they should be responsible for developing a plan to enroll
more students in higherJevel classes while reducing failure rates.

Together, middle grades and high school leaders can:

organizæverrical teams of middle grades and high school teachers in English, mathematics

and science to align curriculum and performance standards to the level needed for
challenging high school studies;

work together ro orient families, middle grades students and teachers about the rising
worþlace and high school graduation requirements and the importance to students of a

challenging program of studies in high school; and

convene panels of high school and middle grades teachers in language arts, mathematics and
science to identify readiness indicators that can be used to assess if students are prepared for
college-prepa;rarory work in grade nine. For example:

Literacy Indicators

Read a book outside of class and demonstrate understanding monthly.

Complete short writing assignments of one to three pages weekly.

Revise essays and other written work to improve quality often.
'Write in-depth explanations often.

Discuss what is read in English classes with other students often.

Read technical books/manuals to complete vocational assþments often.

Use word processing to complete assignments often.

l2





r3





Who is a dropout?

Non-high school completers who are...

r/ Enrolled in a community college or GED
course.

/Not enrolled (without a valid reason) on
the 20th day of the current school year.

{Vouthincarcerated in an adult facility.

Dropouts are not:

/Sto¿.nts who transfer to another public or
private school.

/Stu¿.nts who are being home-sehooled.

/Sto¿rnts on medical leave or enrolled in a drug
treatment facility.

/ n*pelled students (by state statute).

(Federal government counts expelled students as dropouts)



Four Common Dropout Rates

l. Annual or event rate
Percentage of students who dropped out
in a given year.

Reported for the prior year.

9th - l2th grade or 7ü - lZft grade

Duplicated or unduplicated

l. Annual or event rate (cont.)

Duplicated, 9th- lzth grade rate used in
ABCs calculations.

Decreasing over last three years:
a

a

a

1998-1999:

1999-2000:

2000-2001:

6.8%

6.4%

5.7%

NC ranks 32nd nationally

Ranges from 19%to 10.7o/o
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Table 2. - state: Irates to

t998-99 r999-00 I 2000-01

4.9

Stâte

4.8 4.4

5.3

8.4

6

1993-94 | 1995-96
'- I

997-98

4.6

.'--l

t994-95 1996-97

Alabamar 5.3

4.9

l0

5

9.4

5.4

t-.-r___ _ , _. _

Coloradol

Califomia

4.8

9.6

6 5.8 i

3,9--- -. - 3.,l- 
' -

3.3

8.2

4.1Delaware

District of

4.7

t 2.8

4.9 r* - -'-- *-- -l' - -'
ii 4.6 4.5

7 9 8.5 8.2 7.3

Hawaii

Idahol 7.2 6.7 6.9

tllinoisl 8.8 ' 6.9 6.5

Indiana

Iowa 3.2 3.5 , 3.f-i- 2.9 2.9

Kansas 5 5.1 ', 4.7 | 4.6 4.2

5.2-1-- -- - 4.9

[¡uisiana 4.7 3.5 1t.62 |.62 
'

t.42 t0

Maine

4.9 4,3 4.4 -----l--"- --

Massachusens 3.7 3.6 3.3 3.4 3.2 3.ó

Vtchigqn -t .,-- ,- ...
I

5.5-_----- _5_.t __ : _- 5.2 51' 4.9 4.5

ó.t 6.4 6.2 ó 5.8 | 
5.2

7.1 7.1 6.6 5.8 5.2 4.8 '- ----1----'-

5.ó 5. r 4.4Montana , "_+¿_j,
Nebraska 4.6 4.5.. .*_ L¡ 4.3 4.4 4.2

Nevada 9.8 10.3 t 0.l 7.9

New

l!gy_Jqo.rl 1.? _. _ ¡5 . 3.!

New Mexico 8.5 i

New York

8.1 7.5 7

¡-_--.-_ +___-
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to 1997-98_e¡-!1,þy_9¡gt9:

1993-94 1994-95 1995-96 1996_97 t997-98 1998-99 r999-00 2000-0r

North Dakota 2.1 __z_.s__ .___?l_;__2J__ *___ 2.s__,_ 2.4

Ohio 5.3 5.4 5.2 5.t 9

s?

Oreqon 7.3 7'! 7 6.5

3,8

4.5

3.8
;] 4.1 4 3.9

4.7

3.9

4.9Rhode_ Island ___ __ _ ,L9 _ 4 .6 4 .6

South Carolina

South Dakotar 4.5 3.t 4.5

Tennesseel 5.1 5 4.6

Utah 3.ó 4.4 4.5 5.2 4.7

Vermontl 5.2 4.6

Virginigl 4.6 4.8 4.5

West 4.2 3.8 4.1 4,9

Wisconsinl 2.7 2.8 2.6

5.2
rütryoming 6.7 5.7 6.2 6.4

--Data not available.

l. States were asked to report on an Octoberthrough Septembercycle. However,
state reported on an altemative July through June cycle in the 199ó-97 and

I 997-98 collections.

2. Effective in the 1995-96 school year, Louisiana changed its dropout data
from school-level aggregate counts reponed to districts to an individual

system. The apparent increase in the dropout rate is partly due to the
abilitv to track srudents.

NOTE: Of the 37 states and the District of Columbia, that reponed dropouts in
I 998-99, 27 said that they adhercd exactly to the standard defìnition and collection

Sce appendix C for a detailed discussion ofthe CCD dropout

SOURCE: U.S. Department of Education, National Center for Education

Statistics, Common Core of Data, "L¡cal Education Agency Universe Survey"
y_ears_þnd_'Local fd_r¡9¡r_{9n {ge¡gy U_¡iye¡s_e_D¡opo_ut !-ilg" (19?q-?p).
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Four Common Dropout Rates

1. Annual or event rate

2. Completion I retention rate
Divide number of l2th graders
completing high school by number of
students in 9th grade four years earlier.

2. Completion I rctention rute (cont.)
Decreasing because of increases in
nonpromotion rates and dropout rates.

Helps to identifo high school
completion trends.

Completion rate in 2000-2001 : 57 .lo/o

North Carolina ranks 40th in the nation.
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NC Graduates to 9th Grade Ratio

68.O%
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Source: Statistical Profile: Public Schools of North Carolina; 1993 through
2000. State Board of Education

Postsecondary Education Opportunity, August, 2000: Data Files from
Nat'I. Center for Education Statistics.
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Four Common Dropout Rates

l. Annual or event rate
2. Completion I retention rate
3. Longitudinal rate

For each cohort, divide the number of
high school graduates by the number of
students in that cohort at the entrance of
9û grade.

NC cannot calculate this rate.

Four Common Dropout Rates

l. Annual or event rate

2. Completion I reiention rate

3. Longitudinal rate

4. Census stafus rate

Percentage of people in a given age group
(i.e. I 8 to 24) that did not complete high
school or obtain a GED.

Census data: 20.1% dropout rate for 18-24.

4
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Common Methods of Measuring Schoot Dropouts

Annual Dropout Rate
Completion/Retention

Rnte
Longitudinal Dropout

Råte Census Status R¡te

o
!De
B
at)
(¡)

â

Measures the percentage of
7th - lzth or th to 12ü
grade snrdents who drop
out of school during one
school year. Can be
duplicated or unduplicated.

Measures the percentage of
students from a class of 9rr,
graders who graduate or
complete high school four
years later.

Measures the percentage of
sn¡dents from a class of 9n
graders who drop out
before completing high
school.

Estimates the percentage of
a given age cohort (i.e. 18
to 24) that does nor have a

high school degree or a
GED.

o
cË

I
ÉÉ
(.)

Divide the number of
students who drop out
during a school year by the
total number of students
enrolled that year.

Divide the number of
students who complete 12ú
grade by the number of
students in the 9'h grade
four years earlier.

Divide the number of
students who complete l2'h
grade by the number of
students in the original 9ù
grade class.

Divide the number of
dropouts in the age cohon
by the number of people in
the cohon.

aÀ
o)
å0
c!

c!
ro

. Measure of annual
performance

o Requires only one year
of daø

o Can be calculated for
any schoolidistrict with
students in any of the
grades covered

o Can be disaggregated
by grade level

¡ More consistent with
the public's
understanding of a

dropout rate
o Districts have more

lime to encourage
dropouts to reilrn to
school before being
held accountable

¡ More stable measure
over time

o More positive indicator
than the dropout rate,
measuring school
success rather than
failure

r More consistent with
the public's
understanding ofa
dropout rate

¡ Districts have more
time to encourage
dropouts to return to
school before being
held accountable

¡ More stable measure
over time

¡ Provides the most
complete description of
dropout rates

¡ Provides a snapshot of
the educational
attainment of the
worKorce

¡ Takes into account
dropouts who return to
school

at)
(¡)
o0
c!

(!

'ttc!ttt

H

o Produces the lowest
rate of any method

. May not correspond to
the public's
understanding ofa
dropout rate

o Combines the effects of
increasing
nonpromotions and
dropouts

o Does not produce a

dropout rate by grade

. Reguires multiple years
ofdata; one year ofbad
data can remove a

student f¡om the
measure

o Program improvements
may not be reflected for
several years, and
districts are not held
accountable for some
dropouts until years
after they drop out

o Does not produce a

dropout rate by grade

o Cannot be used in
accountability systems
because it is an estimate

o Very difficult to use at
the school or district
level

,&L
G

c)
&

The 9'h - 12'n grade
duplicated rate is used in
the ABCs.

5.7Vo in 2000-2001

Also calculated for Nonh
Carolina.

57.19o in 2000-2001

North Carolina does not
currently have the
technology required.

U.S. Census repons the
percentage of l8 to 24-
year-olds in North Carolina
without a diploma or GED.

20.1% in2000
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Data Quality lssues

/So*. students counted as dropouts actually
transfer to other schools.

/Sorn. students counted as transfer students
actually drop out.

/So-. students move out of the state or
country and are counted as dropouts.

Data Quality lssues

{ mdiridual-level data on student
withdrawals is not available at the state
level.

/ fn"new NCWISE system has the potential
to provide state-level access.
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